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Editorial Note
In this issue of International Studies in Educational Administration we include articles from lead
authors based in Canada, England, Fiji, Greece, Israel, Malaysia and the USA. The articles included
firmly relate to a notion of ‘leadership for learning’ in which the promotion of leader, teacher and
student learning as a precursor to school improvement is thought to raise effectiveness and student
outcomes.

The seven articles offered in this issue begin with work undertaken by Tai Mei Kin, Omar Abdull
Kareem, Mohamad Sahari Nordin and Khuan Wai Bing. The article addresses the important
topic of change in secondary schools and offers a study aimed at developing a Principal Change
Leadership Competency Model and an instrument to identify change leadership competencies
giving maximum change effectiveness. Undertaken within a Malaysian context, the study identifies
four phases of change – ‘goal framing’, ‘capacity building’, ‘defusing resistance and conflict’ and
‘institutionalising’ – each with three validated items. Practical and theoretical implications of these
findings are presented in a helpful and compelling way. The second paper by Jerome Cranston
and Kristin Kusanovich deals with nurturing the dramatic and ethical imagination of educational
leaders. Drawing on an arts-based intensive leadership development workshop offered in Canada
and the USA, the analysis provided leads to a conclusion that participants’ understanding of the
heavy burden of difficult decision-making had been deepened. The place of drama in helping
leaders explore and envision the creative dynamic of schools is established within the work. In the
third article, Govinda Lingam and Narsamma Lingam offer a report on the feedback gained from
Fijian school leaders on a recently completed leadership and management training programme
in which they participated. The report records both positive perceptions and areas needing more
attention. Formal leadership preparation and training programmes have only a recent history in
Fiji and build upon former apprenticeship models. As in some other international contexts, the
tailoring of such programmes to the context in which leaders work is found to be important and
is further highlighted in this work. In the fourth article, Yamina Bouchamma and Jean-Michel Brie
examine ethical leadership in professional communities of practice within a Canadian schools
setting. The findings of the study show that those school leaders who are more ethically active and
transparent can work well within a community of practice approach. The work offers proposals
on how to foster ethical leadership, and this has relevance for the many roles principals in this and
other contexts are required to undertake.
In the fifth article of this issue, Margaret Turnbull, who is based in England, reports on a study she
has undertaken in South Africa to explore how school principals make sense of and promote social
justice in their schools. Opportunities and barriers to the promotion of social justice are analysed
and constraining external political and economic factors are identified. Importantly, a typology of
the variety of stances taken by principals towards social justice is presented and the author shows
how this is reflected in their style and the decision-making engaged within their schools. In the
sixth article, Natalia Pinchevsky and Ronit Bogler examine the influence of teachers’ perceived selfefficacy and role impact on their preferences for strategies to solve conflict situations with students
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in schools. Undertaken within an Israeli context, the study reveals the significance and importance
of both self-efficacy and role impact as platforms of empowerment when adopting strategies
to solve conflict situations when dealing with students’ behavioural problems. The work has
important implications, not only for teachers but also for school principals in the management and
leadership of their schools. The seventh article, offered by George Iordanides and Mitsara Sotiria,
also examines the notion of conflict, in this case the consequences of conflict in the functioning of
primary schools in Greece. A helpful analysis of the meanings and implications of conflict is offered.
In identifying conflict as being perceived as occurring between employees in schools and arising
for a variety of reasons, this study reveals that employees in the primary schools engaged in this
study believe that conflicts have rather more negative than positive results for teachers, students
and the organisation in general. The findings have clear implications for those in the leadership
and management of schools and form a sound basis for further research on this important topic.
Overall, this issue of International Studies in Educational Administration keeps our attention focused
on the importance of the continued learning of adult stakeholders in schools as a means to promote
and improve the teaching and learning experience of students in their care. Research as an informant
of practice, policy and the ongoing improvement agenda has an important role to play both locally,
nationally and internationally.
Tom Bisschoff and Christopher Rhodes

Joint Editors, International Studies in Educational Administration
University of Birmingham, UK
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The Development of a Principal Change
Leadership Competency Model:
A Structural Equation Modelling (SEM)
Approach
Tai Mei Kin, Omar Abdull Kareem, Mohamad Sahari Nordin and
Khuan Wai Bing

Abstract The objectives of the study were twofold: to develop a substantiated Principal Change Leadership

Competency Model (PCLCM) and to develop an instrument to identify change leadership competencies
that facilitate change and maximise change effectiveness in secondary schools. A total of 936 teachers
from 47 high-performing schools in Malaysia completed the survey. Structural equation modelling was
applied to test the models. An exploratory factor analysis was employed to identify the underlying factors,
while a confirmatory factor analysis was applied to test the measurement models. The analysis yielded
a four-factor PCLCM: a) goal framing; b) capacity building; c) defusing resistance and conflict; and d)
institutionalising. The results demonstrated a good fit of the model: normed x2=3.184, TLI=.983, CFI=.987
and RMSEA=.048. The results also provided evidence for convergent validity, discriminant validity
and construct reliability. The PCLCM is a coherent premier empirically tested model derived in a local
Malaysian cultural education setting. It provides direction for practitioners as useful feedback in planning,
designing, implementing and evaluating future training and development programmes for school principals.
Specifically, it is an effective training needs analysis tool tailored for school principals to identify their
distinct needs on relevant training programmes at the different stages of change. It therefore has far-reaching
implications for the one-size-fits-all approach frequently employed by trainers and, thus, maximising
learning impact. In addition, the Principal Change Leadership Competency Scale is a promising and
welcome tool for both practitioners and relevant parties. With only 12 items, it covers four phases of change.
It is economic, easy to administer and not time consuming.

Introduction

In light of globalisation, fuelled by the stunning rate of change in the world, educational reform
has today become a top priority for many countries. Global society tends to move to a paradigm
shift in creating a more technologically literate, creative and thinking workforce who can learn
continuously and work with diversity, both locally and internationally. Schools, as the core of
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education, are thus subject to inescapable internal and external change pressures (Goodson 2001;
Fink 2003; Hallinger 2004; Harris 2006; Fullan 2007).

However, although schools are faced with the need for continued reforms to improve student
achievement, most educational reforms have not been completely successful anywhere in
the world (Levin 2001; Ministry of Education Malaysia 2012). This track record echoes those
corporations undergoing major transformation whereby nearly two-thirds of the change efforts
fall short of expectations (Beer & Nohria 2000; Meaney & Pung 2008). Research on educational
and organisational change has found that the change process is characterised by a variety of
‘predictable’ obstacles, and one of these is the absence of leadership for the change (Drucker 1995;
Hall & Hord 2002; Pettigrew, Woodman & Cameron 2002; Fullan 2007).

In 2009, Institut Aminuddin Baki, the National Institute of Educational Management and
Leadership at the Ministry of Education Malaysia, conducted a needs analysis study to identify
competencies to be improved by school principals in school management. The results of the study
showed that among the eight high impact competencies identified by school principals, managing
change was the most needed (M=3.85) (Rosnarizah, Amin & Abdul Razak 2009). Obviously, it was
imperative to help equip school principals with effective change leadership competency. However,
although school principals who were in the position to implement change addressed their awkward
predicament, this need was not being effectively responded to in the field of educational leadership.
In recent years, the Malaysian education system has come under increased public scrutiny and
debate regarding its ability to adequately prepare young Malaysians for the needs of the 21st century
(Ministry of Education Malaysia 2012). Consequently, a preliminary blueprint that suggests 11
strategic and operational shifts for the enhancement of the education system over a span of 13 years
was developed in September 2012. In other words, the Malaysian education system is entering an
intensive period of change. However, the task of executing change effectively requires a multidimensional set of competencies. Unless the school leaders, especially principals, are equipped
with these competencies and initiate the process competently, school reform will ultimately fall
short of the ambitious aspirations set out in the blueprint.
Further, to effectively identify and assess critical change leadership competency, which can help
principals gauge improvement in enhancing the school change process over time, a reliable
and valid model as well as a diagnostic instrument are needed. Unfortunately, model or scale
development in the organisational science has been deficient (Boyd, Grove & Hitt 2005), and this is
particularly true in the Malaysian education context. Thus, the objectives of the present study were
twofold: first, to develop an empirically substantiated Principal Change Leadership Competency
Model (PCLCM); and second, to develop and validate an instrument to identify change leadership
competencies that facilitate change and maximise change effectiveness in Malaysian secondary
schools.

Conceptual Framework

The conceptual framework of the study was developed based on the underpinned theories
or models which evolved: change leadership theory (Kotter 1999; Higgs & Rowland 2000),
competencies theory (Cairns 2000; Boak & Coolican 2001), Lewin’s (1958) three-step change model,
Kotter’s (1999) eight-step change model, Nilakant & Ramanarayan’s (2006) four-step change
model, and Hayes’s (2010) five-step change model.
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Leadership and Change
Most definitions of leadership have a common theme of mobilising and directing others towards
goal setting and goal achievement. As leadership is defined as setting a direction and developing the
strategies necessary to move in that direction – that is, creating and achieving a vision – leadership
is thus a process to do with change (Kotter 1999). Cairns (2000) pointed out that leaders challenge
the status quo and, hence, leadership is change focused. Elliott (1992) stressed that without change,
no leadership had occurred. Addressing this point, Yukl (2002) believes leading change to be the
fundamental role of a leader, with everything else secondary.
In the same light, Kerfoot (1999) claimed that leadership is the art and science of leading change
effectively. Likewise, Kellerman and Webster (2001) defined a ‘leader’ as one who creates or strives
to create change, large or small. In turn, they considered leadership as a dynamic process in which
the leader(s) and followers interact in such a way as to generate change. Thus, it is not surprising
that Zenger, Ulrich & Smallwood (2000) concluded that ‘ultimately, leadership is about change’. In
sum, inducing change, getting others to change and upholding change are the essence of leadership
(Smit 2003). Simply put, leadership needs to be understood in a change context (Higgs & Rowland
2000).

Change Leadership and Competency
Indeed, leadership is often discussed in term of competencies (Boyatsis 1982; Bueno & Tubbs 2005).
According to Cairns (2000), leadership competencies are a collection of competencies ready to be
used when necessary. Competency theory is thus ‘based on studying successful leaders, breaking
down their behaviors, attitudes and skills into measurable bits and then putting them together to
form beings demonstrating superior performance ’ (Cairns 2000). In short, leadership competencies
are the knowledge, skills, abilities, and attributes that leaders need to possess and demonstrate in
order to perform their roles and jobs competently.

Importantly, viewing leadership in terms of competencies implies that leadership can be taught
and learned (Intagliata, Ulrich & Smallwood 2000). Many people can become better leaders by
gaining relevant new knowledge, skills and abilities (Tubbs & Schulz 2006). It is not surprising that
competencies are increasingly important for planning training, assessment, accreditation and the
execution of professions. Moreover, statements of leadership competencies are used as the basis for
determining the types of educational and leadership development opportunities that are needed
for future leaders (Zenger et al. 2000).

The Principal Change Leadership Competency Model (PCLCM)
Organisational change involves complex processes, and to achieve a successful outcome each
process demands specific leadership competencies to make change a success (Nilakant &
Ramanarayan 2006). Based on this, to ascertain the most critical principal change leadership
competency (PCLC), the researchers first identified the change processes concerned and then
identified clusters of PCLCs associated with the different phases linked to school change. As school
change in Malaysia is essentially planned-change-oriented due to its centralised education system,
PCLCs were identified based on four planned change models, as mentioned above.
The most distinct difference among the four planned change models was the proposed number
of stages of change, from Lewin’s three steps, through Nilakant & Ramanarayan’s four steps and
Hayes’s five steps, to Kotter’s eight steps of change. Nevertheless, among them there are also points
of contact. From a practical viewpoint, one might scrutinise all of the various processes proposed
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in the four planned change models and synthesise them into four main phases of change using
layman’s terms: a) Recognise the need for change; b) Prepare for the change; c) Implement the
change; and d) Institutionalise the change.
Lewin (1958) addressed ‘Recognise the need for change’ in the first step of his change model
using the term ‘unfreezing’. According to Lewin, most people tend to become comfortable in
an unchanging environment. In order to overcome this frozen state, an unfreezing period must
be initiated. The existing situation is unfrozen by recognising the need to discard old behaviour,
structures, processes and culture and thus creating the impetus for change (Bourne & Bourne 2012).
This stage is essential not only to improve the organisation’s ability to sense the need for change,
but also to gather support to the idea of change.
In contrast to Lewin’s (1958) change model, the first four steps of Kotter’s (1999) model can all be
categorised as ‘Recognise the need for change’. These are ‘Increase urgency’, ‘Build the guiding
team’, ‘Create vision for change’ and ‘Communicate for buy-in’. According to Kotter (1999), leaders
should provide evidence that change is necessary for the organisation, and creating a ‘burning
platform’ is one way of generating a sense of urgency. To start the change, assembling a group
with enough power to lead the change effort by encouraging them to work together as a team is of
paramount importance. To make change a reality, it is essential to construct a vision and show clear
direction of how to turn this vision into reality. In order to get support from their followers, leaders
should have the competency to use every possible means to communicate the new vision to create
full understanding (Kotter 1999).
Moving to Nilakant & Ramanarayan’s (2006) change model, the first two steps – ‘Appreciating
change’ and ‘Mobilising support’ – match with the notion of ‘Recognising the need for change’.
‘Appreciating change’ involves initiating dialogue to direct the need for change, making followers
understand the consequences of changing and not changing, and the options for undertaking
change. Nilakant & Ramanarayan (2006) also emphasised the importance of ‘Mobilising support’
in the process of ‘Recognising the need for change’, especially gathering support for the idea of
change, collecting information and ideas, building networks and mobilising resources.

Both the first and second step of Hayes’s (2010) change model can be synthesised as ‘Recognising
the need for change’. The first step, ‘Recognising the need for change and starting the change
process’, obviously emphasised improving the organisation’s ability to sense the need for change
and to eventually take initiatives to translate this need into a desire for change. Following this, the
second step, ‘Diagnosis’, helps to review the present state so as to identify the future desired state
of the organisation. Indeed, organisational diagnosis is concerned with identifying what it is that
needs to be changed (Hayes 2010).

Drawing on the differences and similarities discussed above, three common competencies for the
first stage of change, ‘Recognise the need for change’, can clearly be identified and summarised
from the four change models: a) Setting a clear vision – recognising the need for change and creating
a vision to help direct the change effort; b) Communicating and sharing the vision – clarifying
the vision, sharing the vision, initiating dialogue in the organisation and influencing buy-in and
support; and c) Determining the desired outcomes – assessing the situation to determine the
desired outcomes and developing change goals and strategies to realise the vision. Based on this,
instead of using ‘Recognise the need for change’, the researchers termed the first stage of change
for the study ‘Visioning’.
The second stage of the change, ‘Prepare for the change’, was also addressed by Lewin in the first
step of his 1958 change model – ‘unfreezing’. At this stage, the need to overcome resistance to
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change, to build trust, and to motivate participants by preparing them to change were the focus.
According to Lewin (1958), removing or mitigating resisting forces can often be more effective in
unfreezing an organisation than increasing driving forces for change which will create anxiety and
tension in the organisation. Meanwhile, Kotter (1999) addressed ‘Prepare for the change’ in the
fifth step of his change model – ‘Empowering action’. Likewise, the main task in this process is to
remove obstacles to the change and alter structures that work against the vision.

Next, Nilakant & Ramanarayan explained how the organisation can ‘Prepare for the change’ in
the fourth step of their 2006 change model – ‘Building change capability’. They focus on creating a
positive climate that enhances people’s self-efficacy, ensuring support mechanisms and promoting
learning. Hayes (2010), on the other hand, addressed ‘Prepare for the change’ in the third and
fourth step of his change model – ‘Plan and prepare for change’ and ‘Implement the change’. Under
‘Plan and prepare for change’, shaping implementation strategies, developing a change plan and
selecting interventions are important actions. For ‘Implement the change’, promote organisational
learning, training and development were given the most attention.

Based on the comparison above, we can summarise that ‘Prepare for the change’ focuses on
developing the capacity of the organisation’s members to address the change, making people believe
they have the ability to face the challenges, ensuring the performance quality meets the required
standard and defusing resistance to and conflict with change. Consequently, three important
change leadership competencies were identified: a) Planning to improve the organisation’s change
readiness; b) Building competence to meet change requirements; and c) Defusing resistance to and
conflict with change. Drawing on this, the researchers termed the second stage of change ‘Capacity
building’ for the study instead of ‘Prepare for the change’.
The third stage of change, ‘Implement the change’, was clearly stated in the second step of Lewin’s
(1958) change model – ‘Transition’. It is the process whereby momentum is developed to move
the target system to a new level of equilibrium. At this point, people start to believe and act in
ways that support the new direction and, most importantly, the implementation of the new system.
The transition period takes time because people do not like change (Robbins 2003). This is when
leadership is critical for the change process to work, for example, to monitor the impact and for
fine-tuning.
Kotter (1999) explained the third stage of change, ‘Implement the change’, in the fifth, sixth and
seventh steps of his change model: ‘Empowering action’, ‘Create short term wins’ and ‘Build on the
change’, respectively. The fifth step is to empower followers to execute the change. The sixth step
is to create short-term wins which involves achieving visible performance improvements as well
as recognising and rewarding those involved in realising the improvements. The seventh step is to
monitor the change process so as to build on the change even after the short-term goals are met.
In line with the above, Nilakant & Ramanarayan (2006) and Hayes (2010) used the terms ‘Executing
change’ and ‘Implementing change’ directly. Creating the right structures and processes, establish
new routines, establishing effective coordination mechanisms, mobilising resources, and sustaining
the momentum of change are the focus of ‘Executing change’ in the third step of Nilakant &
Ramanarayan’s (2006) change model. To Hayes (2010), high performance management involving
developing and implementing a system of practices, restructuring for strategic plans, promoting
people synergy through empowerment and coordination, reviewing change progress and
monitoring to ensure the realisation of change goals are the key issues in ‘Implementing change’.
Obviously, the main purpose of the third stage of change, ‘Implement the change’, is to facilitate
and coordinate the multitude of activities necessary to create the desired state of the organisation.
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This entails creating the right structures, processes and routines, delegating authority, establishing
effective coordination mechanisms and ensuring sufficient resources. Based on these, three basic
competencies were identified: a) Redesigning structures and mobilising resources; b) Empowerment
and coordination; and c) Monitoring to ensure realisation of change goals. The researchers termed
the third stage of change ‘Change execution’, to replace the term ‘Implement the change’.

Although the above four change models have different perspectives on the stages of the change,
there is a general consensus that the purpose of the last stage of any change is to make the change
permanent. This can be seen in Lewin’s third step of change, ‘Refreezing’, which emphasised
positive reinforcement to internalise new attitudes and behaviours; Kotter’s eighth step of change,
‘Make change stick’, that is, making the change permanent by fitting it into the organisation’s
culture and practices; Nilakant & Ramanarayan’s third step of change, ‘Sustain the momentum
of change’; and Hayes’s fifth step of change, ‘Sustain the change’, which includes reviewing the
change, making it stick and spreading it.
Put simply, we can conclude that making change stick is associated with evaluating and identifying
the limitation of the change outcomes, institutionalising best practices, promoting continuous
improvement to ensure ongoing success, and sustaining the achievements of the change such that
the best practices become the norm of the organisation. Hence, it involves two main competencies:
‘Evaluation for continuous improvement’, and ‘Institutionalising’. The last stage of the change
process was therefore termed ‘Institutionalising’.

In conclusion, the researcher synthesised the above four change models and proposed that
managing change in schools involves four phases of change with associated competencies: a)
Visioning; b) Capacity building; c) Change execution; and d) Institutionalising. As change is not
a transient issue but rather a continuous process (Pettigrew 1985), as shown in Figure 1, the four
change processes are not sequential; they are recursive, and the dotted lines indicate that they
overlap in most instances. The proposed change process based on the models of Lewin (1958),
Kotter (1999), Nilakant & Ramanarayan (2006) and Hayes (2010) is illustrated in Table 1 and the
competencies associated with each change process are depicted in Table 2.
Figure 1: The proposed PCLCM with four phases of change
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2. Capacity Building

outcomes

▪ Determine the desire

share the vision

▪ Communicate and

1. Unfreezing

▪ Setting a clear vision

1. Visioning

change model (1958)

for current study

Proposed change model Lewin's three-step

▪ Promote learning

▪ Ensure support mechanisms

efficacy

enhances people’s self-

a positive climate which

▪ Creating and sustaining

4. Building change capability

▪ Building networks

ideas

▪ Collecting information and

▪ Mobilising resources

change

▪ Gather support to the idea of

2. Mobilising support

change

▪ Option for undertaking

and not changing

consequences of changing

▪ Understanding the

the need for change

▪ Initiating dialogue to direct

1. Appreciating change

strategies

▪ Training and development

▪ Organisational learning

4. Implement the change

▪ Selecting interventions

▪ Developing a change plan

▪ Shaping implementation

3. Plan and prepare to change

▪ Identify future state

▪ Review present state

2. Diagnosis

into a desire for change

▪ Translate the need for change

change

ability to sense the need for

▪ Improving organisation’s

change process

change and starting the

1. Recognising the need for

Hayes’s five-step change

four-step change model (2006) model (2010)

Nilakant & Ramanarayan’s

Table 1: Proposed change model for the study and its phases of change based on the models of Lewin, Kotter, Nilakant & Ramanarayan and
Hayes
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▪ Monitoring impact,

▪ Institutionalising

improvement

▪ Institutionalisation

behaviours

attitudes and

internalise new

reinforcement to

▪ Positive

continuous

3. Refreezing

▪ Evaluation for

fine-tuning

4. Institutionalising

goals

realisation of change

the new system

▪ Monitoring to ensure

coordination

▪ Implementation of

▪ Changes in structure

▪ Empowerment and

resources

momentum

▪ Developing

and mobilising

2. Transition/change

▪ Redesigning structures

change model (1958)

3. Change execution

for current study

Proposed change model Lewin's three-step

organisation’s culture and practices

▪ Make the change permanent by fitting it into

behaviours and corporate success

▪ Articulate the connections between the new

8. Make change stick

improvements

▪ Reinforce the behaviours shown that led to the

7. Build on the change

bringing the improvements

▪ Recognise and reward those involved in

improvements

▪ Plan for and achieve visible performance

6. Create short term wins

▪ Empower followers to execute the change

5. Empowering action

Kotter’s eight-step change model (1999)

change

▪ Sustain the momentum of

3. Executing change

change

▪ Sustain the momentum of

mobilising resources

coordination mechanisms,

▪ Establish effective

▪ Establish new routine

and process

▪ Creating the right structures

3. Executing change

management

▪ Spreading change

▪ Making change stick

▪ Reviewing change

5. Sustain the change

and monitoring

▪ Reviewing change process

plan

▪ Restructuring for strategic

coordination

through empowerment and

▪ Promote people synergy

▪ High performance

4. Implement the change

Hayes’s five-step change

four-step change model (2006) model (2010)

Nilakant & Ramanarayan’s

Table 1: Proposed change model for the study and its phases of change based on the models of Lewin, Kotter, Nilakant & Ramanarayan and
Hayes (contd.)
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Table 2: The four phases of change of the PCLCM and the associated competencies
Phases of change

1.

Visioning

2.

Capacity building

3.

Change execution

4.

Institutionalising

Associated competencies
a. Setting a clear vision
b. Communicate and share the vision
c. Determine the desire outcomes
a. Planning to improve organisation’s change readiness
b. Building competence to meet change requirements
c. Defusing resistance and conflict of change
a. Redesigning structures and mobilising resources
b. Empowerment and coordination
c. Monitoring to ensure realisation of change goals
a. Evaluation for continuous improvement
b. Institutionalising

Methodology
Research Question and Hypotheses
Based on the objectives of the study mentioned above, the research question (RQ) and the
hypotheses (H) were as follows:
RQ: Is the measurement model of principals’ change leadership competency a valid construct?

H1: Principals’ change leadership competency can be explained by the following four factors:
Visioning; Capacity building; Change execution; and Institutionalising.
H1a: Each indicator has a non-zero loading on the hypothesised (targeted) factor.
H1b: Each indicator has a zero loading on the other (non-targeted) factors.
H1c: The error terms are uncorrelated.

Sample
The study population comprised of 13,900 high-performing secondary schools (HPSS) teachers
in Malaysia. HPSS and the teachers concerned were chosen as the sites and study population
because the principals in HPSS are more likely to lead change than principals in mediocre or lowperforming schools. As a result, principals in HPSS demonstrated change leadership behaviours
or competencies more often and more clearly than their counterparts. They are ‘information rich’
and of central importance to the purpose of the study (Patton 2002). By focusing only on HPSS, the
researchers can easily and more accurately identify which were the most critical PCLCs displayed
by the principals.

A multiple-staged stratified random sampling procedure was used in this study because of its
highly recommended efficiency (Sekaran 2000). Among 186 HPSS in Malaysia, there were three
strata in the study population: 80 daily secondary schools (DSS), 60 fully residential secondary
schools (FRSS) and 46 religious secondary schools (RSS). A total of 25 per cent of each stratum of
the population, i.e. 20 DSS, 15 FRSS and 12 RSS, or a total of 47 HPSS – were selected randomly
for the survey. Twenty teachers from each school were chosen as a sample by using a simple
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sampling method. As a result, 400 teachers were selected for DSS, 300 for FRSS and 240 for RSS. A
total number of 940 respondents were identified for the survey. This represents 33 per cent of the
total number of teachers in the 47 HPSS (N=2,863). Importantly, it meets the basic requirement of
evaluating the overall fit of the hypothesised models using a structural equation modelling analysis
(Kelloway 1998; Kaplan 2000; Byrne 2001; Kline 2005; Chua 2009).

Instrument
To develop a psychometrically sound instrument or scale in order to help to identify PCLCs that
facilitate change in secondary schools, the researchers followed the steps suggested by Hinkin
(1998): a) identify and specify the content dimensions of change leadership competencies from a
review of the relevant literature; b) develop items that measure the domain; and c) determine the
extent to which items measure the concerned domain.

The first step, identifying and specifying the content dimensions of PCLCs, was discussed
earlier based on change leadership theory (Conner 1999; Kotter 1999; Higgs & Rowland 2000),
competencies theory (Cairns 2000; Boak & Coolican 2001) and the four planned change models.
Following this, in the second step the researchers developed items that measure the domain by
reviewing the concerned literature. This process yielded a final selection of 60 items.
Pilot Study Approaches

Once the questionnaire had been developed, five different pilot test approaches were applied to
ensure the validity and reliability of the instrument in the study (Churchill 1995). First, the Principals’
Change Leadership Competency Scale (PCLCS) was peer reviewed by academic colleagues, as
recommended by Netemeyer, Bearder & Sharma (2003). This was to ensure no irrelevant questions
were included in the survey, precision and clarity were obtained, and the item arrangement was
appropriate for the respondents.

The researchers modified the measurements and redrafted the survey based on feedback,
especially on the precision and clarity of the items. As shown in Table 3, for example, 2.1e ‘Building
plan to improve change readiness based on organisation’s ability’ was replaced by ‘Building plan to
improve organisational change readiness’; 2.2a ‘Providing coaching training systematically to improve
performance’ was replaced by ‘Providing training in coaching among the staff’; 2.2e ‘Ensuring staff are
able to perform to the required standard of the change’ was replaced by ‘Ensuring staff are able to perform
the new task’; 2.3e ‘Managing change conflict effectively by seeking a common ideal that every party can
endorse’ was replaced by ‘Managing change conflict effectively by seeking an agreement from every party’;
4.1a ‘Applying appropriate evaluation measures based on measurable data’ was replaced by ‘Applying
appropriate evaluation instruments’; 4.1c ‘Providing accurate analysis of the final change outcomes’ was
replaced by ‘Analysing objectively the final change outcomes’; and 4.2e ‘Mentoring future leaders on the
change value that has just been accomplished’ was replaced by ‘Mentoring future leaders on the value
of change’. In short, no item was deleted in the concerned process except the modification of the
measurements.
Second, following the procedure described by Chen, Gully & Eden (2001), the survey was distributed
to a panel of five local experts in the area of educational management and measurement. They
were requested to provide comments and suggestions concerning the content validity and the
terminology used. An important point raised by the panel was that as Malaysia is implementing a
centralised education system, the vision of all schools is determined by the Ministry of Education.
School principals only have the mandate to set goals for any changes implemented in their own
schools. Thus, it was suggested that the first phase of change process, ‘Visioning’, be replaced by
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the term ‘Goal framing’. Consequently, in any item that it occurred, the word ‘vision’ was replaced
by ‘change goal’. Changes were made in particular to items regarding ‘Setting a clear vision’ and
‘Communicate and share the vision’ (Table 3).

Items were also modified based on the comments provided by the panel. Among the amendments
were the replacement of some terms that seemed difficult for the respondents to understand with
the terms suggested by the panel or with improvements by the researcher. For example, item
1.2d ‘Creating meaningful dialogue that gives the staff a stake in the change’ was replaced by ‘Creating
meaningful two-way dialogue so that the need for change is recognised by the staff’; item 1.2e ‘Obtaining buyin from the staff by creating a sense of willingness to change in them’ was replaced by ‘Gaining support from
the staff by creating a sense of willingness to change in them’; and item 2.2d ‘Exposing staff continually to
cutting edge ideas about how to be effective’ was replaced by ‘Exposing staff continually to latest innovative
ideas about how to be effective’.

Additional items from the panel were also included in the scale: item 2.2f ‘Providing training in
mentoring among the staff’; item 2.2g ‘Exposing staff with problem solving skills to facilitate effective change
execution’; item 2.3f ‘Stimulating staff’s enthusiasm to commit to the change goal’; item 2.3g ‘Inspiring staff
to make the change goal a reality’; item 4.2f ‘Giving recognition to the staff who strive toward realisation of
the goal’; item 4.2g ‘Allocating sufficient time for maintaining quality’; and item 4.2h ‘Acting as role model
of change leadership in line with the value of change’. In sum, seven items were added by the panel and
this yielded a final selection of 67 items.
Third, three personal interviews were conducted, as recommended by Bowen and Shoemakers
(1998), with teachers who were similar to those approached in the actual survey (Churchill 1995).
The questionnaire was modified based on the suggestions given. To accommodate teachers not
familiar with change management and the terminology used, instead of jumbled up items, all items
regarding the PCLC cluster were presented based on the sequence of the change process – i.e. Goal
framing, Capacity building, Change execution, and Institutionalising – so that the respondents
could easily grasp the scope of the questions.

Fourth, the questionnaires were administered to six teachers to evaluate the clarity of each item
(Flowers 2006) using a scale of one to ten. The purpose of this step was to determine the validity
coefficient for each item and whether the instrument was actually interpreted in the way it was
designed to be by the targeted sample. All items in each domain yielded a very high average score
for clarity (at least 9.50) and the average score for the whole instrument was 9.74. In other words,
all items were considered as high in content validity and consequently no item was dropped after
this pilot test.
Fifth, a pilot field test was performed on 66 teachers to assess the internal consistency reliability
of the instrument (Neuman 2006). All items were compliant with the statistical requirements,
with Cronbach’s alpha for four constructs of PCLCs ranging from .969 to .982 and an average
Cronbach’s of PCLCs of .992. The item-scale for all items also met the threshold of more than 0.4
(Kim & Mueller 1978). This implied that the overall reliability of the Principals’ Change Leadership
Competency Scale (PCLCS) was high and again no item was deleted.
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1.

No.

Goal framing

change

Phases of

d. Breaking down the change projects into short-termed
e. Developing an implementation plan which includes a

d. Breaking down the change activities into short term
e. Developing effective strategies to achieve the change
goals

projects

detailed road map with milestones

and long-termed

outcomes

change outcomes

c. Determining measurable KPIs to assess the desirable

change outcomes

c. Identifying realistic goals to advance the vision

determine the desirable outcomes

b. Considering a range of strategies in determining the

a. Gathering information from every possible source to

b. Considering a range of options in determining the

outcomes

outcomes

the desired

a. Assessing the situation to determine the desirable

willingness to change in them

1.3 Determine

willingness to change in them

need for change is recognised by the staff

e. Gaining support from the staff by creating a sense of

e. Obtaining buy-in from the staff by creating a sense of

in the change

d. Creating meaningful two-way dialogue so that the

c. Providing detailed information about the change goal

c. Providing detailed information about the vision
d. Creating meaningful dialogue that gives the staff a stake

b. Devoting sufficient time to explain the change goal

vision

b. Devoting significant time to communicate the new

goals

and share the

vision to create full understanding

a. Using every possible means to communicate the new

a. Using every possible means to explain the change goal

e. Incorporating staffs’ relevant input into the goal

e. Incorporating staffs’ relevant input into the vision

reality

d. Having a clear direction of how to achieve the goal

c. Clarifying the benefits associated with the goal

d. Having a clear direction of how to turn vision into

c. Clarifying the benefits associated with the vision

b. Presenting the rationale for the need forchange

a. Developing an attainable goal for the school

b. Presenting the rationale for the need for change

Items after content adequacy test

a. Developing an attainable vision for the organisation

Items before content adequacy test

Communicate

1.2

clear goal

1.1 Setting a

Competency

Table 3: Item of PCLCS before and after content adequacy test
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2.

No.

building

Capacity

change

Phases of

based on relevant data

a. Obtaining organisation’s level of change readiness

Items before content adequacy test

organisation’s ability

e. Ensuring staff are able to perform the new task

e. Ensuring staff are able to perform to the required
standard of the change

Providing training in mentoring among the staff

about how to be effective

effective change execution

g. Exposing staff with problem solving skills to facilitate

f.

d. Exposing staff continually to latest innovative ideas

how to be effective

staff

Organising ongoing professional development of the

d. Exposing staff continually to cutting edge ideas about

regular curriculum refreshers

c.

c. Organising ongoing professional development through

teaching and learning

b. Seeking ways to develop staff competencies in

instructional practices

readiness

a. Providing training in coaching among the staff

b. Seeking ways to develop staff to their full potential in

requirements

a. Providing coaching training systematically to improve

change readiness

e. Building plan to improve organisational change

e. Building plan to improve change readiness based on

performance

meet change

on need analysis

c. Introducing competency-based planning

d. Identifying strategies for building organisational

readiness

competence to

2.2 Building

based on relevant information

b. Identifying staff’s required new competencies based

a. Obtaining organisation’s level of change readiness

Items after content adequacy test

d. Identifying strategies for building organisational change

c. Introducing competency-based planning

analysis

change readiness b. Identifying staff’s required competencies based on need

organisation’s

2.1 Improve

Competency

Table 3: Item of PCLCS before and after content adequacy test (contd.)

ISEA • Volume 42, Number 2, 2014

15

3.

No.

execution

Change

building

Capacity

change

Phases of

d. Helping staff members to cope with their emotional
Managing change conflict effectively by seeking an

Stimulating staff’s enthusiasm to commit to the

e.
f.

d. Helping staff members through their emotional reaction
e.

d. Allocating budget appropriately to needed systems
e. Mobilising sufficient resources to address change

e. Mobilising sufficient resources to address change

which support change

change goal

d. Allocating budget appropriately to needed systems

which support change

change goal

in the organisation

c. Ensuring sufficient facilities are available to realise the

c. Ensuring sufficient facilities are available to realise the

the organisation

b. Clarifying decision-making processes which practice

change

a. Redesigning organisational structures to prepare for

g. Inspiring staff to make the change goal a reality

change goal

agreement from every party

reaction to change

b. Clarifying decision-making processes which practice in

resources

structure and

change

a. Redesigning organisational structures to prepare for

common ideal that every party can endorse

Managing change conflict effectively by seeking a

to change

resist change

change efforts

c. Making individuals who resist change feel confident

c. Negotiating the need for change with individuals who

change efforts

b. Anticipating the resistance behavior that threatens the

a. Identifying the root causes of staff resistance to change

Items after content adequacy test

b. Anticipating the destructive behavior that threatens the

a. Identifying the root causes of staff resistance to change

Items before content adequacy test

Organisational

3.1

conflict

resistance and

2.3 Defusing

Competency

Table 3: Item of PCLCS before and after content adequacy test (contd.)
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No.

execution

Change

change

Phases of

f. Creating opportunities to foster participation of staff
g. Providing opportunity for communication across
h. Keeping staff informed of change progress towards
i. Promoting collaborative relationships among staff in

f. Creating opportunities to foster participation of staff in
g. Providing opportunity for communication across
h. Keeping staff informed of change progress towards
i. Promoting collaborative relationships among staff in

change goals

f. Providing alternatives when change efforts fail to

f. Providing alternatives when change efforts fail to meet
expectations

of change goal

meet expectations

realisation of change goal

continuous improvemen

e. Continuous reviewing the strategy to ensure

e. Continuous reviewing the strategy to ensure realisation

continuous improvement

d. Providing constant performance feedback on

adheres to the timeline

c. Ensuring that implementation of the change plan

b. Ensuring change activities are aligned to change goals

the change process

a. Using effective information gathering skills to monitor

addressing change

goals

departments

in decision making

d. Providing constant performance feedback on

adheres to the timeline

c. Ensuring that implementation of the change plan

the change process

b. Ensuring change activities are aligned to change goals

realisation of

to ensure

a. Using effective information gathering skills to monitor

3.3 Monitoring

addressing change

goals

departments

decision making

within their area of responsibilities

e. Giving staff members authority to take decisions

their area of responsibilities

e. Giving staff members authority to take decisions within

expertise

d. Defining clearly the required role of each staff member

expertise

d. Defining clearly the required role of each staff member

roles

c. Delegating responsibilities fairly according to staff’s

c. Delegating responsibilities fairly according to staff’s

roles

plan effectively

b. Ensuring the right people are in key change leadership

and coordination b. Ensuring the right people are in key change leadership

Items after content adequacy test
a. Establishing task group to execute the implementation

plan effectively

Items before content adequacy test
a. Establishing task group to execute the implementation

Empowerment

3.2

Competency

Table 3: Item of PCLCS before and after content adequacy test (contd.)
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4.

No.

Institutionalising

change

Phases of

best practices

Institutionalising

4.2

d. Ensuring the sustainability of the system established
e. Mentoring future leaders on the value of change

d. Sustaining the momentum of change by ensuring that
e. Mentoring future leaders on the change value that has
just been accomplished

staff members are highly focused

desirable goal in the organisation

the value of change

h. Acting as role model of change leadership in line with

g. Allocating sufficient time for maintaining quality

realisation of the goal

f. Giving recognition to the staff who strive toward

practices

changes that were made

c. Promoting collegial learning among staff from existing

c. Promoting learning from existing practices as a

that were made

b. Ensuring staff members continuing contribute to

among the departments

a. Creating opportunities for sharing best practices

b. Building a system to continuously improve the changes

the departments

a. Creating opportunities for sharing best practices among

e. Using evaluation results for continuous improvement

e. Using evaluation results for continuous improvement

d. Identifying the limitation of the change outcomes

d. Identifying the limitation of the change outcomes

outcomes

c. Analyzing objectively the final change outcomes

b. Evaluating the change outcomes periodically

a. Applying appropriate evaluation instruments

Items after content adequacy test

c. Providing accurate analysis of the final change

b. Evaluating the change outcomes periodically

outcomes

measurable data

a. Applying appropriate evaluation measures based on

the change

Items before content adequacy test

4.1 Evaluating

Competency

Table 3: Item of PCLCS before and after content adequacy test (contd.)
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Exploratory Factor Analysis of the PCLCS

The third step to develop a psychometrically sound instrument is to determine the extent to which
items measure that domain (Hinkin 1998). A pilot field test was performed on 587 teachers from
24 HPSS in Peninsular Malaysia. Following this, the 67 PCLC items with a six-point Likert-type
scale were subjected to a principal components analysis (PCA) using SPSS Version 18. Prior to
performing the PCA, the suitability of the data for factor analysis was assessed. An inspection of the
correlation matrix revealed the presence of coefficients of .4 and above (Kim & Mueller 1978). The
communality values all exceeded .6, indicating that the sample size was adequate (Hair, Anderson,
Tatham & Black 2006). The Kaiser-Meyer-Oklin value was .986, exceeding the recommended cutoff of .6 (Kaiser 1974). The Barlett’s Test of Sphericity reached statistical significance, that is, p<.05,
supporting the factorability of the correlation matrix, which means that the correlation between
items was eligible to run the factor analysis.
Further, the PCA revealed the presence of six factors with eigenvalues exceeding 1, explaining a total
of 76.23 per cent of the variance (Table 4). In other words, the other components only contributed
23.77 per cent of the variance. However, the rotation sums of squared loadings revealed that only
four main factors contributed more than 9.00 per cent of the variance. Due to the fifth factor (1.66%)
and sixth factor (1.50%) capturing almost the same amount of variance as the fourth factor (1.74%),
i.e. less than 2 per cent of the variance, the researcher decided not to retain these two factors.

To aid in the interpretation of the above four factors, a Varimax rotation was performed. The rotated
solution revealed that the four factors explained a total of 73.08 per cent of the variance (Table 5),
which exceeded the cut-off value of 50 per cent suggested by Streiner (1994). Factor 1 contributed
30.56 per cent, Factor 2 contributed 18.29 per cent, Factor 3 contributed 13.59 per cent, and Factor 4
contributed 10.64 per cent. The results showed that the factor loadings of nine items were low (<.5)
and these were therefore excluded from the rotated component matrix.

19

20

ISEA • Volume 42, Number 2, 2014

Table 4: Total variance explained of PCLCS (1)

Component

Total

1

42.800

3

1.836

2

4

5

6

7
8
9

10

3.164

1.162

1.109

1.001
.936
.743
.686

.633

Cumulative

63.880

63.880

42.800

2.740

71.343

1.836

variance
4.723

1.735

1.655

1.494

1.397
1.109
1.023
.945

.565

.843

13

.506

.756

14
15
16
17
18
19
20
21
22
23
24
25

.538
.487
.451
.432
.395
.386
.376
.345
.339
.332
.314
.296
.288

loadings

% of

11

12

Extraction sums of squared

Initial eigenvalues

.803
.727
.673
.645
.590
.576
.561
.515
.506
.496
.469
.441
.430

%

68.603

73.077

74.732

76.227

77.624

Total
3.164

1.162

1.109

1.001

Rotation sums of squared
loadings

% of

Cumulative

63.880

63.880

20.588

2.740

71.343

8.054

variance
4.723

1.735

1.655

1.494

%

68.603

73.077

74.732

76.227

Total
9.673

6.369

5.228

1.161

% of

Cumulative

30.728

30.728

12.021

57.186

variance
14.437
9.506

7.803

1.733

78.733
79.757
80.702
81.545
82.348
83.104
83.831
84.503
85.148
85.738
86.314
86.875
87.390
87.896
88.392
88.861
89.303
89.733

Extraction method: Principal component analysis. Components 26 to 67 were omitted from the list.

%

45.165

66.692

74.494

76.227
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Table 5: Total variance explained of PCLCS (2)

Component

Total

1

42.800

3

1.836

2

4

5
6
7
8
9

10

3.164

1.162

1.109
1.001
.936
.743
.686

.633

11

.565

13

.506

12
14
15
16
17
18
19
20
21
22
23
24
25

Extraction sums of squared

Initial eigenvalues

.538
.487
.451
.432
.395
.386
.376
.345
.339
.332
.314
.296
.288

loadings

% of

Cumulative

63.880

63.880

42.800

2.740

71.343

1.836

variance
4.723

1.735

1.655
1.494
1.397
1.109
1.023
.945
.843
.803
.756
.727
.673
.645
.590
.576
.561
.515
.506
.496
.469
.441
.430

%

68.603

73.077

74.732

Total
3.164

1.162

Rotation sums of squared
loadings

% of

Cumulative

63.880

63.880

20.472

2.740

71.343

9.105

variance
4.723

1.735

%

68.603

73.077

Total
12.254
7.132

% of

Cumulative

30.555

30.555

13.589

62.433

variance
18.289

10.644

%

48.844

73.077

76.227
77.624
78.733
79.757
80.702
81.545
82.348
83.104
83.831
84.503
85.148
85.738
86.314
86.875
87.390
87.896
88.392
88.861
89.303
89.733

Extraction method: Principal component analysis. Components 26 to 67 were omitted from the list.

The results for the first factor were more complex than expected. As shown in Table 6, a total of 33
items loaded on Factor 1, which comprised items that were initially classified as ‘Institutionalising’
(13 items) and ‘Change execution’ (20 items). However, as too many variables were clustered at Factor
1 compared with Factors 3 and 4, the researchers decided to only look for the five highest loading
variables which substantially reflect the meaning of the construct for the final survey. Consequently,
the main loadings on Factor 1 selected for the final survey were INS2.65, INS2.63, INS2.64, INS1.57,
and INS2.61. Lastly, Factor 1 was termed ‘Institutionalising’ because all of the selected items were
originally from ‘Institutionalising’, not ‘Change execution’.
Factor 2, termed ‘Goal framing’, contained 14 items. Again due to too many variables, the researchers
only looked for the five highest loading variables for the final survey: GF1.3, GF1.4, GF1.2, GF1.1,
and GF2.6 (Table 6). Next, Factor 3 comprised only 5 items (CB2.22, CB2.21, CB2.27, CB2.23,
CB2.26), labelled ‘Capacity building’, designed to assess how to build competence to meet change
requirements (Table 6).
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Last, Factor 4 comprised 6 items that were originally designed to assess change resistance and
conflict in the process of Capacity building. Obviously, this is an emerged factor. It was not a
surprise, as resistance to change is the number one reason for organisation change initiatives to
fail (Delioitte & Touche 1996). Thus, defusing change resistance and conflict is a sine qua non in the
change process. Factor 4 was labelled ‘Defusing change resistance and conflict’ and five selected items
for final survey were CB3.29, CB3.28, CB3.30, CB3.32, and CB3.31 (Table 6). In sum, a total of 20
items of PCLC were retained for the final survey.
Table 6: Rotated component matrixa of PCLCS
1

INS2.65

.762

INS2.64

.754

INS2.63
INS1.57
INS2.61
INS2.62
INS2.67
INS1.59
INS1.55
INS2.66
INS1.56
INS1.58
CE3.51
CE3.53
CE3.52
CE3.54

INS2.60
CE3.50
CE2.43
CE2.47
CE2.48
CE3.49
CE2.46
CE2.40
CE2.45
CE2.42
CE2.41
CE1.39
CE2.44
CE1.38
CE1.37
CE1.36
CE1.35
GF1.3

2

Component

.761
.753
.749
.746
.742
.736
.736
.730
.725
.716
.715
.714
.713
.708
.704
.700
.696
.691
.690
.688
.684
.679
.674
.665
.664
.638
.628
.622
.602
.569
.561

.811

3

4
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Table 6: Rotated component matrixa of PCLCS (contd.)

GF1.4
GF1.2
GF1.1
GF2.6

GF3.12
GF2.8
GF2.7

GF3.11

GF3.15
GF1.5

GF3.14
GF3.13
GF2.9
.551

1

2

Component

.782

3

.765
.743
.658
.648
.635
.618
.605
.598
.593
.589
.568

CB2.22

.656

CB2.27

.600

CB2.21
CB2.23
CB2.26
CB3.29

4

.604
.587
.575

CB3.28
CB3.30
CB3.32
CB3.31
CB3.33

.723
.698
.692
.650
.618
.577

After developing the factor internal consistency, each loaded factor was assessed by Cronbach’s
alpha measure and the results were as follows: .922 for ‘Goal framing’; .941 for ‘Capacity building’;
.938 for ‘Defusing resistance and conflict’; and .945 for ‘Institutionalising’. These measures indicated
strong test reliability for each construct of the PCLCS. Table 7 displays the related 20 selected items
for the final survey of the PCLCS, its initial construct before performing the PCA, and the factor
loading and Cronbach’s alpha value for each factor.
Confirmatory Factor Analysis of the PCLCS

Structural equation modelling (SEM) using AMOS version 18 with maximum likelihood was
applied to test the model. A confirmatory factor analysis (CFA) was employed to test the factorial
validity of the first- and second-order measurement models. The model was re-specified in order
to provide a more parsimonious one. The adequacy of the measurement model was evaluated
according to the criteria of model fit, convergent validity, discriminant validity and construct
reliability.
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CB2

CB2.26

CB2.23

CB2.27

CB2.21

INS2.61

INS1.57

INS2.64

INS2.63

INS2.65

CB3.31

CB3.32

CB3.30

CB3.28

INS2

INS1

INS4

INS3

INS5

DRC4

DRC5

DRC3

DRC1

DRC2

CB4

CB3

CB5

CB1

GF5

Creating opportunities for sharing best practices among the departments

Analysing objectively the final change outcomes

Allocating sufficient time for maintaining quality

Ensuring staff members continuing contribute to changes that were made

Ensuring the sustainability of the system established

Helping staff members to cope with their emotional reaction to change

Managing change conflict effectively by seeking an agreement from every party

Making individuals who resist change feel confident

Identifying the root causes of staff resistance to change

Anticipating the resistance behaviour that threatens the change efforts

Exposing staff continually to latest innovative ideas about how to be effective

Seeking ways to develop staff ‘s competencies in teaching and learning

Ensuring staff are able to perform the new task

Providing training in coaching among the staff

Providing training in mentoring among the staff

Using every possible means to explain the change goal

Developing an attainable goal for the school

Presenting the rationale for the need for change

Having a clear direction of how to achieve the goal

Clarifying the benefits associated with the goal

Item

PCA=Principal component analysis; CFA=Confirmatory factor analysis

(INS)

Institutionalising

(DRC)

and conflict

Defusing resistance CB3.29

(BC)

GF2.6

GF2

Capacity building CB2.22

GF1.2

GF1

(GF)

GF1.1

GF3

(CFA)

code

Item

GF4

GF1.3

(PCA)

Item code

GF1.4

Goal framing

Construct

Table 7: Items of PCLCS for final survey, its initial construct, factor loading and Cronbach’s alpha

INS

INS

INS

INS

INS

CB

CB

CB

CB

CB

CB

CB

CB

CB

CB

GF

GF

GF

GF

GF

Initial construct

.749

.753

.754

.761

.762

.618

.650

.692

.698

.723

.575

.587

.600

.604

.656

.658

.743

.765

.811

.782

Factor

before applying CFA loading

.945

.938

.941

.922

alpha

Cronbach’s
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Results

Out of 940 sets of questionnaires sent out via post, a total of 938 sets were returned – a response rate
of 99.78%. Two sets of questionnaires with more than 25% obvious errors and illegible responses
were excluded from further analysis (Sekaran 2000), so a total of 936 sets of questionnaires were
retained for the final analysis.

The First-Order Measurement Model of PCLC
As shown in Figure 2, the TLI (.944) and CFI (.951) fit indicators exceeded the threshold of .90,
indicating a very good fit. The root-mean square error of approximation (RMSEA=.077) surpassed
the .06 suggested cut-off value of the study. The normed chi-square was 6.482, suggesting an
inadequate model fit. The model was therefore re-estimated for better fit. As GF5 had high
modification indices with DRC4 (58.140) and DRC1 (53.503), and CB2 had high modification
indices with CB1 (72.600 and 70.497), the researchers thus decided to delete GF5 and CB2. The
revised model was substantially significant after the elimination of GF5 and CB2 (Figure 3). The
normed chi-square, with a value of 3.677, successfully met the required threshold of <5, indicating
a good fit. The TLI (.975) and CFI (.979) increased by .031 and .028, respectively, also indicating a
very good fit. The RMSEA provided additional support for a good model fit with a value of .054.
However, multicollinearity was detected as factor loading among some variables were high, i.e.
more than .85. Thus, the researchers decided to delete GF3 (.91), CB4 (.87), DRC1 (.87), DRC4 (.90),
INS4 (.86) and INS5 (.89) (Figure 3). As shown in Figure 4, all values improved and appeared
substantially good after the re-estimation: with normed chi-square=2.944, TLI=.985, CFI=.989 and
RMSEA=.046. Overall, the model was free from offending estimates and the fit statistics suggested
that the estimated model reproduces the sample covariance matrix reasonably well.

The Second-Order Measurement Model of PCLC
It was of interest to examine PCLC at a higher level. Figure 5 presents a good fitting second order
model of PCLC. The normed chi-square met the required threshold of <5 with a value of 3.184 to
indicate high goodness-of-fit. The TLI (.983) and CFI (.987) fit indicators exceeded the guidelines of
greater than .90, indicating a very good fit. The RMSEA also showed an excellent fit with a value
of .048. The second-order PCLCM was free from offending values, with all fit statistics well above
the set thresholds. The results of the four-factor PCLCM demonstrated a good factorial validity,
suggesting that the core of the PCLCM could be best represented by four factors (Goal framing,
Capacity building, Defusing resistance and conflict, Institutionalising). The above findings supported
H1, H1a and H1b and H1c of the study.
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Figure 2: PCLC first-order measurement model 1

GF: Goal framing; CB: Capacity building; DRC: Defusing resistance and
conflict; INS: Institutionalising
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Figure 3: PCLC first-order measurement model 2

GF: Goal framing; CB: Capacity building; DRC: Defusing resistance and
conflict; INS: Institutionalising
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Figure 4: PCLC first-order measurement model 3

GF: Goal framing; CB: Capacity building; DRC: Defusing resistance and conflict;
INS: Institutionalising

ISEA • Volume 42, Number 2, 2014

Figure 5: PCLC second-order measurement model

GF: Goal framing; CB: Capacity building; DRC: Defusing resistance and conflict;
INS: Institutionalising; PCLC: Principals’ Change Leadership Competency
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Convergent Validity
As shown in Table 8, the results confirmed that all loadings in the PCLCM were significant (>0.70)
(Hair et al. 2006), ranging from .80 to .90. Moreover, the squared multiple correlations (SMC)
were all above the recommended acceptance level of 0.5 (Hair et al., 2006; Holmes-Smith, Coote
& Cunningham 2006), the average extracted values (AVE) all surpassed 50% (Fornell & Larker
1981), and the composite reliability index (CRI) exceeded the 0.70 rule of thumb (Hair et al. 2006).
These indicated that the PCLCS provided substantial evidence of convergent validity whereby
item measures taken from the sample represent the actual scores that exists in the population of
this study.
Table 8: PCLCS standardised factor loadings, squared multiple correlations, average variance
extracted and composite reliability index

GF1
GF2
GF4
CB1
CB3
CB5
DRC2
DRC3
DRC5
INS1
INS2
INS3
AVE
CRI

SFL
.81
.90
.84

GF

SMC
.66
.82
.71

73.0%
0.76

SFL

CB

SMC

.83
.88
.86

.69
.77
.74

73.0%
0.76

SFL

DRC

SMC

.80
.85
.85

.65
.73
.73

70.0%
0.74

SFL

.85
.83
.83

INS

SMC

70.0%
0.74

.73
.70
.68

SFL=Standardised Factor Loadings; SMC=Squared Multiple Correlations; AVE=Average Extracted Variance;
CRI=Composite Reliability Index

Discriminant Validity
Discriminant validity, presented in Table 9, was calculated by comparing the AVE and the square
of the correlations between the constructs (Hair et al. 2006; Holmes-Smith et al. 2007). There were
two cases with insufficient discriminant validity: the AVE for GF was .73, lower than .76a, the
share variance between CB and INS. Another case was .73b. However, there was no insufficient
discriminant validity with the other four cases (.46, .53, .61, and .71). In short, the PCLCS holds
discriminate validity since the AVE of the factor was greater than 0.50 and the CRI was greater than
0.70, as discussed above (Kline 2005; Hair et al. 2006).
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Table 9: PCLCS average variance extracted and shared variance estimates
GF
CB
DRC
INS

GF
.73
.73
.68
.78

CB
.53
.73
.86
.87

DRC
.46
.61
70
.84

INS
.73b
.76a
.71
.70

Correlations are below the diagonal, squared correlations are above the diagonal, and AVE
estimates are presented on the diagonal.

Summary
The results concluded that the hypothesised four-factor measurement model was consistent with
the data. Thus, the underlying latent variables for the SEM testing stage were robustly established.
This indicated that the test failed to reject the hypothesised model. In short, the overall fit of the
model was adequate and the 12-item measure was found to feature good convergent validity,
discriminate validity and construct reliability. Based on these results, RQ1 (Is the measurement model
for Principals’ Change Leadership Competency construct-valid?) and the subsequent hypotheses were
answered. The summary of hypotheses testing is presented in Table 10.
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Principals’ change leadership competency
(PCLC) can be explained by the following four
factors: Goal framing, Capacity building, Change
execution, and Institutionalising.

Each indicator has a non-zero loading on the
hypothesised (targeted) factor.

Each indicator has a zero loading in the other
(non-targeted) factors.

The error terms are uncorrelated.

H1

H1a

H1b

H1c

Hypotheses

All the error terms were uncorrelated.

There were four constructs involved in the PCLC measurement model and each
one was targeted only to the respective construct. In other words, each indicator
had a zero loading in the other (non-targeted) factors.

As shown in Figure 5, the four factors were verified with factor loadings of .79,
.93, .90 and .94 for ‘Goal framing’, ‘Capacity building’, ‘Defusing resistance and
conflict’, ‘Institutionalising’ respectively.

After applying EFA, out of the four factors, ‘Change execution’ was replaced
by an emerged factor, i.e. ‘Defusing resistance and conflict’. This means that
the measurement model for PCLC can be explained by four factors, namely
‘Goal framing’, ‘Capacity building’, ‘Defusing resistance and conflict’, and
‘Institutionalising’.

Remarks

Table 10: Summary of results of hypotheses testing for Research Question 1

Fail to reject

Fail to reject

Fail to reject

Partially
rejected

Results
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Discussion

Four phases of change which loaded significantly in the study were: a) Goal framing; b) Capacity
building; C) Defusing resistance and conflict; and d) Institutionalising. For each of the phases of
change, three items were validated. In other words, a total of 12 items were developed for the
PCLCS to identify PCLCs that facilitate change in Malaysian secondary schools (Table 11).

For the first phase of the change, Goal framing, the finding was in line with the notion of Lewin’s
(1958), Kotter’s (1999) Nilakant & Ramanarayan’s (2006) and Hayes’ (2010) models, which convey
the same message about the importance of constructing a vision to direct the change effort before
attempting any change. It particularly echoes Kotter’s third step of change, ‘Create vision for
change’ (Kotter 1999). Indeed, visioning identifies the direction and purpose of the change and
is the first step in strategic planning of any organisational change. A clear and well-formulated
vision gives all followers the feeling that he organisation is carrying out a meaningful task. Hence,
a vision brings meaning to peoples’ work and mobilises them into action. It guides the behaviour
of all followers and helps set goals to advance the organisation. A strong vision will be infectious,
stimulating, and attractive to the followers as it provides focus for attention and action and thus
mobilises energy to turn change goals and aspirations into reality.

The associated significant competency identified for Goal framing was ‘Setting a clear change goal’,
which includes i) Developing an attainable goal for the school; ii) Presenting the rationale for the
need for change ; and iii) Having a clear direction of how to achieve the goal (Table 11). However,
the proposed competencies of ‘Communicate and share the change goal’ and ‘Determine the desire
outcomes’ were found to be not significant (Table 11). This might be due to some redundancy of
these two factors, with one of the competencies under ‘Setting a clear change goal’ being ‘Presenting
the rationale for the need for change’ (Table 11). The factor ‘Presenting the rationale for the need
for change’ is in fact one of the ways to ‘Communicate and share the change goal’. Similarly,
‘Determine the desired outcomes’ is embedded in ‘Having a clear direction of how to achieve the
goal’, for we can only demonstrate how to turn a change goal into reality based on the targeted
desired outcomes.
It is no surprise that during the first phase of the change process, the school principals are required
to be competent in ‘Developing an attainable goal for the school’. As mentioned earlier, the
vision of all schools is determined by the Ministry of Education, as Malaysia is implementing a
centralised education system. School principals only have the mandate to set goals for any changes
implemented in their school and thus should be competent enough as they are the instructional
leaders who will influence the climate, culture and the total performance of their school.
In order to develop an attainable goal for the school, the school principal needs to review the present
state and identify a future state based on the needs of the school, its change readiness and what that
change should be. Hayes (2010) termed this ‘Diagnosis’, as it is concerned with identifying what
needs to be changed and to be achieved. It is critical for the school principals, as it requires good
decision-making. However, once the change goal is created, it will become a driving force that can
compel the change implementers – the teachers – to do something, to change something. It is this
drive that can transform a school into a better place for teaching and learning.

‘Presenting the rationale of need for change’ is another important competency in the first phase
of change, Goal framing. This echoes Hayes’s (2010) view of ‘Recognising the need for change and
starting the change process’ as well as Nilakant & Ramanarayan’s (2006) ‘Appreciating change’.
They made a similar point that leaders should have the competency to initiate dialogue to direct the
need for change, to make followers understand the consequences of changing and not changing.

33

a. Setting a clear change goal
b. Communicate and share the change goal
c. Determine the desire outcomes

a. Planning to improve organisation’s change
readiness
b. Building competence to meet change
requirements
c. Defusing resistance and conflict of change

a. Redesigning structures and mobilising
resources
b. Empowerment and coordination
c. Monitoring to ensure realisation of change
goals

a. Evaluation for continuous improvement
b. Institutionalising best practices

1. Visioning

2. Capacity
building

3. Change
execution

4.
Institutionalising

Proposed phases of change process and associated competencies

4.
Institutionalising

conflict

3. Defusing
resistance and

2. Capacity
building

1. Goal framing

a. Analysing objectively the final change outcomes
b. Creating opportunities for sharing best practices among the
departments
c. Ensuring staff members continuing contribute to changes
that were made

Evaluation for continuous improvement and institutionalising

a. Anticipating the resistance behaviour that threatens the
change efforts
b. Making individuals who resist change feel confident
c. Managing change conflict effectively by seeking an
agreement from every party

Mitigating resistance and conflict

a. Seeking ways to develop staff’s competencies in teaching and
learning
b. Providing training in coaching among the staff
c. Ensuring staff are able to perform the new task

Building competence to meet change requirements

a. Developing an attainable goal for the school
b. Presenting the rationale for the need for change
c. Having a clear direction of how to achieve the goal

Setting a clear change goal

Identified phases of change process and the associated competencies

Table 11: The proposed and identified phases of the change process and the associated competencies of the study
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Indeed, once a vision is created, it must be communicated and articulated effectively so that it
becomes the shared vision of everyone in the organisation.

Likewise, Kotter (1999) emphasised that leaders should provide evidence that change is necessary
for the organisation, and creating a ‘burning platform’ is one way of generating the sense of urgency.
In line with this, he suggested that leaders should able to use every possible means to communicate
the new vision to create full understanding in the fourth step of his change model, ‘Communicate
for buy-in’. Undoubtedly, no follower will put heart and soul into any change unless he or she
understands why the change is necessary and what benefits it promises, both personally and
organisationally (Anderson & Anderson 2001). Hence, school principals should able to perform
this competency so as to gather support for the idea of the school change and to minimise resistance
to change.
In addition, the school principal must also ‘Have a clear direction of how to achieve the goal’ (Table
11). Starting a change without clear and specific directions and a prepared plan of action will waste
time and effort. When everyone has clear guidance, they feel valued and don’t end up frustrated
or even resisting the change. Lewin (1958) and Nilakant & Ramanarayan (2006) pointed out that,
at this stage, alternatives should be identified and a proposed course of action should be selected,
including discarding some old ways of doing things, mobilising resources, building networks, and
planning structures to turn change the goal into reality. This competency is essential as it enables
the school principal to gain insight into how to map the organisation’s systems dynamics that is
relevant to the change, and where the leverage points are for producing that change.

Next, Capacity building was identified as the second phase of the school change process. This
finding is parallel in particular to the fourth step of the change model of Nilakant & Ramanarayan
(2006), ‘Building change capability’, which focuses on creating and sustaining a positive climate
which enhances people’s self-efficacy, ensuring support mechanisms and promoting learning so to
prepare for the change. The fourth step of Hayes’s (2010) change model, ‘Implement the change’,
also highlights the importance of capacity building, whereby promoting organisational learning,
training and development were given the most attention. The finding was also congruent with the
second step in Lewin’s (1958) change model, ‘Unfreezing’, whereby leaders should prepare the
followers to change. In fact, a deficiency in the organisation’s capacity may slow down the change,
especially if the deficiency is widely shared. Hence, capacity building is any set of actions that a
leader should take to improve the organisation’s ability and readiness to succeed in the change.

‘Building competence to meet change requirements’ was found to be a significant competency
in Building capacity, which includes i) Seeking ways to develop staff’s competencies in teaching
and learning; ii) Providing training in coaching among the staff; and iii) Ensuring staff are able
to perform the new task (Table 11). All too often, one of the most tragic mistakes made in leading
change is to impose it on an organisation that is not ready and able to perform the new task (Kotter
1999). The school principal therefore needs to examine the readiness and capacity of the teachers to
do what is required to change. Based on the results of the readiness and capacity assessment, plans
to establish teachers’ capacity should be created which include staff development programmes,
especially regarding teaching and learning to ensure that teachers are able to perform the new task
competently. Moreover, as the instructional leader, the school principal is not only able to coach
teachers in terms of teaching and learning pedagogy as well as classroom management, but he or
she also needs to find ways to provide training and professional development to enable teachers to
be capable of peer coaching among themselves to meet change requirements. All these initiatives
will ultimately enhance teachers’ efficacy, which can make the change successful.
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Another proposed competency in Capacity building, ‘Planning to improve the organisation’s change
readiness’, was found to be non-significant (Table 11). This might be due to some redundancy
because in the first place, the objective of ‘Planning to improve the organisation’s change readiness’
is to build peoples’ competence to meet change requirements. Next, the third competency, ‘Defusing
resistance and conflict’ emerged as a new factor which replaced ‘Change execution’ and serves as
the third phase of the change process (Table 11). It is understandable as ‘Change execution’, which
focuses on mobilising resources, empowerment, coordination, and monitoring, is a sine qua non
task in any management whereby the manager needs to accomplish. As we know, the heart of
managing change is managing people. Thus, the competence of ‘Defusing resistance and conflict’
is critical to turn change goal into reality. The emergence of this new factor was not a complete
surprise and indeed echoed the view expressed in Deloitte and Touche (1996) that resistance to
change is the number one reason why organisations’ change initiatives fail.
Arguing the same point, in fact in the first step of the change model, ‘Unfreezing’, Lewin (1958)
pointed out that there are two opposing sets of forces within any social system, the driving forces
that promote change and the resisting forces that maintain the status quo. Removing or mitigating
resisting forces can often be more effective in unfreezing an organisation than increasing the driving
forces for change. If teachers, as the most important change agents in school reform, refuse to buyin to any school change, this will undoubtedly be the resisting force in the change process. Hence,
school principals need to equip themselves with the relevant competency so as to diffuse these
resisting forces effectively.

The associated significant competency identified for Defusing resistance and conflict was ‘Mitigating
Resistance and Conflict’, which includes i) Anticipating the resistance behaviour that threatens the
change efforts; ii) Making individuals who resist change feel confident; and iii) Managing change
conflict effectively by seeking agreement from every party (Table 11). In order to make school
change successful, the school principal needs to understand the key reasons for resistance and be
competent in anticipating the behaviours for and against change. He or she needs to identify the
resistance behaviours, especially who the supporters are, who needs to be influenced and who the
main resistors are. In this way, the school principal can plan strategically to overcome resistance.
However, if the school principal fails to do so, it will generate negative emotions such as anger,
resentment, frustration, anxiety, stress or fear, as Piderit (2000), Lines (2005) , Martin, Jones & Callan
(2006) and Oreg (2006) concluded in their respective studies. Thus, it is important that the school
principal is able to perform the competency of making teachers who resist change feel confident by,
for example, creating meaningful dialogue that gives teachers a stake in the change, negotiating the
need for change with teachers who resist it, and helping teachers through their emotional reaction
to change. Aside from resistance to change, conflict might exist among teachers in the process of
change that will jeopardise change initiatives and change outcomes. Managing change conflict
effectively by seeking agreement from every party is vital so that everyone can pull in the same
direction to make change happen.
Finally, Institutionalising was identified as the fourth phase of the school change process. The
findings also revealed that Institutionalising (.94) was indeed the most dominant factor, followed
by Capacity building (.93), Defusing resistance and conflict (.90) and Goal framing (.79), (Figure 5).
This is not a complete surprise, as Lewin (1958), Kotter (1999), Nilakant & Ramanarayan (2006)
as well as Hayes (2010) had stressed the importance of sustaining the achievements of the change
or making the change stick, or the benefits will be lost as the organisation slips back into its old
ways of working. The associated significant competencies identified for Institutionalising were
‘Evaluation for continuous improvement’ and ‘Institutionalising best practices’, which includes
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the competencies of i) Analysing objectively the final change outcomes; ii) Creating opportunities
for sharing best practices among the departments; and iii) Ensuring staff members continually
contribute to changes that were made (Table 11).

Without doubt, attention needs to be given by the school principal to consolidating a change and
holding on to then gains. First, the school principal needs to analyse objectively the final change
outcomes to assess whether the change is being implemented as intended, whether the implemented
change is having the desired effects, whether the change plan continues to be valid and what the
limitations of the change outcomes are. Relevant, objective and focused analysis and feedback can
help to keep teachers’ efforts directed at those things that are really making a difference, and is thus
effective in helping to sustain the achievements of the change (Hayes 2010).
Second, the school principal also needs to create opportunities for sharing best practices among
the departments so that the new ways of working and improved outcomes become the norm for
the whole organisation while the thinking and attitudes behind them are eventually altered. This
task focuses on identifying and sharing an array of best practices that include strategies, skills,
knowledge, mindsets, behaviours, tools as well as techniques. It allows teachers to settle in, learn
about, and ultimately master the new way of working and relate and practise it continuously.

Third, as change is all too often short-lived (Kotter 1999; Lewin 1958), ensuring teachers continue
to contribute to changes that have been made is another important task for the school principal. In
fact, once the change has been successfully implemented, the process of promoting maintenance of
standards and continuous improvement must be carried out to ensure ongoing success. Building a
mechanism to refine and continuously improve the new state is one of the effective ways of doing
this. Celebrating and rewarding the achievement is another way which allows teachers to enjoy the
fruits of their hard work and is an opportunity for them to reinforce the new culture further and to
continuously contribute to changes that were made.

In summary, this study successfully developed and tested the model of PCLC as well as an
instrument to identify PCLCs that facilitate change in Malaysian secondary schools. Although the
school principal needs a wide range of competencies in order to deal with anticipated changes,
it would be of limited practical value to produce very long lists. Obviously, only the most critical
competencies emerged as important factors in the study. If school principals are able to focus on
the most critical PCLCs that have been identified and that can be learned, there is little doubt that
processes of change leadership development can be fine-tuned for greater efficiency (Tubbs &
Schulz 2006).

Theoretical and Practical Implications

There are several important contributions made by the PCLCM. First, the PCLCM is a premier
empirically tested model derived from a local Malaysian cultural setting. In addition to following
an accepted step-by-step procedure for designing the model recommended by Hinkin (1998), which
resulted in high reliability and validity, the respondents were large (N=936) and chosen from HPSS
and were thus ‘information rich’ (Patton, 2002), and SEM, a comprehensive tool for analysis in
academic research, was conducted to test the model. It is undoubtedly a scientifically valid model
to help better understand the critical change competency of school principals.

Second, the critical PCLCs were identified based on phases of change synthesised and derived
from four planned change models and then adjusted to fit the school system. Most change
leadership competency models are designed to increase generic skills and behaviours relevant
to managerial effectiveness and advancement. Instead, the PCLCM is tailored for developmental
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interventions to the distinct needs of school principals in the different stages of change. It is an
effective training needs analysis tool that has far-reaching implications for the one-size-fits-all
approach frequently employed by trainers and for maximising learning impact, as stage-matched
interventions can have a far greater impact than other programmes which essentially focus on
generic skills (Levesque & Prochaska 1999; Harris & Cole 2007; Bernal 2009). Hence, it provides
direction for practitioners as useful feedback in planning, designing, implementing and evaluating
future training and development programmes for school principals. It also helps in developing
professional development programmes for current school principals and, in particular, in setting
qualification criteria for prospective school principals.

Third, the PCLCS offers a promising new measure for examining PCLC in the Malaysian context
as it can provide more evidence-based assessment and recommendations for current as well
as prospective school principals. Its brevity makes it a welcome tool for both practitioners and
scholars. In terms of the instrument’s length, the questionnaire covers four phases of change with
only 12 items. In terms of practicality, it is economic, easy to administer and not time consuming.
Also due to its brevity, it could be used in conjunction with other scales to assess other changerelated variables simultaneously, such as the belief, attitude and efficacy of change recipients.

Fourth, the findings of the study, and specifically the PCLCM, will expand school principals’
understanding of the characteristics and the importance of the four phases of change and the
relevant competencies for each stage of the change. It serves as the roadmap, providing measurable
actions and behaviours associated with change leadership functions that could assist in facilitating
the change process. Moreover, knowledge of which competencies significantly influence change
success and, most importantly, the awareness of acquiring these competencies can help school
principals to design and lead more effective change efforts. As school principals need to initiate,
implement, evaluate and sustain the change, they are at the centre of the change processes. School
principals that are successful in bringing about change are those that ensure competencies are put
in place to transform teachers through the different stages of change.
Fifth, the finding that Defusing resistance and conflict is an important step in managing change not
only echoes the view in Deloitte and Touche (1996) that resistance to change is the number one
reason why organisations’ change initiatives fail, it also implies that the human factor is a relatively
important factor and greater attention should therefore be given to the human side of the change
process. Undoubtedly, it not only reinforces the existing literature that stresses the significance of the
human factor in change management, it also expands our understanding of the resistance processes
that arise in the public sector. It thus serves as an important step forward for organisational studies
in exploring this phenomenon which may help move the organisational change literature to a more
coherent theoretical perspective.

Limitations and Directions for Future Research

As with many other studies, the findings obtained in this study have their limitations. First, as
the PCLCM was developed based on the perception of change recipients (the teachers) to gain a
balanced and comprehensive view, as well as to increase the ability to interpret the findings, further
research is recommended to involve the change agents themselves (i.e. the school principals)
and another third party (senior assistants) so as to gain a multidimensional perspective of the
phenomenon. In addition, as Trompenaars & Wolliams (2003) pointed out, change is often viewed
differently in different cultural context, so further research across culture should be conducted

ISEA • Volume 42, Number 2, 2014

before we can make meaningful propositions about cross-cultural differences in the validity of the
model.

Second, as the main purpose of this study was to identify critical PCLCs that facilitate change in
secondary schools, HPSS and their teachers were the sites and study population chosen for the
study. The rationale for choosing the sites and respondents was that they are ‘information rich’.
By focusing only on HPSS, the researchers could easily and more accurately identify which were
the most critical PCLCs displayed by the principals. Similar research could be pursued on a more
diverse sample, for example teachers in mediocre or low-performing secondary schools as well as
teachers in primary schools, to test the validity of the study’s model across different samples and
the extent to which it can be generalised.
Third, the cross-sectional design of the empirical study provided a snapshot of the variables under
investigation and did not allow for examination of the longitudinal impact. The information
collected within, on average, a short time may not represent the actual picture. Moreover, according
to Waldrop (1992), in organisational change individuals’ perceptions may be equally dynamic if
the system is constantly redefining itself. Future investigation over a longer time span combining
surveys, interviews and observations should be considered to help clarify this issue. In fact,
longitudinal studies may be particularly useful to help understand the complexity of the variables
(Fraenkel & Wallen 2009).

Fourth, according to Rothwell, Hohne & King (2007), competencies can be technical and nontechnical. Technical competencies are specific to certain roles during the process of change while
non-technical competencies are more generic in nature. Possessing either technical or non-technical
competencies alone is not sufficient for successful change leadership. Indeed, non-technical
competencies, which are sometimes referred as core competencies, apply across the complete
terrain of the change process. As the present study only focuses on technical competencies, to gain
more insights about the importance and the impact of change leadership competencies on change
recipients there is a pressing need for research to be conducted on non-technical change leadership
competencies in the near future.

Conclusion

Leading change in schools is not an easy task. Creating real change in schools is dynamic. School
principals as change agents need a substantial repertoire of competencies to draw upon to best lead
change in schools. There is no reason to believe that effective change can occur in schools if school
principals are unable to initiate the change process competently. Competent school principals
engage their PCLCs and translate these into explicit behaviours to influence change initiatives
positively. In some small way, by developing an empirically tested model and a useful instrument
to identify and analyse PCLC, the researchers hope that the current study has contributed to a
better scholarly understanding of school change. They also hope that it will encourage a fresh look
at change leadership development and change management, and ultimately alter the traditional
approach of school principals in managing change.
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How Shall I Act? Nurturing the Dramatic
and Ethical Imagination of Educational
Leaders
Jerome A. Cranston and Kristin A. Kusanovich

Abstract: This paper presents a thematic synthesis of two primary research studies previously conducted on
‘Drama in School Leadership’, an arts-based intensive leadership development workshop on ethical decisionmaking for school leaders. The two-day workshops, conducted once in the United States and once in Canada,
combined lecture, discussion and the ethnotheatrical strategies of character analysis and performances of
scripted case studies all drawn from school leadership culture. The synthesised themes indicate that through
participating in an embodied, ethnotheatrical process including ensemble development, analysis, performance
and reflection, individuals perceived: (1) transformed affective and cognitive learning around ethical decisionmaking in school leadership as their felt understanding of abstract notions of leadership became more concrete;
and (2) there is a need for further engagement in such innovative learning approaches to school leadership,
as the methods encountered have the potential to build leadership capacity on both a personal and communal
level.

Introduction

In an era of creatively engaged scholarship and knowledge mobilisation, in which traditional
boundaries of academic disciplines in educational leadership are being reframed (Hoachlander, Alt
& Beltranena 2001; Jackson & Kelley 2002) the authors offer this study as an example of a promising
practice in transdisciplinary research (van Manen 2001; Choi & Pak 2006; Pohl & Hirsch Hadorn
2007) that can be used to developed increased authenticity in educational leadership preparation.

This paper provides an overview of the transdisciplinary orientation (van Manen 2001; Choi &
Pak 2006; Pohl & Hirsch Hadorn 2007) of the researchers and summarises two sets of previous
findings derived from research conducted with two distinct groups who took part in an arts-based,
transdisciplinary workshop entitled ‘Drama in School Leadership’. The first study was conducted
at Santa Clara University (Santa Clara, California) and the second at the University of Manitoba
(Winnipeg, Manitoba). The authors share the results of a thematic synthesis performed on the
findings of the two studies, revealing some poignant insights about the notion of exploring the
lived drama in school leadership, which is the discipline-specific ‘problem field’ (Pohl & Hirsch
Hadorn 2007) of educational administration, through the discipline-specific applications and
practices of the dramatic arts.
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Authors’ Positioning and Repositioning

Each of the authors have independently had the opportunity to work supporting the professional
growth and development of groups of school administrators and have been told stories about the
unforeseen and the unpredicted drama in the school-as-workplace that has oftentimes led to what
Friedman (2002) categorised as a prevalence of school administrator burn-out. The authors are also
aware that concerns have been raised that many of the typical strategies employed when teaching
about school leadership are simply inadequate and ineffective (Hoachlander et al. 2001; Jackson &
Kelley 2002; Strike, Haller & Soltis 2005). A fundamental question that did not seem to be answered
in the abundance of literature offered by school leadership training programs was: How can future
school leaders be better prepared to understand the heavy emotional toll of the micro-political and
dramatic landscape of relations among school personnel and other stakeholders in schools and
school systems? (Blase 1991).

As a result of their individual experiences, each author had concluded that ethical decisions
presented in a clinical fashion were not too terribly hard to consider, hypothetically speaking, in
isolation and/or in theory. They had found that the majority of school leaders they spoke to could
usually articulate what they thought they would do through a decision-making heuristic given
certain inputs or conditions. However, faced with multiple, diverse stakeholders with seemingly
incompatible interests and competing ethical frames, and when immersed in living the dynamic,
embodied aspect of leadership in space and time with others, navigating the socio-emotional
dimensions (Goleman 2004) associated with ethical decision-making became extremely difficult.

Many of the educators they spoke to not only agreed that their decision-making on the job
was rendered more complex than was ever presented in a ‘case’ they had studied in a class or
workshop but, in addition, the outcomes of their attempts that were initially ethical utterances,
and subsequently enacted as decisions, became ‘wicked problems’ which came with unwieldy and
unintended consequences (Rittel & Webber 1973).
The authors, thus, began their transdisciplinary journey (van Manen 2001; Choi & Pak 2006; Pohl
& Hirsch Hadorn 2007) by discussing the potential impact of developing a new approach to school
leadership preparation that might better orient individuals to the actual nature, both good and
bad, of human interaction and the amount of emotional energy and socio-emotional intelligence
that is required when facing some of the most challenging personnel issues and decision-making
scenarios a leader could encounter. Whereas traditionally knowledge is developed in the scholarly
context of academic disciplines, transdisciplinary knowledge production is carried out within a
context of application (van Manen 2001). While ‘interdisciplinarity’ analyses, synthesises and
harmonises links between disciplines into a coordinated and coherent whole (Choi & Pak 2006:
359), ‘transdisciplinarity’ is called for when knowledge about a societally relevant problem field
is uncertain (Pohl & Hirsch Hadorn 2007) and there appears to be a need to transcend traditional
boundaries of research (Choi & Pak 2006).

With a mutual interest in ethics, the authors, one from educational administration and personnel
management and one from the performing arts, devised and researched a workshop that shared
the best intentions of both fields to facilitate knowledge generation and meaning-making by
participants. The authors questioned whether the approaches typically used in educating school
leaders actually assisted educators in considering not only the inputs to decision-making, such
as an ethical framework (for examples, see Shapiro & Stefkovich 2005; Shapiro, Gross & Shapiro
2008; Begley 2010), but also the outputs, experienced as the lived reality and impact of the decisions
themselves (Johnson 2007, 2009). Questions such as this led the authors to explore the development
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of a directed, fixed-script approach to case study content, which would employ andragogical
methods (Knowles 1980) of reflective and interactive learning made richer by the sum total of life
experiences of the participants and also exercise the moral and/or ethical imagination of those who
participated (Werhane 1999).

They wondered if, perhaps, there was a middle ground to learning, somewhere between the
theoretical and safe space of the classroom, the low-stakes school experiences of observation,
practicum or shadowing busy, working teachers and administrators, and the real fervour of the onthe-job experience that could be developed. It seemed useful to them to consider a more immersive,
high-stakes, mitigating experience where complex emotional realities could be grappled with in a
safe, trusting manner. The authors, accordingly, developed the framing architecture for a workshop
that they hoped would facilitate the deepening of the moral and ethical imagination of emerging
and practicing school leaders.
It was, and still is, the authors’ position that without a grasp of the unique, creative tensions that
exist between the multiple constituents involved in schooling, the ethical considerations involved
in making decisions that affected the quality of life of the people who occupy a school could be
rendered an important but rather abstract notion (Cranston & Kusanovich 2013, 2014). Indeed,
each author had experience working with talented, capable and thoughtful school leaders who
had become overwhelmed as they attempted to solve problems with complex, interpersonal
dimensions.

The authors wanted to create a context and experience that would better represent the high level
of personal investment that is required by those who lead schools. In first developing and then
researching a directed, fixed-script workshop approach, the authors hoped to challenge the notion
that simply through reading and discussing other people’s decisions in the classroom or staffroom,
even when using well-written cases, one might then be assured of becoming an effective decisionmaker in any local context (Hoachlander et al. 2001).
Therefore, this paper seeks in a modest manner to illuminate how two studies, taken together, help
further illustrate a specific transdisciplinary, performative approach and its potential for reframing
facets of school leadership preparation.

Conceptual Orientation

In some ways, the disciplines of theatre and ethics have always been intertwined. Drawing on
the earliest history of theatre from the time of Plato, Ridout (2009) has suggested that theatre is
– and always has been - exceptionally well suited to dramatising ethical situations. Ridout notes
that both theatre and ethics ask the same core question: How shall I act? The authors expanded
this question, which exists at the intersection of theatre and ethics, to ponder: How shall I act as a
school leader? Such a question hints at the fact that in some ways leadership is enacted, or others
might say performed, not in the sense of pretending to be something one is not, but in the opposite
sense: the character, or truth, of a leader is witnessed by others through things said and unsaid,
actions done and not done and attitudes felt (Saldaña 2011). This relationship is significant because,
according to Branson (2010: 3), in the context of school leadership ‘the leader becomes an ethical
person in order to lead ethically’.

With Ridout’s galvanising question in mind, the researchers searched for a conceptual framework
to inform the workshop design and methods. As is the case with transdisciplinary work (van
Manen 2001; Choi & Pak 2006), the authors chose two complementary frameworks – one from
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a theatre theorist/practitioner (Nagrin 1994, 1997) and one from an educational theorist/ethicist
(Begley 2010).

Nagrin’s (1994, 1997) character development framework and Begley’s (2010) ethic of critique were
used in parallel to frame the workshop design and delivery. Together they informed the process of
thinking about how an individual’s intentions affect the ultimate outcomes for all stakeholders in
an ethical dilemma. The stages of dramatic character and scene analysis (Nagrin 1994, 1997) and
the steps one takes when applying an ethical framework (Begley 2010) can actually be mapped
onto one another. Both processes allow for the systematic scrutiny of intentions, goals, challenges or
obstacles, and both require us to consider conflicts caused by differing points of view, by adopting
and even temporarily embodying different points of view.
This form of reflective thinking, knowing and questioning about ‘how shall I act?’ (Dewey 1910;
Ryle 1949; Nagrin 1994, 1997; Begley 2010) would utilise a fully physicalised, verbalised, felt
understanding of the situation (Clarke, Dobson & Neelands 1997); that is, participants could come
to new understandings and construct meaning through ‘acting’ out a situation in a community.
As Dewey (1910: 188) suggested, ‘the turning of the head, the lifting of the eyes, the scanning of
heavens’ are significant elements of coming to know something and are, in fact, critical elements of
discovery that accompany the reflective turn. The authors, accordingly, used theoretical frames that
connected embodied knowledge to lived experience, performance, and bodily intelligence (Denzin
2001, 2003; Saldaña 2005, 2010; Elbaz-Luwisch 2007). These conceptual frames helped to inform
the workshop design, research questions, the data collection design and the methods of analysis.
Nagrin’s (1997) The Six Questions was chosen because these particular six questions allow for the
most fundamental query into motivated, interrelated human behaviour at any given moment or
over a longer duration: Who am I and what am I doing? To whom am I doing it? Where and in
what context? What are my obstacles to obtaining my goal? What do I want or what is my purpose?
Nagrin’s six questions, derived from the seminal acting method developed by Constantine
Stanislavski with the Moscow Art Theatre (Stanislavski 1944), give performers a place to start
the systematic process of character analysis. All six questions are ultimately compressed into one
sentence that can be applied in an overarching way to help elucidate an entire character’s ethos:
‘Who (or what) is doing what to whom (or what) and where, in what context and under what
difficulties and why?’ (Nagrin 1997: 34).
This multi-faceted question can also assist in the analysis of a single utterance or moment of
interaction as any given character in the drama performs it. The value of the question is that it
is designed to yield an image to be chiselled and refined by each specific performer. The image
can be used to infuse the performer’s movements with depth and intention (Roses-Thema 1997:
120). Understanding the depth behind each character’s viewpoint and their reasoned intention
helps initiate the process of adopting a point of view other than our own. This real experience of
otherness is a central tenet of theatrical practice.

Similarly, and perhaps, more obviously, the field of ethics is resolutely concerned with the
‘other’. In recent decades a discursive climate around the multiple ethical frameworks at work
in educational leadership has arisen (see, for example, Starratt 1994; Shapiro & Stefkovich 2005;
Shapiro et al. 2008). Due to the time limits of a two-day workshop and a desire to focus on applying
one primary framework, Begley’s (2010) ethic of critique, which was developed on the seminal
work of Hodgkison (1978, 1983, 1991, 1996) on values was chosen because it provides a sharp focus
on the barriers to fairness, especially for those with less agency, privilege or voice.
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Moreover, Begley’s (2010) conceptualisation of the ethic of critique both extends and supports the
character analysis process elucidated by Nagrin (1994, 1997), as it helped shift the workshops’
attention away from the dominant paradigm, often a culturally based one, to focus on alternate
perspectives that might be instrumental in realising and solving a conflict. In making decisions as a
school leader, one has to have an awareness of the stakeholders whose voices are not represented in
the deliberations. The combination of the ethic of critique of Begley (2010) and Nagrin’s (1994, 1997)
character and situation analysis potentially help us see multiple perspectives of any given ethically
charged, and therefore dramatic, situation. Given the authors’ positioning and conceptualisation
of transdisciplinarity, clearly a lecture/discussion format would be inadequate as a framework for
enabling school leaders to live through a simulation of real, common, and sometimes unfortunate
transpersonal dynamics in school leadership. Research suggesting that the emotional centres of the
brain are intricately woven to the neurocortical areas involved in cognitive learning and decisionmaking (Goleman 2004; Naqvi, Shiv & Bechara 2006) further motivated the authors to consider
opportunities for synergistic learning that intentionally engages and exercises these multiple
modalities.

An Arts-Based Paradigm to the Workshops

In seeking a multi-dimensional approach to help developing leaders better understand the socioemotional aspects of the tensions of ethical decision making (Goleman 2004), an arts-based paradigm
was adopted (Leavy 2009). Through the applied drama strategy of ethnotheatre (Nicholson 2005;
Saldaña 2005, 2010), non-fiction discipline-specific content such as might be traditionally taught
through a case study approach was reformulated into performable dramatic scripts.

It was critical that the situations dealt with in the prepared scripts be recognisable, typical and
meaningful to the participants, therefore in advance of the workshop a great number of case studies
were culled and formulated into narratives that would lend themselves to the ethnodramatic process
and provide thought-provoking and recognisable scenarios (Saldaña 2005, 2010, 2011). Indeed, as
the workshop ensued and the scripts were read and methodically analysed by the participants, a
number of participants with career experience recognised the dilemmas from professional practice
they had dealt with or witnessed. Some acknowledged that they were currently living through the
very same scripted conflict in their school.
Three prevalent ethical dilemmas in personnel management were explored in the dramatic scripts
developed for the workshops: the ethics of supporting an under-performing teacher over a long
period of time while students are obviously suffering; the ethics of determining discrimination in
the midst of curricular reform calling for a new team; and the ethics of how to fire a teacher in an
ambiguous situation while retaining that person’s dignity. Participants performed the three plays,
entitled respectively ‘Grace Period’, ‘Discriminating’, and ‘How to Fire a Teacher’, on the last day
of the workshop after being directed by a professional theatre director who coached them through
the dramaturgical details of the situation and the character analysis process. The performances and
reflections following the performances took the place of a traditional case reading and seated class
discussion.

In advance of the workshops, scripted cases had been prepared in what is referred to as the
ethnodramatic process (Saldaña 2011) by the workshop facilitators. While, arguably, there may
be cathartic value in having workshop attendees write their own dramatic scripts, and while
improvisational tactics are sometimes used in other forms of applied theatre, for ‘Drama in School
Leadership’ (DiSL) it was important that the cases retained a didactic, universal quality, that they
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not be associated with any participant or their co-workers as might surface in an improvisation,
and that they attain a high level of artistic quality. Aesthetically, the facilitators were sensitive to
the caution offered by ethnodramatist Robin Soans (as cited in Hammond & Steward 2008) who
warned that, with regard to participants writing their own stories for immediate performance:
Some people are boring in a fascinating or amusing way, and others are just boring. And
if it’s boring, it renders the whole [ethnotheatrical] exercise futile. What’s the point of
gathering three hundred people in a darkened space merely to tell them something they’ve
heard before, or worse, to send them to sleep? (p. 33)

Thus, all of the scripts used at the workshops had been dramatically constructed to function as
believable, meaningful, vital one-act plays that would speak to each adult professional’s experience
through a presentation of characters living through the clear but complex ethical dilemmas. Though
the authors believed that the approach to the workshop would involve a high level of creativity and
personal risk-taking, it was unknown whether those not versed in the discipline of theatre would
actually succeed and/or benefit from the approach.

A Research Agenda for the Workshops

Following the suggestions of Borko (2004) and Hill, Beisegel & Jacob (2013), who have proposed
that there is a need for systematic inquiry into the effects of what and how teachers and principals
learn from professional development activities, the authors designed a research agenda to
accompany the workshops. In response to the fact that Hill et al. (2013: 485) have noted that it is
important to understand whether professional development programmes and activities are equally
effective across multiple sites and to better understand how initiatives supporting the growth and
development of educators are influenced by variability in local context, the authors chose to offer
the workshop in two different countries (the United States and Canada) with different participants
who worked in a variety of educational settings.

The Locations and Participants

Twelve adults participated in the study at Santa Clara University (located in Santa Clara, California)
and 16 adults participated in the study at the University of Manitoba (located in Winnipeg,
Manitoba). Of the 28 total participants, 25 held formal school leadership positions, such as principal,
vice-principal or department head, 2 participants identified themselves as teacher-leaders in their
area with aspirations to more formal leadership positions, and 1 was a current graduate student
in a credential programme. All of the participants in the Manitoba study held teaching certificates,
while only some of the California participants held teaching certificates.

Data Collection and Analysis

In each workshop, the attendees were invited to participate in an interpretive, naturalistic
qualitative research study (Denzin & Lincoln 2011). While data was collected in the first study
through anonymous pre-workshop and post-workshop questionnaires (McMillan 2010, Johnson &
Christensen 2012), in the second study data was collected through anonymous participant journals
(Lankshear & Knobel 2004).
In both of the studies, the open-ended questions and writing prompts were designed to allow
participants to provide answers in their own terms or in a manner that reflected their own perceptions
rather than those of the researchers (Johnson & Christensen 2012). Though, in the instance of the
first study, the questionnaires were designed to provide data that might indicate an overall change
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in the perceptions of the participants from before the workshop to after the workshop, in the second
workshop the participants were informed that they could go back to earlier responses they had
written to prompts and develop their personal narrative for the workshop (Lankshear & Knobel
2004; Webster & Mertova 2007). Thus, the data collection method of the second study was designed
to allow for a more continuous reflection process on the part of the participants. In addition, in both
studies a research assistant acted as a ‘non-participant observer’ collecting field-notes during the
workshop (Creswell 2012).
In each case, the findings were analysed through a recursive analysis approach (Webster & Mertova
2007; McMillan 2010; Denzin & Lincoln 2011) so that the researchers could identify a set of key
themes by reading and re-reading the participant responses. In both iterations of the workshop, a
research assistant functioned as non-participant observer in order to record any specific activities,
interactions, or verbal comments from group discussions that seemed noteworthy (Creswell 2012).
For each primary study, the methodological procedures complied with ethical guidelines approved
by two university ethics boards.

In summary, the primary sources of data came from: (a) participants’ responses to a set of preand post-workshop open-ended questionnaires (Johnson & Christensen 2012); (b) mid-workshop
reflective journaling in response to prompts (Lankshear & Knobel 2004; Webster & Mertova 2007);
and (c) non-participant observer field-notes made during the workshops by research assistants
who were neither workshop facilitators nor participants (Creswell 2012).

Review of Seven Primary Findings

The resultant findings of each study were written and published as separate works in peer-reviewed
academic journals (Cranston & Kusanovich 2013, 2014). The three key findings derived from
the data analysis following the first workshop revealed that this directed, fixed-script approach
sensitised the participants to more subtle and profound ways of walking in someone else’s shoes;
to understanding multiple perspectives which led to more empathy or compassion; and to seeing
the ensemble-building approach of applied drama as a device for the development of personal and
group trust (Cranston & Kusanovich 2013).
Building on these observations, the authors then proceeded into the second study considering
how to continue investigating the possible connections between ethical thinking, theatrical process
and effective preparation for educational administration or leadership. The four findings of the
second study (Cranston & Kusanovich 2014), elicited by the different and further refined narrative
prompts, suggested that participants came to understand that leadership is enacted in collaboration
and through consultation with others but has important solitary dimensions; that engagement
in the dramatic methods of the workshop allowed learners to enact real applications of ethical
frameworks; that the creative risk-taking that is placed at a premium in all advanced studies could
actually be practiced when the participants engaged in ethnotheatre (Saldaña 2005, 2010, 2011);
and that much of what makes an ethical dilemma a dilemma in schools is the complex notion that
not every decision is ultimately about the children, even if the dominant discourse of educational
leadership indicates it should be (Humes 2000).
The seven findings from both workshops and a descriptive summary of each are provided in Table
1.
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Table 1: Findings of primary DiSL studies
Findings from DiSL Workshop held April
2010 at Santa Clara University (n = 12)
Finding 1.1.
Getting case studies ‘on their feet’
Participants discovered there are benefits to
getting case studies ‘on their feet.’ Following
exposure to ethnotheatre and ethnodrama, the
limits of generally sedentary or low stakes
environments of most case teaching methods and
standard role-plays were critiqued/questioned.

Finding 1.2.
Developing empathy

Opportunities to fully imagine, analyse and
enact another’s role identity provide a greater
sense of empathy and compassion. Participants
discovered the benefits of active learning to
developing sensitivity and empathy amid the
complexities of schools/school-based scenarios
and frequently alluded to a meaningful
experience of ‘otherness’ brought about by these
andragogical methods.
Finding 1.3.
Experiencing a felt sense of relational trust

A directed, fixed-script approach develops a felt
sense of relational trust. Participants realised
that some of the ethical challenges inherent in
their roles as school leaders could be understood
as dependent on relational trust within the
social-emotional domain without which progress
and consensus-building was likely to falter.

Findings from DiSL Workshop held
November 2011 at the University of
Manitoba (n = 16)
Finding 2.1.
Acknowledging the embodied dimensions
of leadership

Educational leaders who overwhelmingly
described their leadership style as ‘collaborative’
or ‘consultative’ at the outset of the workshop
ultimately acknowledged more of the
individual, embodied, personal experience of
difficult decision-making after investigating the
content of the scripts. Leadership is enacted and
performed with others but decision-making has
solitary, embodied dimensions.
Finding 2.2.
Applying ethical frameworks

Ethnotheatre creates a space for us to consider
the effects of un/ethical thinking, and
incompatible ethical approaches. Educational
leaders were able to successfully apply an
abstract ethical framework, specifically the ethic
of critique, in a very concrete and palpable way
as a result of the ethnotheatrical process.
Finding 2.3.
Taking risks

Participants experienced a group process
in which risk-taking became the norm.
Participants were able to accomplish the
ensemble-building exercises and see the
parallels to creative team building in any
organisation.
Finding 2.4.
Re-examining the rhetoric
Even if it should always be about the kids, it
is not always or completely about the kids.
The willingness to characterise administrative
decisions as always benefitting ‘students first’
decreases with exposure to cognitive and ethical
dissonance in one-act plays about real school
personnel management situations.
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In order to better understand the effects of the two workshops, the findings from each study
were then synthesised thematically and re-analysed (Thomas & Harden 2008). The results of this
thematic synthesis are presented below as two overarching themes that, taken together, help form
a robust summary of the efficacy of this approach and suggest the development of further research
and practices.

Thematic Synthesis Approach to Secondary Analysis

A thematic synthesis approach (Thomas & Harden 2008) was chosen for secondary analysis of the
primary studies’ findings because it provided a methodological opportunity for the authors to reanalyse and synthesise the findings of two distinct yet similarly designed interpretive, naturalistic
qualitative research studies (Denzin & Lincoln 2011). In general terms, thematic synthesis involves
the identification of important and recurrent themes in the findings of primary studies (Thomas &
Harden 2008). Thematic synthesis seemed particularly useful in this instance because according to
Ring, Ritchie, Mandava & Jepson (2011), thematic synthesis is used in other fields such as health
care, in part to respond to questions related to groups of individuals’ perceptions of the need,
appropriateness and effectiveness of multiple initiatives. It allows us to better fathom what could
work, what does work and what has not worked in professional development initiatives designed
to support educators (Borko 2004; Hill et al. 2013).
Information was tabulated allowing identification of prominent themes and offering structured
ways of dealing with the data in each theme (Thomas & Harden 2008). For the analytical purposes
of this secondary analysis, themes were regarded as concepts that captured something important
within the data in relation to the question being explored (Braun & Clarke 2008). Each theme
represents a level of ‘patterned response of meaning’ within the data being analysed (Braun &
Clarke 2008: 82). Thematic synthesis should be understood as an analytic process that also yields
an interpretive product. Ultimately, two new interpretive constructs were generated, supported by
a synergistic combination of data (findings) from both primary studies.

The synthesised themes indicate that, through participating in ‘Drama in School Leadership’,
which provides an embodied, ethnotheatrical process including ensemble development, analysis,
performance and reflection:
I.

II.

individuals experience transformed affective and cognitive learning around ethical
decision-making in school leadership as their felt understanding of abstract notions
of leadership become more concrete; and

emerging and practicing school leaders indicate there is a need for further engagement
in such innovative learning approaches to school leadership, as the methods
encountered have the potential to build leadership capacity on both a personal and
communal level.

Theme I: Transformed Learning around Ethical Decision-Making in
School Leadership
All conceptual learning involves abstraction. A learner’s relationship to any abstract construct is
critical, because real leaders cannot flourish if their relationship to key leadership concepts remains
amorphous. It became apparent that, across both sets of studies, especially in 1.1, 1.2, 2.1, 2.2 and
2.4, certain notions like ‘otherness’, ‘ethical frameworks’ or ‘stakeholders’ gained a felt or palpable
presence that effected the relationship of the participant to the concept (see Figure 1).
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Figure 1: Synthesised Theme I

Synthesised Theme I: By participating in The Drama in School
Leadership, individuals experience transformed affective and cognitive
learning around ethical decision-making in school leadership as their felt
understanding of abstract notions of leadership
Findings supporting Theme I:
1.1 Getting case studies ‘on their feet’
1.2 Developing empathy
2.1 Acknowledging the embodied
dimensions of leadership
2.2 Applying ethical frameworks
2.4 Re-examining the rhetoric

According to the workshop participants, opportunities to engage in a kind of whole person learning,
with attention given to the often ignored affective/socio-emotional and kinaesthetic/embodied
domains, led to some significant shifts in thinking. For example, the workshop was apparently
helpful in assisting school leaders in the process of unpacking the language, and sometimes the
rhetoric, of leadership, especially as it relates to relationships in the workplace. Similarly, applying
ethical frameworks is not an easy cognitive task, but the ethnotheatrical approach in DiSL supported
the sharpening of participants’ skills in applied ethics by concretising that process via dramatic
analysis.

While contemporary learners emerge from leadership training programmes employing words like
‘collaborative’ and ‘consultative’ to describe their leadership style (Humes 2000), as the studies
demonstrated, enacting a role actually led participants to reflect on how their decision-making
process has many solitary steps that are connected to emotional and bodily sensations of rightness,
ease or peace of mind. Indeed, a sense of personal comfort or peace of mind seemed to indicate
to several participants that resolve or closure of ethical dilemmas was imminent. Also, when
experiencing the dramatic outcome of firing a teacher and the impact on everyone involved – all
stakeholders, recognised or not – the personal and professional tension that was physicalised,
conveyed in emotion and given in speech was undeniably realistic in its complexity. It was not
just about the students. These were the kinds of authentic discoveries that occurred for many of
the participants and helped free them from the obscuring effects of under-analysed but oft-used
conventional terms. Formerly abstract notions, especially those that have a tendency to exist as
platitudes, rhetoric or cliché, appear to have been challenged, questioned and, in some cases,
redefined as a result of the ethnotheatrical process.
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Theme II: There is a Need for Further Engagement in Innovative
Methods

Participants in both workshops found ways of expressing and demonstrating that they were
better situated cognitively to articulating the complexity of human interdependency that ethical
dilemmas spring from after enacting a kinaesthetic, embodied process of learning in the workshops.
In fact, when synthesised, the findings suggest that little, if any, intellectual rigour is lost by
enacting ethnotheatre (Saldaña 2011), but rather participants felt that they had gained some new
understandings of such abstract concepts as otherness, empathy, applied ethics and stakeholders,
for example, after having participated in the workshops (see Figure 2).
Figure 2: Synthesised Theme II

Synthesised Theme II: There is a need for further engagement in
such innovative learning approaches to school leadership as the
methods encountered have the potential to build leadership capacity
on both a personal and communal level.
Findings supporting Theme II:
1.1 Getting case studies ‘on their feet’
1.3 Experiencing a felt sense of
relational trust
2.3 Taking risks

Much is reported on the importance of integrating multiple learning domains as a ‘best practice’ in
leadership development (Jackson & Kelley 2002; Darling-Hammond, LaPointe, Meyerson, Orr and
Cohen 2007). Evidently, ethnotheatre approaches (Saldaña 2011) offered the workshop participants
vistas into the real, felt dimensions of educational leadership using all of the learning domains in
an integrative way. By virtue of engaging the theatre arts, it was required of participants to explore
in-depth the cognitive, affective and psychomotor domains simultaneously in order to create a
believable, multi-dimensional character that would bring to life the words in the ‘fixed scripts’.
Part of the reason that participants seem to have understood and felt the importance of embodied
learning was because they experienced transformed affective learning and cognitive learning as a
result of this embodied learning.
Indeed this point is consistent with the proposal put forth by Begley and Stefkovich (2007), who
stated:

In order to lead effectively, individuals in any leadership role need to understand
human nature and the motivations of individuals in particular. Leadership is essentially
focused on people and relationships. In the practical professional context of educational
administration, school leaders need more than just normative ideology, as relevant as that
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may be to educational situations. They require frameworks and ways of thinking that will
encompass the full range of human motivations and valuation processes encountered in
school settings. (p. 401)

The drama of school leadership can be viewed as a metaphor for understanding human behaviour
as staged performance (Sinha 2010). When we take, even temporarily, drama as a conceptual
orientation for our work in schools, much is potentially revealed to us about ourselves, our role
identification (Biddle 1979) and our potential to contribute creatively, compassionately and ethically
to a school’s climate and culture.

The fact that emerging and practicing school leaders indicated a desire for further engagement in
these intellectually stimulating and innovative methods seems to be indicative of their experience,
on both a personal and an ensemble level, of a transformative and effective approach. Regardless
of the different writing prompts, many participants in the two primary studies alluded to the
trust-building process of the workshop methods and the risk-taking necessary for engaging in the
dramatic process. This was expressed as an experience of both interpersonal and intrapersonal
development and learning. Participants connected the achievement of new learning and the
construction of new meaning with the path they took to get there, which included creative risktaking and the development of trust, both within one’s self and among the members of a group.
‘Getting case studies on their feet’ in order to learn ‘how shall I act?’ during a simulated ethical
crisis in school leadership seemed to make sense to educational leaders, regardless of their
previous familiarity or comfort with the performing arts. In this theme, there is the implication that
traditional case study methods with less somatic involvement do not require that the learner take
risks or develop much relational trust.
Barth (2006) noted that through analysis and some form of embodied or somatic practice, we could
better grasp this elusive quality of trust. By analysing and enacting the motivations, perceptions
and willingness of individuals in a group to take leadership in any given situation (Barth 2006),
one also gains insight into the level of inter-adult trust that is present or absent as a foundation for
school improvement.

One of the reasons that the methods might have been successful lies in the psychological terrain of role
theory itself (Biddle 1979). The realisation that a person in a position of leadership is seen as having
a role to play and is expected to play that role well helped participants understand the perceptions
of others towards leaders. Biddle’s (1979) seminal work on role theory and role identification
posited that specific behaviours are characteristic of and enacted by specific individuals in a given
context. The way a person identifies with the role others see them in may affect how an individual
enacts these responsibilities, and may impact expectations about their qualifications for jobs once
in them. Whereas in a school context the concept of role might be simply implicit, in ethnotheatre
(Saldaña 2005, 2010) this concept of role is explicit. Not only did every participant have a specific
role as a unique stakeholder in the situation, but each participant was given the opportunity to risk
a certain amount of comfort and ease in order to play/enact a role they otherwise do not hold at
present in their school. In each of these scripts the diverse stakeholders held various value stances
and operated from within their own framework of trying to do the right thing by making the best
decision at any moment.
Participants in ‘Drama in School Leadership’ were given an opportunity to succeed in spite of
certain challenges, such as the personal and communal risk-taking and trust it takes to fully enact
another’s point of view, movements, words and beliefs. If effective leadership did not actually
require an understanding of both self and others, then perhaps the imaginative exercises constructed
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in the workshops that both develop and require those skills would not have been recognised as
having such an impact on the participants.

It was evident that across both workshops, despite the variation in location, the variety of writing
prompts and the somewhat different data collection methods, the participants indicated that an
ensemble approach to understanding the ethical dimensions of decision-making for educational
leaders had tremendous value as a communal enterprise, and transformed them on an individual
level as well. This theme signifies the value and necessity of further work and exploration of
ethnotheatrical processes for educational leaders.

Discussion

It is worth noting that while the authors discovered an organic connection between Begley’s (2010)
and Nagrin’s (1994, 1997) frames, it seems clear that other transdisciplinary pairings of performance
theories and educational ethics theories could be sought out for their viability in helping educational
administrators develop their moral imagination as leaders (Werhane 1999). Since one’s entire
formal education and ongoing professional development programmes work synergistically, it is
impossible to totally disentangle the effects of one from the other. For example, most participants
had indicated that they had prior training in ethics and some referred to additional frameworks,
such as utilitarianism, beneficence and non-malfeasance, in their notes and discussions, and some
had said that they had some experience with the arts, though few with applied drama.
The limits of thematic synthesis (Thomas & Harden 2008), as was used in this analysis, prevent
one from being able to determine precisely to what degree participants had experienced other artsbased or non arts-based methods that would have helped them develop some of the conclusions
that they shared in their written reflections. Also, because of the relatively small sample size of
data sets, the development of interpretive themes may have been more influenced by a smaller
number of participant’s data than would be the case in a much larger sampling. Further study,
development and alternative approaches to the implementation and research of the directed, fixedscript methods developed in ‘Drama in School Leadership’ appear to be warranted
It seems clear that school leaders are not served well by leadership preparation programmes
where the constraints on leadership and the related ethical dilemmas of school leadership are
not addressed (Hoachlander et al. 2000). Exposure to traditional case study approaches wherein
management strategies are removed from any context of schools and devoid of the emotional
aspects of leadership may be minimally helpful (Beatty 2000; Cranston & Kusanovich 2013, 2014).

The present analysis suggests that, at a minimum, performing arts-based approaches, whether
ethnotheatre (Saldaña, 2005) or other applied drama forms (Nicholson 2005), have the potential
to contribute meaningfully and effectively to the process of exposing and envisioning the ethical
dimensions of leadership. At this point, a skeptic might ask: But, why is this so relevant to school
leadership? The special relevance to school leadership, indeed to any form of organisational
leadership, revolves around the fact that leadership is enacted, from both a leader and follower
perspective. Leadership has many performative aspects that demand authenticity and commitment
to the task at hand. There is drama and struggle built into the micro-political systems of schools
where everyone is operating from strongly defined frameworks in which differing unique visions
of what is best and what is good can easily clash (Blase 1991).

A transdisciplinary approach (Pohl & Hirsch Hadorn 2007), and especially one that contains a
strong artistic component, allows us to access facets of this complexity and diversity inherent in the
problems we seek to address. Salter & Hearn (1996: 146) pointed out the ‘reception problem’ of any
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interdisciplinary effort, given that its methodological or framing assumptions can be unfamiliar.
Yet, given the complexity of building effective, creative and ethical school leadership capacity, basic
research, as defined by Pohl & Hirsch Hadorn (2007), could potentially idealise and reduce what is
going on in real-world settings in order to simply formulate generally valid explanations.

The performer’s work, like that of the transdisciplinary researcher, is to stand in the middle of
competing elements and make sense of all of them. The techniques born out of the discipline
of the dramatic arts help a performer discover how to be authentic even in the midst of chaos.
According to Roses-Thema (1997), in The Six Questions Daniel Nagrin illustrates the struggles,
conflicts and contradictions of a professional dancer’s artistic efforts. Nagrin detailed what it was
like in the ‘trenches’ of dance performance. He portrayed this process as complex, tricky, and full
of uncertainty, but it is an honest picture of the realities of meaning making with movement and
any process of meaning making (Nagrin 1997). It would appear that Nagrin’s six questions and
deeply developed philosophy of understanding one’s own performance offers much insight into
how contradictions, inspirations and challenges are embodied or encountered on not just a daily
basis, but in a lived moment-to-moment reality as the school leader performs his or her duties.
Begley’s (2010) ethic of critique also invites us to get into the ‘trenches’ of the reality of schools
through questioning as well, and enact decisions that not only acknowledge but also truly value
and prioritise the richly diverse points of view that can be found in our schools today. Nagrin
(1994, 1997) and Begley (2010) taken together give us a profound experience of otherness. That
transformative thinking around otherness seems critical if we are to have empathy for others as we
make decisions that are critical for so many.

The synthesis of all seven findings from the two workshops as expressed in these two overarching
themes supports the idea that a directed, fixed-script approach allows educational leaders to
experience the poignancy of leadership, in both its most collaborative and its most solitary
dimensions, in a realistic way that helps us envision, as school leaders, who we are, what we are
doing, to whom, where, in what manner and most importantly, why?

Conclusion

Hoachlander et al. (2001: 6) have decried the fact that even after decades of school leadership
reform initiatives, the vast majority of programmes are still ‘mindlessly dependent on lectures and
classroom based instruction rather than on experiential learning’. The authors, in questioning the
actual efficacy of traditional case study approaches to school leader preparation (for examples, see
Strike et al. 2005; Kowalski 2011) recognised that something more than just conceptual access to
a moral or ethical framework was necessary for a grounded and multifaceted understanding of
ethical decision-making, and something more than a brilliantly led discussion by a moving teacher
and sedentary students deserved to be researched.

In some ways, the two emergent themes acknowledge the gap between a mere conceptual knowing
and a notion of a lived experience, of doing and being (Dewey 1910; Ryle 1949). Throughout the
writings of the participants, the difference between merely verbally identifying ethical frameworks
and being able to articulate a felt understanding of the ethical dimensions of enacting school
leadership is prominent. This distinction reflects what Ryle (1949) distinguished as the difference
between ‘knowing that’ and ‘knowing how’. Arguably, it might be concluded that educators who
have taken professional development seriously in recent years are in effect trained to think they
should say they know that they need to be ethical leaders, even though they admittedly don’t know
how it feels to act in a particularly tense ethical moment of leadership.
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With so many corporatising the discourse of educational leadership (Humes 2000), terms like
‘ethical leadership’ and ‘creative team-building’ and catchphrases like ‘it’s all about the kids’
can easily become rendered nothing more than feel-good moral-building slogans or marketing
tools for the purveyors of professional development. In order to nurture the dramatic and the
ethical imagination of educational leaders (Werhane 1999), the authors sought a new conceptual
orientation to help those invested in school leadership understand the complex picture of how
decision-making, ethical thinking and prioritising different stakeholders in the decision-making
processes reveal the dynamism inherent in leadership. This creative and active approach to learning
could potentially provide greater coherence and relevancy for leadership preparation programmes
and help make our goals to serve learners more realistic. By being exposed to a more proximate
simulation of the real ‘drama’ in school leadership, it seems that a more robust understanding
of what constitutes effective leadership can be anticipated and leaders, both current and future,
seem to find value in the investment of time and energy at this creative intersection of educational
leadership, theatre and ethics. ‘Drama in School Leadership’ mobilises the learning process in order
to initiate new knowledge generation, and helps fuse two distinct disciplines in order to create a
third terrain, a transdisciplinary space, for meaningful and effective leadership preparation.

All seven findings from the original studies, and the two synthesised themes presented here, attest
to the deepening of the participants’ understanding of the heavy burden of difficult decisionmaking. Clearly, what the thematic synthesis suggests is that those responsible for school leadership
preparation need to take bold and audacious steps beyond the sedentary learning approaches that
tend to accompany the case study approach. This transdisciplinary work (van Manen 2001; Choi
& Pak 2006; Pohl & Hirsch Hadorn 2007) highlights some preliminary understandings that may be
foundational to other leadership development pursuits; for example, without imagination, school
leaders cannot perceive even one outcome, let alone the infinite that are possible. When a principal
refers to a prior experience to address a decision-making moment, asking ‘how shall I act?’, she or
he is not just drawing on an abstract notion of leadership but now has a contextual referent. This
form of thinking about how best to proceed is unique in that it is activated by a prior experience
in a different context that can then be applied in a subsequent context (Gollwitzer, Heckhausen &
Steller 1990 ; Kray, Galinsky & Wong 2006).

Drama helps us access the moral imagination and both watch and participate in how decisions
actually or potentially play out. One might define theatre as the space in which multiple ethical
frameworks that are at work simultaneously are rendered visible and made approachable. At
present this synthesis of the two studies yields a compelling illustration of how a particular and
carefully conceptualised and theorised partnership with the arts can ultimately provide educational
leadership fields with truly systematic, disciplined methods for exploring, envisioning and
constructing most efficiently and most poignantly the contemporary creative dynamic of schools.
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Leadership and Management Training for
School Heads: A Milestone Achievement
for Fiji
Govinda Ishwar Lingam and Narsamma Lingam

Abstract: This study reports on how a group of Fijian school leaders felt about a leadership and management
training programme they had just completed. As a preliminary study, it gathered data by means of a survey
questionnaire and document analysis. The data analysis reveals the principals’ positive perceptions of the
programme overall, although they felt some areas need more attention, notable among them being both
context-specific and field-based learning, which the leaders consider essential in future training programmes
in leadership and management to meet the special circumstances of the school. Implications of the study’s
findings are also pertinent to other jurisdictions within and beyond the Pacific region for leadership preparation
and development to improve leadership practices, an essential ingredient in school effectiveness.

Introduction

School leadership is widely recognised as a critical factor in the process of achieving school
effectiveness and improvement (Bush & Oduro 2006; Robinson, Hohepa & Lloyd 2009). This
suggests that the manifold transformations occurring in education in contemporary times make
leadership development more deserving of considerable attention than ever before. In contexts
where leaders have undergone no professional preparation for their role, beyond years of classroom
teaching experience, they could be faced with a myriad of contemporary problems. To cope
with these new demands and challenges, school leaders require relevant knowledge, skills and
competencies to enable them to meet the particular circumstances of the school and also offer better
service to the learners, teachers and communities they lead. In light of the increasing importance
vested in school leadership, this study is a preliminary investigation of the reception of a leadership
and management training programme conducted in the Fiji Islands, a small island developing state
in the Pacific region.

Literature Review

In contemporary times and in the pursuit of sustainable school effectiveness and improvement
efforts, the growing complexity of education systems has placed school leaders under greater
pressure for accountability. School leaders in Fiji, like their counterparts in Australia and New
Zealand, are experiencing role overload, complexity and tension due to various reforms introduced
in education (Cardno & Howse 2005). Schratz (2003) claims that pressure is exerted from a

63

64

ISEA • Volume 42, Number 2, 2014

variety of contexts such as political, social and economic conditions and these have an impact on
educational systems in all jurisdictions. These new demands, challenges and external pressures
warrant suitable forms of training and development for school leaders (Wong 2004; Walker &
Dimmock 2006; Bush 2007). Similarly, Crow (2006) affirms that in light of the complex changes
occurring within schools and the changing environment of schools, principals’ knowledge and
skills are likely to become obsolete and thus require ongoing training and learning. On the basis of
these considerations, Lumby, Crow & Pashiardis (2008) and Bush (2008) emphasise the significance
of leadership preparation for aspiring principals as well as continuing professional development
for serving principals to improve their performance in all jurisdictions, but more so in developing
contexts. Relying solely on previous knowledge and training can no longer satisfy the complex
nature and changing role of school leaders. On this account, Taylor, De Guerre, Gavin & Kass (2002)
conclude that ‘global challenges now occurring demand approaches to leadership education that
are profoundly different from those that have served well in the past’ (p. 353). Such pressuring
demands require highly skilled and well-prepared school leaders with the necessary leadership
and management tools to lead schools successfully. Otherwise they may be seen to be ‘lacking as
[school leaders]’ (Coleman & Fitzgerald 2008).
Even though the leaders are experiencing daunting challenges stemming from dramatic changes in
the work expected of them, many jurisdictions still do not require their incumbents to go through
any mandatory training programme for school leadership positions. In South Africa, for example,
promotion to the position is generally based on teaching experience and teaching qualifications
rather than leadership potential (Van der Westhuizen & Van Vuuren 2007; Bush & Oduro 2006;
Mestry & Singh 2007;). In the same vein, Australia (Anderson, Kleinhenz, Mulford & Gurr 2008) and
New Zealand (Cardno & Fitzgerald 2004) do not require any formal training before appointment
to the school headship position. Similarly, the authors’ personal and professional work experience
in most of the Pacific Island countries indicates that specific training does not appear to be required
for the job in this part of the world either. As a result, most of the school leaders lack suitable skills.
On the basis of study findings from two countries in the Pacific region, Fiji and Tonga, Cardno and
Howse (2005) proposed that change management and problem-solving skills are regarded as an
essential element of any management development programme. Also, they suggested the need
to ‘develop higher order cognitive skills of critical reflection that relate to both individual learning
and organisational learning’ (p. 43). In the Fiji study, school leaders identified several such skills
as problems needing attention: prioritising visioning, interpersonal skills, empowering others and
effective management (Cardno & Howse 2005).

Leadership and Management Training

With the changing circumstances in mind, leadership and management training programmes are
vital for developing and sustaining effective leadership practices. Through suitable design and
content of leadership and management training programmes, school heads can be developed
and groomed to carry out their leadership and management roles more effectively within the
special circumstances of their schools. Despite the lack of consensus on what kind of preparation is
necessary or best for developing appropriate leadership behaviours (Bush, Kiggundu & Moorosi
2011), leadership development is a must. In the context of this debate on scope and contemporary
approaches to leadership preparation and development, it is not surprising that a multitude of
development programmes for school leaders has evolved across the globe, mostly in developed
countries (Davis, Darling-Hammond, LaPointe & Meyerson 2005).
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Analysis of Training Programmes

Based on the realisation that headship is a specialist position and requires specific professional
preparation for sound leadership practices (Bush 2008; Bush et al. 2011), some countries, such as
South Africa and other developing contexts, are slowly embracing the idea. In South Africa, a
course badged as the Advanced Certificate in Education (ACE) was introduced in 2007 for aspiring
principals (Bush et al. 2011). The ACE programme consisted of five modules: understanding
school leadership and management in the South African context; managing teaching and learning;
leading and managing people; managing organisational systems, physical and financial resources;
and managing policy, planning, school development and governance.
The analysis of materials used in the ACE programme showed that in addition to being too detailed
and over-theoretical, they lacked constructive alignment to the work situation of many principals
heading disadvantaged schools in South Africa (Bush et al. 2011). Apart from this, one other
frequent response of the principals was that the materials were too long or bulky. McLennan (2000)
reported of an earlier training programme in the Gauteng province in South Africa, which used the
workshop model of development, that it was poorly organised and irrelevant to their work realities
as principals.

On a positive note, mentoring, networking and site-based assessment were part of the ACE
programme. The literature illustrates the great potential that effective mentoring and coaching
have for supporting school leadership development (Daresh 2004; Hansford & Ehrich 2006; Barnett
& O’Mahony 2008). However, mentors need to provide ample opportunities to the mentees to
generate their own context-specific solutions to any school management problems. Even the
role of mentor principal could be a way forward in real workplace learning. They could work
in partnership with principals in clusters of schools not only to develop but also to implement
best leadership strategies (Clarke & Wildy 2011). Likewise, networking is another fruitful way of
promoting leadership development. Bush et al. (2011: 36) refer to this as ‘live learning’. The idea
of networking to support each other in collaboration could lead to improvements in leadership
practices. By actively engaging in professional communities, new leaders can gain better insights
about school leadership (Anderson, 2003; Leithwood 2010). Similarly, Bottoms & Fry (2008)
advocated that professional learning must be embedded in principals’ daily professional work. In
this way a reflective approach can become a philosophy of their best practice (Togneri & Anderson
2003).

Therefore, training programmes need to encourage professional learning networks because
working with high-performing and experienced principals of successful schools can enable ongoing
learning that would be of great help after the life of the training programme. Also, to help transfer
knowledge and skills to specific contexts, some school-based assessments need to be included, but
they need to be reasonable to yield better learning outcomes (Bush et al. 2011).
In the case of Ethiopia, Tekleselassie (2002) reported that a one-month in-service course on school
management was not popular with the principals. He identified the following features as marring
the training programme: irrelevant and repetitive curriculum; unresponsive and ill-prepared
trainees; incompetence of trainers; lack of nexus between the training and the kind of profile the
Ministry of Education seeks; and short duration of training and thus undue strain on trainees’ time.

Most of the training programmes are funded by overseas agencies and once the funds are completed
the training ceases (Oduro 2003). This is common in most developing countries where funds for
educational developments are sought from overseas aid agencies.
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With reference to Hong Kong, the Education and Manpower Bureau (2003) commissioned a
review of the four-year-old Newly Appointed Principals’ programme during the years 2000 to
2003. Through the review, they explored principals’ perceptions of the programme after they had
completed it. The principals believed the programme had a positive impact on their work in schools
and they indicated the following elements as having had a beneficial impact on their learning:
interaction that provided opportunities to raise questions and discuss solutions; opportunities to
see good practices and reflect upon issues pertaining to themselves and their schools; networking
with newly appointed principals for professional exchange of knowledge and ideas, sharing
experiences and mutual support; and liaison with experienced principals who could provide
constructive help in dealing with problems.

Also, the review’s recommendations called for a more applied, contextually relevant focus and
the greater involvement of experienced principals in the programme. In a later in-depth study of
new principals who participated in the Newly Appointed Principals’ programme in Hong Kong,
Cheung (2004) also found that beginning principals preferred that their mentors be experienced
practitioners. Further, Cheung’s study suggested that programmes should provide opportunities
for principals to engage in more discussion and sharing of ides, use of suitable case studies, and
problem-based learning. In conclusion, the strongest suggestions were for involvement of more
experienced and focused practitioners, as well as contextual relevance together with more support
from academics in their training programme.
Apart from short courses and on-the-job training, there needs to be a systematic and specific
leadership programme for the role. As rightly mentioned by Clarke & Wildy (2010: 15):

There is no substitute for deep understanding of leadership concepts, a personal leadership
philosophy and a thorough articulation of the links between theory and practice. Such
knowledge and understanding are not learned by trial and error but by reading, reflection,
writing, debate and critique in a scholarly manner over a prolonged period.

This followed on the heels of an earlier study that had suggested continuing professional
development at every career phase of school leaders (Ribbins 1999). The USA, for example, has a
long history in the preparation and development of school leaders (Huber & West 2002) and its first
college-level leadership course can be dated back to 1987 (Murphy 1992). Leadership development
in the USA includes pre-service preparation through both the university graduate field and inservice programmes that offer leadership preparation via master’s, specialist or doctoral degrees.
Another development in school leadership preparation in the USA was the creation of the Interstate
School Leaders Licensure Consortium (ISLLC). The new ISLLC standards have been embraced by
many state education institutions and universities across the USA and many states now use them
to improve their leadership preparation programmes (Institute for Educational Leadership 2000;
Young, Crow, Orr, Ogawa & Creighton 2005).

Despite the length of the history of development in the preparation and training of school leaders
in the USA, many university-based programmes have been heavily criticised. The divergence
of scope and content of leadership preparation programmes in different universities led several
taskforces and scholars to examine the content and nature of the university-based programmes in
school leadership. This produced recommendations for more emphasis to be placed on leadership
preparation (Young, Peterson & Short 2002). Levine’s (2005) scathing report, titled Educating School
Leaders, was based on school leadership training programmes in the USA. On the basis of his
study of more than 600 education institutions, he identified characteristic problems in most of the
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programmes, such as irrelevant curricula and weak research, leading to the award of degrees that
are inappropriate to the needs of today’s schools and school leaders.

Notwithstanding the extensive criticisms of some university preparation programmes for school
leadership, there do exist programmes that look promising. Examples include the courses offered
by Stanford University, the Harvard Graduate School of Education, the University of Wisconsin,
and the University of California (Tucker & Codding 2002). An earlier study of the Danforth
programme (Milstein 1993) concluded that changes made to leadership preparation – including
programme content with emphasis on skills and knowledge, experiential learning, networking and
cohort support systems and continuous evaluation of programmes – proved to be worthwhile.
Some writers, such as Daresh, Gantner, Dunlap & Hvizdak (2000), state that some school leadership
preparation programmes that have used case studies, simulations and learning based on problems
that reflect the issues principals face in the ‘real workplace’ have achieved better results in the
professional formation of school leaders.

The foregoing review of literature illustrates the importance of school leaders and the need for
them to have a better know-how of their leadership and management roles and practices to take
their schools to greater heights. In this regard, leadership and management training programmes
are vital for school leaders’ professional preparation in ensuring they cope effectively with work
in the prevailing changing circumstances of the school and education systems. Review of some of
the training programmes has shown that consideration of some context-specific factors, such as the
real work contexts of school leaders, and then planning the programme accordingly would help
achieve better learning outcomes. Otherwise they will not benefit much from the programme and
thus continue to face daunting challenges in the performance of their day-to-day work.

Purpose and Significance of the Study

This study investigates the perceptions of a group of school leaders who recently completed
the leadership and management training programme under appraisal. The following research
question guided the study: How do the school leaders perceive the leadership and management training
programme they completed and what would they like to see in future offerings of the programmes? Despite
the widespread endorsement of the critical role of school leaders, several scholars point out a
dearth of scholarly literature on school leadership in developing contexts (Bush 2008; Lumby et
al. 2008;); studies in most developing contexts are scant as well as under-reported. The little that is
known about school leadership in developing countries could explain why the arrangement of any
kind of support for school leaders is limited (Kitava & Van der Westhuizen 1997). The current study
attempts to address these understanding gaps by contributing a report on an empirical study about
the perceptions school leaders had formed of a leadership and management training programme
they had just completed. Since this is carried out in a small developing state in the Pacific, Fiji, it
provides an authentic Pacific perspective on the leadership and management training programme.
It is envisaged the findings will provide useful information on the nature and scope of leadership
and management training programmes, a valuable resource for informing the decision-making of
policy-makers and providers of such training programmes, like the Ministry of Education as well
as the universities and teacher training colleges. The findings also have the potential to inform
future international professional development initiatives in the Pacific region. An initiative such as
the one funded by the Commonwealth Foundation and other donor partners may, for instance, be
moved toward providing support for further educational enterprise in the Pacific arena.
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In view of the importance of effective school leadership and its influence on student learning
achievement, information gathered from this study may be of great importance to educational
authorities, academics and other stakeholders who have a vested interest in the provision of
education of an acceptable quality in developing contexts such as Fiji’s. Further to that, the
findings insights into the state of leadership and management training of school leaders would be
intrinsically insightful for all stakeholders.

Despite being a small-scale study, it has the potential to inform and assist Fiji’s Ministry of
Education in formulating plans for future leadership and management training programmes. On
the basis of the findings, various providers could refine and undertake further initiatives in future
so that the programmes have a more forceful impact on leadership preparation. Extrapolation to
other countries in the Pacific region could be useful in allowing them to draw a better model when
embarking on their own leadership and management training programmes.
Finally, the objective of the Commonwealth Council of Educational Administration and
Management (CCEAM) – to enhance the practice and research of educational administration,
management and leadership in developing nations – drove this research initiative. Perhaps it may
act as a catalyst to propel other inside researchers to undertake further studies on leadership issues
in developing contexts.

Fiji:The Context of the Study

The 300+ island nation of Fiji, now formally styled The Republic of Fiji Islands, is situated in the
tropical southwest Pacific Ocean. The two largest islands of Fiji are Viti Levu (about 10,429 square
kilometres) and Vanua Levu (about 5,556 square kilometres). The two cities in Fiji are the capital,
Suva, in the Central Division and Lautoka in the Western Division of Viti Levu. The most recent
census report (2008) put Fiji’s population at 918,675 (Ministry of Education 2009), made up of ethnic
groups, the two major ones being indigenous Fijians (iTaukei) and Indo-Fijians, outnumbering other
significant minority groups, such as Rotumans, Chinese, Europeans and other Pacific Islanders as
well as several mixtures of these. This multi-racial and multicultural nation includes several of the
major religions of the world – Christian (52.9 per cent), Hindu (38.1 per cent), Muslim (7.8 per cent),
Sikh (0.7 per cent), with others making up 0.5 per cent. The diversity of religions and ideologies is
a source of social and cultural richness, though not without causing concern regarding respecting
the rights and meeting the needs of all citizens. This is particularly problematic for the Ministry of
Education, charged with delivering education programmes that satisfy all these groups while at the
same time fulfilling the vision of the national government.
In addition, academic performance still appears to be negatively affected by several concerning
factors: ethnic differences (indigenous Fijian students lag behind other ethnic groups in major
external examinations results); the rural–urban divide; and socioeconomic conditions of the
communities, whether rural or urban. Rural dwellers have a lot of difficulty in finding incomegenerating activities and the lack of proper infrastructure such as roads and transportation is
another major obstacle faced in the delivery of good-quality education as well as any kind of
economic development. In the urban areas, the rapid population rise attendant on rural–urban
migration, and the increase in the number of squatters in settlements with sub-standard living
conditions and without any formal employment, create further barriers in the education sector.
These factors pose major challenges to school leaders in their efforts to provide education.
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Educational Context
In the context of Fiji, most schools can trace their origin, and still owe their existence, to the
initiatives of Christian missions, especially in the British colonial period after 1874, and later to
various socio-religious organisations by 1900. The majority of the 170 secondary schools in Fiji
are owned by socio-religious organisations and local communities; the government owns only
12 secondary schools. Although schools receive government assistance and follow the ministry’s
policies and curricula, the school management board is the major contributor to the maintenance
and development of school facilities (Lingam 2009). The multiplicity of ownership of schools
contributes to major differences in the standards of school facilities and resources and places a
huge burden on families of low socio-economic status, especially those living in rural areas and
solely reliant on subsistence farming. Furthermore, the marked differences in schools and settings
are exacerbated because school heads are often expected to carry out a variety of roles, including
teaching, apart from managing the school (Cardno & Howse 2005).
The Ministry of Education is responsible for the administration and management of education
policy and the delivery of educational services. It provides the curriculum frameworks, policy
guidelines and directions, and qualified teaching personnel, with some of the prescribed text books
that support all schools in the delivery of education for students. This centralisation is seen as
some measure of quality control over the education provided. Administratively, the Ministry of
Education operates through four Education Divisions, each managed by a Divisional Education
Officer, and nine Education Districts, each managed by a District Senior Education Officer.

The distribution of schools has profound implications for the provision of a good quality of
education in Fiji. The geography of the country places constraints on accessibility in that many rural
areas are isolated either by virtue of being on isolated islands or being located in the rugged terrain
of the larger islands. In addition, the wide demographic distribution also increases transportation
and communication difficulties and costs, adding to the problems the Ministry of Education faces
in providing supervision and in administering and evaluating various services to schools in remote
locations. Since such problems make it difficult for ministry personnel to provide professional help,
they depend on school leaders for professional support. The 2009 government decision to suddenly
lower the retirement age forced many experienced school leaders to leave the profession for good;
the shortfall in numbers called for, and still calls for, the preparation of incumbents abruptly
promoted to positions as school leaders (Lingam 2012).
The implication of this is that Fiji needs very competent, professional school leaders who can
provide a high quality of service to the school community, regardless of their location. All this
requires the Ministry of Education to give more attention to leadership and management training,
with the ultimate aim of helping these beleaguered leaders to become more proficient in their
leadership and management roles for school effectiveness and improvement.

Methodology
Instrument
This is a pioneering study that investigates principals’ perceptions of the leadership and
management training programme they had completed. A survey questionnaire was considered a
suitable way to gather information from the principals, who were geographically dispersed (Gay
1992). The questionnaire consisted of closed and open-ended questions asking them to respond to
the questions after critical reflection on the training programme that they had completed. For the
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closed questions, a 5-point Likert-scale was utilised, 1 being the lowest level and 5 the highest level of
satisfaction. The propositions for inclusion were based on the review of literature on leadership and
management training programmes and the authors’ many years of work experience in Fiji schools,
particularly at the secondary school level. Also, an open-ended question was posed relating to what
they would like to see in future leadership and management training programmes. This is similar to
the open-ended approach used in phenomenographic research (Marton & Pong 2005). In addition
to the survey questionnaire, document reviews were undertaken to gather more insights about
the training programme (Merriam 2009). The document reviews included the annual report of the
Ministry of Education. The combined use of questionnaires (closed and open-ended questions) and
document analysis triangulated data and ensured authenticity of the findings (Patton 2002).

Sample
The participants included for the study were the principals who had completed the leadership and
management training programme. As a preliminary investigation, an invitation was extended to 40
principals and the rate of return of the completed questionnaire was 75 per cent. As Merriam (2009)
claims, it is not so much the number that matters as the ‘potential of each participant to contribute
to the development of insight and understanding of the phenomenon’ (p. 105). Likewise, Patton’s
(2002: 246) suggestion that ‘specifying a minimum sample size based on expected reasonable
coverage of the phenomenon given the purpose of the study’ was considered. A guarantee
of anonymity was given to the participants; their participation remains unidentifiable in any
document published on completion of the investigation (Lewis 2003).

Analysis Techniques
The survey included both quantitative and qualitative data. The quantitative data were analysed
using the basic statistics of means and standard deviation (Mehrens & Lehmann 1991). On the
other hand, the qualitative data obtained from the open-ended questions were analysed in terms
of the themes and patterns that emerged from reading and re-reading the data (Creswell 2005). In
particular, some significant themes emerged from the analysis of qualitative data, such as content,
strategies to deliver, context-specific training, and field-based learning to enhance school leaders’
preparation for leadership roles. Some relevant quotations are presented on the basis of Ruddock’s
(1993: 19) suggestion that ‘some statements carry a rich density of meaning in a few words’. In
terms of document analysis, information such as the courses offered, duration and the funding
agency was obtained, as well as other vital information about the leadership and management
programme.

Findings

The summary of the findings is presented in two major categories, documentary analysis and
survey data. The latter is further categorised as quantitative data and qualitative data.

Documentary Analysis
According to the Annual Report of the Ministry of Education (2009), the purpose of the leadership
and management training programme was to develop leadership capacities for the successful
operation of the school organisation. The analysis of the document showed that the content topics
of the programme included:
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•

developing personal leadership skills

•

change management, school planning and policy.

•

financial management and school improvement using standard management
monitoring

The Professional Development Unit of the Ministry of Education was responsible for the training.
The training programme was funded by AusAID under the Fiji Education Sector Programme
(FESP). A workshop-based mode of delivery was employed. Consultants from Australia worked
with local counterparts in the Ministry of Education to design and decide the content of the
programme. The Ministry of Education was the principal provider of the programme. Selected
current heads from both primary and secondary schools attended the same training programme,
which went through a series of workshops in different education divisions, each lasting for four
days. The offering cycle is summarised in Table 1. A perusal of Table 1 offers insight into the content
topics and duration of the full programme.
Table 1: Schedule for the Training Programme, Fiji, 2004–09
Phases

Modules

Year of
offer

1

Developing Personal Leadership Skills

2004

2

Financial Management and School Improvement
using Standard Monitoring

2006

3

Change Management, School Planning and Policy

2008

2005

School Division
Eastern/Western

Central/Northern
Eastern/Western

2007

Central/Northern

2009

Central/Northern

Eastern/Western

Survey Data
Analyses of the survey data are presented under the headings quantitative and qualitative data.
Quantitative Data

Table 2 displays the results for the quantitative data. The high mean scores calculated from the
Likert-scale ratings indicate a view that the leaders perceived the leadership and management
training programme positively; the low mean scores reflect areas of less satisfaction.
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Table 2: Summary of the response from the school leaders
Survey items

Standard
deviation
(N = 30)
(SD)
Mean

The training was beneficial to my leadership role

3.6

0.61

The content of the programme was relevant

3.0

0.72

Training materials were of high quality

3.4

0.55

4.0

0.45

Strategies used to deliver the programme were useful

3.0

0.66

The training provided ample opportunities for interaction to raise
questions and discuss solutions

3.2

0.33

2.9

0.67

The programme was well aligned to the specific circumstances of my
school

2.0

0.33

The training developed my ability to reflect critically on my practice to
improve the quality of my leadership and management roles

3.4

0.74

2.8

0.45

3.5

0.56

The training developed my ability to engage with staff and share
leadership practices

3.8

0.76

There were site-based assessments, linked to leadership and management
practice

3.2

0.55

1.0

0.33

It was practical-based provision

2.8

0.66

The duration was sufficient

2.9

0.77

Ongoing workshops on school leadership and management could help
schools to deal with ever changing/increasing challenges in teaching and
learning
The training provided opportunities to learn from other colleagues

The training created opportunities for networking to exchange
information

The training better prepared me for leadership and management roles

The training provided adequate theoretical knowledge about best
leadership practices

Suitable cases were used to illustrate key issues in leadership

It was theoretical-based provision
Ample opportunities were available for interactive learning
The training was linked to a qualification

The programme provided opportunities to network with highperforming principals / experienced principals

3.1

3.5
2.8
1.0

0.44

0.69
0.87
0.00

2.5

0.44

The programme was grounded in the realities of Fijian schools

3.0

0.79

Had opportunities to share my experiences and problems

3.0

0.65

The facilitators were competent

3.2

0.89
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Qualitative Data

Four major areas were identified by the school leaders as needing attention. In future leadership
and management training programmes, they recommended (in descending order) more work
on financial management; a context-specific training programme; use of a variety of strategies to
deliver the content; and field-based learning.
With regard to content in the programme, an overwhelming majority of the participants (92 per
cent) felt that more emphasis should be given to financial management in future leadership and
management training programmes. For example:

All three modules basically had different types of leadership and management training: a
bit of time management, resource management, financial management and a lot of work
is needed on financial management because it impacts the education system in Fiji quite
significantly.

Strong views were also expressed about the relevance of the training materials to their leadership
practice. However, according to most participants (90 per cent), the greatest impact of the training
will be when the learning is aligned to the local context of Fiji. For example:

I think the materials used in my view were well researched and of course it came from
Western Australia and it referred to Western Australian research. This is where there was
slight difficulty because the cultural context of Western Australia and the cultural context
of Fiji in terms of economic context, demography and social context and education context
are different. The contexts are not compatible.

Most of the school leaders (90 per cent) felt that some field-based learning such as internship under
the guidance of an experienced principal would be vital in future programmes. For example:

Rather than getting things out of a book, actual learning takes place at the workplace.
Training programmes through workshops only brings the question: How can the principals
deliver in their schools? Therefore, it is important that principals should be given hands-on
experience through internships.

The majority of the school leaders (85 per cent) expressed the idea of having the content based
on their specific needs, such as whether schools are rural or urban. They felt they needed to be
consulted on the content of the programme. Two typical comments illustrate this opinion:

The content of the programme should be developed in consultation with the school
leaders. As it is our specific needs as principals, basically it was based on general needs
of the leaders. I believe if leaders were consulted on their needs and the modules were
prepared based on our needs then we would have benefited more from the training.
The needs analysis should be taken into consideration so the content is appropriate to the
needs of school leaders.

Also most of the participants (75 per cent) felt that the facilitators did not employ a sufficient variety
of strategies in the delivery of the programmes. They suggested that varying the strategies would
have provided them with more options to learn about their leadership roles. This is elaborated on
by one participant:

Most of the programmes that I had attended had first theory work, then they would discuss
and in between we had activities in groups, then group discussions and presentations. The
activities were quite general but in some cases principals came up with their problems.
Through discussions we were able to get views from group members and from various
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group presentations we were able to get more ideas and the use of different strategies
would have been better in helping to make things more meaningful to us.

Discussion

The aim of the present study was to explore school leaders’ perceptions, in hindsight, of the
leadership and management training programme they had completed. Analysis of documentary
evidence illustrates that hardly any formal leadership and management training programmes
were conducted for school leaders in Fiji in the decades prior to 2004. Over the years the system
generally allowed teachers to ascend to school leadership positions with very little preparation
or opportunities for professional development. Usually the path to headship follows an
apprenticeship model: a teacher trained for and building up experience in classroom teaching is
promoted through the ranks to the position of the head of the department, to assistant principal,
vice-principal and eventually to principalship. Thus, the school leaders were (and often still are)
appointed on the basis of teaching record and experience rather than leadership potential (Bush
& Odura 2006). Unfortunately, the literature illustrates that excellent teaching ability does not
necessarily indicate that the person appointed will be an effective principal. Therefore, those who
were school leaders prior to 2004 may have faced considerable challenges in their leadership roles.
In contrast, contemporary notions of leadership, especially in most of the developed countries,
prefer that prospective candidates be required to complete leadership training courses or take
advanced degrees in school leadership. Bearing this in mind, the initiative to engage and improve
leadership and management skills for school leaders by the principal stakeholder, the Ministry of
Education, is a welcome move, especially at a time when a myriad of educational reforms have
been introduced (Walker & Dimmock 2006). However, this appears to be a one-shot affair for school
leaders in Fiji as funding for the project, which was from a development partner, has finished. It
was a fixed term project. This is similar to what other developing countries have experienced when
projects are funded by overseas agencies (Oduro 2003). Like other developing countries, Fiji too
does not have a buoyant economy and depends quite heavily on development partners for aid to
assist in various educational development efforts.
In terms of the school leaders’ perceptions of the leadership and management training programme,
the analysis of the quantitative data points to areas of positive perception and areas needing more
attention (Table 2). Taken as an aggregate, the quantitative data indicate that the school leaders
perceived their leadership and management training programme positively. This is reflected in the
fact that the means calculated for most of the items exceed 3.0 (Table 2). The responses relating to the
materials, learning from one another, content, facilitators and theoretical knowledge were positive
when compared to the findings of studies conducted in other developing contexts (McLennan
2000; Tekleselassie 2002; Bush et al. 2011). However, most of the items were rated barely above the
mean of 3.0. The school leaders, though, gave even lower ratings to the following items relating
to school-based assessment: critical reflection, constructive alignment of curriculum to work,
networking, and duration of training. The finding relating to duration of the training programme is
consistent with the findings of the Ethiopia case (Tekleselassie 2002). A leadership and management
training programme with a short duration and high expectations can cause undue stress and strain,
lowering the achievement of learning outcomes. Networking could have been encouraged as it
would continue beyond the life of the leadership and management training programme (Anderson
2003; Leithwood 2010). Also, emphasis on critical reflection would have helped the school leaders
to continue improvement in their leadership role (Togneri & Anderson 2003; Cardno & Howse
2005; Bottoms & Fry 2008). In particular, reflective practice would have helped develop higher-
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order thinking skills and contributed towards continuous development of their leadership role.
That the programme did not align constructively with school leaders’ work in schools is consistent
with the findings of other studies (Bush et al. 2011).

Even though the ratings were barely above the mean, the exposure and opportunity afforded
to school leaders for a formal leadership and management training programme is a significant
achievement for a small developing nation. Since this was the first ever formal training programme
to be conducted, the Ministry of Education could strengthen future programmes in light of
the feedback obtained from the participants. For future leadership and management training
programmes, the feedback indicates areas where the school leaders suggest the programme could
be strengthened, including more work on financial management, context-specific training, use of a
variety of strategies for delivery, and field-based learning. The low means in the quantitative data
relating to these areas also reflect this (Table 2). This illustrates the apparent disjuncture between
the programme content and the work realities of the school leaders. The school leaders regard as
essential a better alignment of the training programme with their professional needs of employment.
This is consistent with the findings of studies conducted by Bush et al. (2011) and McLennan (2000).
It would be better to undertake a study to determine school heads’ professional needs prior to
determining any future leadership and management training programmes for them. This would
ensure that the programme is well grounded in the realities of work expectations of Fiji’s schools.
Thus, in future it is advisable that more effort be devoted to fostering more context-specific training
programmes. The feedback from the school leaders is consistent with Lauder’s (2000) assertion
that the traditional ‘one size fits all’ approach, with a straightforward, common curriculum for
all participants, proved neither effective nor efficient. Lauder’s views suggest that leadership and
management practices work in varying ways in different situations, rendering the choice of the
design of an appropriate approach anything but simple. The views expressed by the leaders in this
study are quite consistent with this assessment. In addition, the delivery of the programme could
be further strengthened by including a variety of strategies, such as more problem-based learning
and site-based assessment (Cheung 2004).

Conclusion

Through funding from AusAID, the Ministry of Education was able to provide a leadership and
management training programme for school leaders. Notwithstanding some of the weaknesses
in the programme, the initiative to prepare school leaders for leadership roles is a step in the right
direction. Overall, the findings show that the perceptions of school leaders of the leadership and
management training programme are not dissimilar to the findings of studies in other contexts,
both developing and developed (Walker & Dimmock 2006). Given the importance of leadership
for school improvement and effectiveness, this is a milestone achievement for Fiji. The lessons
learnt from this, the first leadership and management training for school leaders to be conducted
in this education system, could be helpful not only in planning but also in implementing better
programmes in future. The present study of the perceptions of the school leaders of the leadership
and management training programme may say little about how successfully these leaders have
been able to put their training into practice in their respective schools. Future investigation of the
same cohort of school leaders to determine how they have transformed themselves as a result of the
leadership and management training programme could be revealing. While the effects of training
remain to be seen, future inquiry is called for to examine the changes brought by the leaders in
their respective schools as the result of leadership and management training. Embarking on such
studies would yield useful information about the potential, or lack thereof, to transform leadership
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practices. Also, feedback from such a study would provide further insights about future training
programmes, especially the content of the leadership and management training programme to
help school leaders cope better with the ever changing demands of work. Though this was a smallscale study with a small number of respondents, comparable countries (especially those in the
Pacific region and other small island developing states beyond the Pacific) may find this study
of Fiji school leaders’ experiences relating to a leadership and management training programme
useful and relevant.
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Communities of Practice and Ethical
Leadership
Yamina Bouchamma and Jean-Michel Brie1

Abstract: We examined ethical leadership in professional communities of practice in the school setting
according to the principles of Hord & Sommers (2008) and of Kalshoven, Den Hartog & De Hoogh (2011).
The results from a study conducted with school leaders and teachers in Québec and New Brunswick,
Canada (N = 21) show that ethical leadership in these learning communities was divided into four roles:
communication, collaboration and support, conflict management, and change and innovation management.

Introduction

Academic achievement, teacher evaluation and learning are relevant issues in today’s society
(Gervais 2011; Bélair-Cirino 2012). In this context, communities of practice (CoPs) are viewed as an
effective orientation in improving student learning and achievement (Lomos, Hofman & Bosker
2011). How these communities work nevertheless raises numerous questions related to the level
of participation of their members, their effectiveness and their perseverance. Are communities
of practice in the school setting characterised by elements of ethical leadership, and how is this
leadership exercised through the various roles of the school leader?

This paper presents a review of the literature on ethics in communities of practice and a conceptual
framework inspired by the key concepts of Hord & Sommers (2008) and of Kalshoven et al. (2011),
as well as our methodology, results, discussion, and conclusions.

Literature Review
Communities of Practice
A community of Practice (CoP) is defined as a group whose members regularly participate in
collaborative, learning and knowledge-sharing activities on issues of common interest. This
community is characterised by the mutual commitment of its members as well as complementary
knowledge and know-how. In this context, what make a CoP successful are the quality and depth
of the relationships emerging from the common practice which constitutes the centre of interest
of the group. In other words, for the group to work, its members must constantly ask themselves:
‘What can we do to improve our practice?’
1 We thank Social Sciences and Humanities Research Council (Canada) which funded this research (20112014).
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The CoP counts on an ensemble of shared resources (codes, processes, common language, materials)
that enable the members to learn from the discussions at each meeting. The members must also
find ways to work together and ‘negotiate meaning’ (Wenger 1998).
In existing literature on the school setting, CoP members generally share ‘a common view on
the school’s mission, mutually reﬂect on instructional practices, cooperate, engage in reﬂective
dialogue, and provide one another with feedback on teaching activities, all with a focus on student
learning’ (Lomos et al. 2011).

As for the role of leader in this community, Hord & Sommers (2008) found six essential actions to
support its operation: have clear, effective communication; support active collaboration among the
members; provide coaching; be an agent for change and a conflict mediator; and show creativity
and courage that facilitate innovation and growth within the community. Indeed, Copland (2003)
showed that in a context of shared leadership, the role of the leader is that of facilitator rather than
initiator. School leaders must therefore support their CoPs, help them pursue their activities, and
spend more time on the individual needs of each of its members.
According to Wenger (1998), it is imperative not to have an idyllic view of how the CoP works:

As a locus of engagement in action, interpersonal relations, shared knowledge…, the
influence of other forces (e.g., the control of an institution or the authority of an individual)
is no less important, but they must be understood as mediated by the communities in
which these meanings are to be negotiated in practice. (p. 85)

Wenger also pointed out that tensions within a CoP may arise at different levels, in the form of
power struggles or the duality between the individual and collective needs and interests of the
members. In order to foster the most harmonious growth possible, negotiation between CoP
members must ultimately be substantiated by ethics.

The Inherent Issues of Ethics
From an etymological perspective, the concepts of ‘ethics’ and ‘morals’ refer to customs, life habits
and way of life. That said, the representations people have with regard to morals are sometimes
tainted by the idea of a strict code dictating the conduct to adopt, whether good or bad. Desaulniers
& Jutras (2006) viewed ethics as being more related to the notion of freedom than to moral
obligation. They showed that ethics help us to understand moral and social problems in their
complexity without providing solutions.
The principle by which a business leader fears neither God nor man denotes an urgent need for
ethical standards in this sector of activity. In fact, the preoccupation with ethics in exercising this
leadership should have us comparing it with other leadership styles, such as transformational
leadership (Bass 1985; Price 2003; Palanski & Yammarino 2007) and authentic leadership (May,
Chan, Hodges & Avolio 2003; Avolio & Gardner 2005; Walumbwa, Avolio, Gardner, Wernsing &
Peterson 2008). Some authors even agree that ‘ethical leadership’ is an independent leadership
style that differs from other styles (Brown, Treviño & Harrison 2005; De Hoogh & Den Hartog 2008,
2009).
Brown et al. (2005), for example, define this style by considering the behaviour that is expressed
within the practice by actions and that communicates these practices:

… the demonstration of normatively appropriate conduct through personal actions and
interpersonal relationships and the promotion of such conduct to followers through twoway communication, reinforcement and decision-making. (p. 120)
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De Hoogh & Den Hartog (2008) showed that ethical leadership contained certain predictive
factors such as personal judgement, moral and legal obligation, the concern for subordinates
and the consequences of behaviours. They also stated that ethical leadership entailed behaviours
characterised by justice, a clarification of roles and the sharing of leadership responsibilities.
Kalshoven et al. (2011) developed a model to identify the components of ethical leadership to
be measured: justice, clarified roles, shared leadership, people-oriented factors, ethical direction,
sustainable management and integrity.
Ethical leadership within an organisation has many positive effects: favourable employee
evaluations by their superiors (Brown et al. 2005); employee satisfaction and commitment (De
Hoogh & Den Hartog 2008); an ethical climate and an open attitude toward others (Mayer, Kuenzi,
Greenbaum, Bardes & Salvador 2009); a low rate of deviant behaviors (Stouten, Baillien, Van den
Broeck, Camps, Witte & Euwema 2011); an increased relevance of work-related tasks (Piccolo,
Greenbaum, Den Hartog & Folger 2010); and a greater level of performance by the employees
(Walumba et al., 2011).

The aspect of leadership in institutional management has been examined from different
perspectives. Some authors have viewed ethics as a norm in terms of good or evil (Davidson &
Griffith 2000), while others point out the ambiguity of moral reasoning (Minnis 2011), the presence
of an ethic of solicitude (Beck 1992), or multidimensional aspects. In this sense, school leaders
exercise their leadership by referring simultaneously to several forms of ethics to address and solve
moral dilemmas (Starratt 2003; Shapiro & Stefkovich 2011). Starratt (1991), for example, developed
a three-part leadership model (justice, critique and solicitude), while Langlois (1997, 2004),
Langlois & Starratt (2001), and Langlois & Lapointe (2007) sought to identify the underlying ethical
motivations of school administrators by means of a multidimensional approach. The recurring
ethical theme in these studies is fundamentally attributed to the profession of school leader, who
is constantly called upon to deal with situations involving ethical issues, such as budget decisions,
disciplinary measures, codes of conduct, and so on.
This study addressed the following research questions: (1) Are communities of practice in the
school setting characterised by elements of ethical leadership among its members? (2) How is
ethical leadership manifested through the different roles of the school leader?

Conceptual Framework

This study was inspired by the seven dimensions of ethical leadership according to Kalshoven et
al. (2011) as exercised through various management roles, as defined by Hord & Sommers (2011).

School Leader: Roles and Responsibilities
According to Hord & Sommers (2011), the role of the school leader is characterised by six principles:
•
•
•

Communication: The effective school leader uses communication to promote the
CoP, the school’s values, a focus on the message and the perception others have of
this message.

Collaboration: They encourage the CoP members to share information and provide
feedback.
Coaching: They provide an example by contributing to the CoP’s collaborative
activities.
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•
•
•

Conflict resolution: They serve as mediator for any conflicts or problems within the
CoP.

Change management: They welcome and support change within the school by
various means.

Support for innovation: They use various methods to support the creativity and
innovativeness of the CoP members.

Ethical Leadership
Kalshoven et al. (2011) describe seven manifestations of ethical leadership: justice, shared leadership,
role clarification, solicitude, a wide perspective, enlisting ethical behaviour through appropriate
communication, and integrity.
Justice

This dimension is a very important part of ethical leadership. In this perspective, a just person treats
others fairly, is honest, avoids favouritism, does not manipulate others, and takes responsibility for
their actions (Treviño, Brown & Hartman 2003; Brown et al. 2005; De Hoogh & Den Hartog 2008;
Kalshoven et al. 2011). According to Langlois (1997), justice enables punishment and reward with
fairness, rules to be developed and implemented, injustices and inequalities to be denounced, and
the results to be adapted in the interest of the group. For Hord & Sommers (2008), the school leader
must exploit this aspect when called upon to resolve conflict within the CoP.
Shared leadership

This dimension is also crucial in the perception of an ethical practice (De Hoogh & Den Hartog
2009). A person who shares power is truly interested in the opinions of others and enables them to
actively participate in the decision-making process. An ethical leader does not decide alone, but is
rather supported by a team with actual decisional control as to the smooth running of operations.
In this perspective, the role of the school principal goes from initiator to that of facilitator (Copland
2003). Shared leadership is closely related to the development and enhancement of the capabilities
of others (Yukl 2006) and independent management (Monaghan 2011). In this sense, empowerment
is a key element of how CoPs operate and evolve through the creation of opportunities to develop
confidence in professional action (Slater 2008; DuFour & Eaker 1998; Youngs & King 2002).
Role clarification

This is characterised by the identification of expectations, objectives, responsibilities, and so on (De
Hoogh & Den Hartog 2008). The exemplary leader sees that each person knows what is expected
of them. Clarifying expectations and roles is important to the success of the community (DuFour,
DuFour & Eaker 2008).
Solicitude

This dimension is defined as the authentic and constant concern for others and is characterised by
respect, support, understanding and empathy for both needs and emotions (Treviño et al. 2003).
The ethical leader has respect for his subordinates by showing genuine interest or concern for their
psychological, sentimental or personal state of mind. Langlois (1997) viewed the ethics of solicitude
or caring as being there for others, listening to them, showing interest, responding to their needs
and being open.
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Perspective

Having a wide perspective is to have a vision that takes into account the impact of activities on
society. The ethical leader who has such a perspective is able to grasp the effects on society, on coworkers and on surrounding individuals (Treviño et al. 2003), as well as the long-term collateral
impact.
Promoting ethical behaviour

This orientation is characterised by an enlistment of ethical behaviours through focused
communication. The exemplary leader becomes pedagogue in the realm of ethics and seeks to
demystify the concept. Communication centres on core values and visions, not just on rules and
procedures (DuFour & Eaker 1998).
Integrity

This dimension involves the possibility of trusting someone because they have shown themselves
to be worthy of this trust. They do what they say, do not make promises they cannot keep, and are
both consistent (Yukl 2006) and easily predictable in terms of their actions, decisions or point of
view (Kalshoven et al. 2011). DuFour & Eaker (1998) demonstrated the importance of credibility
through the modeling of behaviours to reflect the school’s vision and values.
With these seven dimensions, it became possible to define ethical leadership in a community of
practice setting (see Table 1).
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Table 1: Ethical leadership in the community of practice
Justice

Establish rules within the community and apply these rules
Reward and reprimand
Be impartial, fair, and objective
Be honest

Shared leadership

Consult with the members when making decisions
Consult with the members regarding the community’s activities
Foster empowerment within the community
Encourage participation
Collaborate in guiding the community
Share duties
Provide constructive feedback to nurture reflection

Clarification of roles

Identify the objectives and priorities of the community
Determine the role and responsibilities of each member
Define expectations

Solicitude

Respect and support each member
Be attentive to the members’ individual needs
Be attentive to the needs of the community
Have an open mind
Avoid hurting the other’s feelings and preserve the level of dignity
Provide an agreeable and nurturing environment

Wide perspective

Foresee outcomes extending from the community to the entire
organisation and to society
Envisage the common good
Encourage improvements within the organisation

Ethical direction

Define the important values within the community
Look beyond the technical aspects
Define an ethical mission for the organisation
Define a vision related to the community

Integrity

Have a good reputation
Be consistent and transparent in your actions
Develop trust
Use pro-active communication
Practice what you preach

Methodology

Of the nine men and 12 women from Québec and New Brunswick who participated in this study, 11
were school leaders and 10 were teachers. The interviews were guided using a semi-structured grid
consisting of eight open questions on their experiences in the CoP setting and on their relationships
with the members. The interviews were audiotaped, transcribed and subsequently coded by means
of Atlas.ti software with closed coding (Van der Maren 1996) on the following elements:
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•
•

The seven dimensions of ethical leadership (Kalshoven et al. 2011): justice, the
clarification of roles, shared leadership, solicitude, ethical direction, sustainable
management and integrity.
The roles of school leaders in the CoP (Hord & Sommers 2008): communicator,
supporter of collaboration and coach, conflict mediator, agent for change and
supporter of innovation.

Intercoder and intracoder reliability reached 90% and 88%, respectively, following modifications,
which falls within the standards established by Miles & Huberman (2003), that is, the number of
agreements divided by the number of agreements and disagreements multiplied by 100.

Findings

Our analyses enabled us to identify four leading roles among the six described by Hord & Sommers
(2008): (1) communicator; (2) collaborator and coach; (3) conflict mediator; and (4) agent for change
and supporter of innovation. Each of these four roles was associated with actions that demonstrate
the characteristics of ethical leadership (Kalshoven et al.,2011) (see Table 2).
Table 2: The ethical leader in the community of practice
Roles

Actions

Ethical Leadership

Communicator

Defines the mission and the vision
Practices modeling

Ethical guidance, justice
Clarification of roles
Shared leadership
Integrity

Coach and
collaborator

Organises the community
and establishes a climate of
collaboration

Shared leadership
Clarification of roles
Justice

Conflict mediator

Cares for the community
Cares for the person

Solicitude and justice
Solicitude and shared leadership

Agent for change
and supporter of
innovation

Provides resources
Changes the organisational culture

Solicitude and integrity
Wide perspective
Shared leadership
Justice and solicitude

The Ethics of the Communicator
The exemplary leader uses clear and effective communication methods (Hord & Sommers 2008).
The data in Table 1 show that this communication defines a mission and a vision for the school and
demonstrates aspects of modeling (DuFour & Eaker 1998).
Defining the mission and vision

The first step in the process is to define the school’s mission and to concentrate learning on this
mission. ‘We’re not building cars here. We’re educating children’ [Participant 2, principal]. By
defining the goal of the school, the mission clearly describes the role of each member within the
education system, which is educating youth. An ethical leader plays fair with transparency and
directness on the subject of learning: ‘I said: “This is where we are at.” I knew there was progress to
be made in certain areas. I presented the student performance statistics to my staff, the results and
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all of that. I said: “We can do better than that”. [Participant 2, principal]. At this level, being direct
helps to rally the teachers around an issue for which their input is key in terms of developing a
solution. The exemplary leader does not place blame on anyone, but rather emphasises what needs
to be done and relates this to the teachers’ actions. Being honest is associated with the dimension of
justice in ethical leadership.

The ethical school leader must then define a vision and explain how a CoP works in the school
setting through two perspectives. The first one pertains to the school values and to those of the CoP,
and clarifies the core values of both the school and the teachers. Some principals opt for an approach
that involves proposing an official charter which the future members can build together: ‘[W]e
also provided values which we thought were also important, such as authenticity, active listening,
sharing, respect, and confidentiality. We then committed to it and everyone signed it.’ [Participant
5, principal]. This shows that the community of practice takes on an ethical tangent, with solid
moral foundations and a focus on values, the sharing of power in the common development of a
project, and the justice element in the charter of core values which will serve as a ‘code of conduct’
for its members. The second perspective is more direct and consists of guiding the teachers toward
the more concrete aspects of a CoP: ‘We start with the four DuFour questions. So we ask ourselves:
“What do the students need to learn? When do we know that they have learned? What do we do
with those who have already learned?”’ [Participant 6, principal]. This dual approach consolidates
the credibility of the work accomplished within the CoP and is associated with a clarification of
roles because it explains the general goals of the community.
Modelling

In every organisation, some must lead and some must follow (Owings & Kaplan 2012). The staff
watch what the boss does (Hord & Sommers 2008) and the boss must lead by example (Ryan 2008)
by adopting behaviour and discourses that are coherent with the vision. By setting an example,
the boss shows integrity between what is expected or required of others and their own conduct:
‘And the principal has to do it too. It’s not just empty words. So we as the school leaders must get
together to discuss what we can improve upon in the school in terms of support for the teachers
and services for the students. This way, they see that we are not one-directional.’ [Participant 2,
principal]. The exemplary behaviour of the school principal thus adds greater credibility, as they
do what they ask others to do.

The Ethics of the Collaborator and Coach
The leader in the community encourages shared leadership (Hord, Roussin & Sommers 2010) and
the members have a lot of freedom in this regard. Here, power is delegated and is supported by
strategies to coach the members of the community. As can be seen in Table 2, this shared leadership
and coaching are found in certain actions, such as organising the CoP and promoting collaboration
(DuFour & Eaker 1998).
Organising the community

Organising the CoP is an essential and integral part of the shared repertoire consisting of
procedures, modes of operation, tools, actions and symbols, to name a few (Wenger 1998). The
leadership in a CoP favours sharing with regard to the recruitment of members and their role
within the community.
Recruiting members

To encourage the involvement of interested and motivated teachers, the principals in our study
used voluntary recruitment. Teachers who volunteer to participate in CoPs show a greater level
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of commitment (Langelier 2005). Some teachers, however, are very hesitant regarding this new
work approach and are forced by many school principals into the CoP based on the consensus
of the other members in favour of this learning endeavour. After all, consensus does not signify
unanimity (DuFour & Eaker 1998), and the leader must at times go against the opinion of some
people. Ethically speaking, recruitment on a voluntary basis or by consensus clearly demonstrates
a sharing of the leadership role. Members have the choice of participating in the CoP and those not
in favour understand that the decision is adopted by the other staff members and not only by the
principal. It is thus the duty of the principal to see that the others respect collective decisions. This
specific action is associated with the dimension of justice.
Defining the roles

DuFour et al. (2008) underlined the importance of clarifying each role within the CoP as well as
what is expected of each member. Shared leadership determines which role goes to which person.
The choice of leader in the CoP essentially depends on the will of the members. The school leaders
participating in this study described leaving this decision up to the members; some members took
notes, others moderated, and so on. This mode of operation involves two dimensions of ethical
leadership: shared leadership and role clarification. Many participants stated that the different roles
of the members are not cast in stone and are revised from time to time to be fair in terms of the
distribution of responsibilities among the members. None of the teachers participating in this study
expressed dissatisfaction with a monopolisation of a role by another member. CoP members must
at all times know the answer to the question: What is expected of me?
Establishing a Climate of Collaboration

As they reflect on their practice and in the accomplishment of their collective objectives, CoP
members are free to organise the tasks before them. The presence of a climate of collaboration
(DuFour & Eaker 1998) constitutes a sine qua non condition and translates into dynamic discussions
among the members who expose elements of their practice, explore solutions and decide as a group.
Sharing the practice. The notion that the teacher is the sole master of their class and that no one
should judge or critique what they do is questioned in the CoP setting. Several of the principals we
interviewed affirmed that working in a CoP required that the members be open-minded and that
the notion of the teacher who acts alone disappears through the collective actions of the community.
One teacher added: ‘We feel validated when we share with them. To see that someone wants to try
what I do in class makes me feel good.’ [Participant 2, teacher]. Contributing to the introduction
of change in the practice is a source of great satisfaction for the members. This collaborative effort
enables each member to not only actively participate in the discussions but also to welcome
innovation within the practice, thus demonstrating shared leadership.

Focused intervention. What goes on within the CoP is often divided into equal parts to ensure a better
distribution of the efforts and a less daunting task for each member. Several participants mentioned
the idea of dividing the groups of students differently so as to better focus their interventions: ‘At
one point we said to ourselves that to focus more on our students’ needs, we had to separate our
interventions into blocks, which meant opening up our groups. Two teachers could work with the
average students, […] while two other teachers could work with students who needed more help.’
[Participant 10, principal]. This statement shows the presence of justice in the division of duties
that are distributed equally among the members. This division enables a greater use of resources,
concentrates efforts toward certain students, and helps define the roles and responsibilities. Shared
leadership thus enables the CoP to modify the group-classes and to direct the learning activities
more coherently.
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Decide as a group. Some leaders prefer to consult with the members before deciding: ‘We ask them
whether they find this work element to be very relevant, more or less relevant, or not at all relevant
[… ]. Then, by means of a survey, the members determine the meeting.’ [Participant 7, principal].
Their preoccupations are thus brought to light through consultation and the agenda is drawn up
by the members, which expresses a sharing of leadership.

CoP activities are also solidly based on the results of diagnostic assessments developed by its
members: ‘[W]e conducted these evaluations and from these data, we could better estimate where
the particularities or difficulties of the students were. Our interventions then became more specific.’
[Participant 6, principal]. The personal interest of the members addresses the real needs of the
students, which gives direction to the elements on which the CoP members will work. This aspect
fits into the dimension of ethical leadership in terms of shared decisional power and justice in the
objective choice of direction of the CoP based on the results of their evaluation methods.

The Ethics of the Conflict Mediator
In a community of practice, tensions, concerns and irritants may arise. In this perspective, as seen
in Table 2, the leader adopts the role of mediator (Hord & Sommers 2008) to manage conflict and to
take care of the community and its members.
Caring for the community

Community activities do face challenges. When this happens, the leader must quickly address the
problem and provide constant supervision for the members: ‘What can the principal do to help
you?’ [Participant 2, principal].

One participant mentioned having solved the problem of the conversation being monopolised by
using what they referred to as ‘the talking stick’. Only the person holding the stick is authorised
to speak, which allows for a better distribution during discussions. The observed behaviours are
consistent with the dimension of justice, as the interventions are intended to see that everyone
respects the rules of operation on two levels: a fair distribution of the right to speak, and the
possibility for each member to participate. As a result, there is a greater level of caring (solicitude)
for the community and its members because they are more attentive to each other and to their
respective issues. The ethical leader is also interested in the atmosphere within the community
and employs techniques to make this environment more agreeable: ‘At one point, I remember that
we said that at each meeting, someone would bring a snack. This made them laugh. You have
to relax the atmosphere.’ [Participant 10, principal]. Gestures as simple as this make for a more
positive environment. CoP leadership demonstrates the ethical dimension in showing care, as
school leaders are preoccupied with ‘taking care’ of the community and its climate, to enable its
members to evolve with dignity.
Caring for the person

Not all community members demonstrate the same level of ease in terms of participation and
sharing. Some fear that they may come across as out of date in the eyes of the other members. These
are negative perceptions for the CoP. Contrary to relational difficulties among members which
manifest themselves as palpable tension that sooner or later reaches the ears of the other members,
these doubts are more subtle and call for specific attention. The following is how one teacher
described her intervention toward members who found it difficult to participate in discussions:
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This is what I tried in my classroom. Do you have other things to propose that have already
worked for you? When they see the interest we have in them, trust is established. We see
that the interest in sharing is there, more than ever. […] they see that even if I am fresh
out of university, I still want to know how what goes on in their classroom, they become
interested and feel validated […]. [Participant 2, teacher]

Being interested in the other person, in what they may have to say on the subject, and in their own
experience in the practice encourages the desire to share. The interest shown by this teacher toward
her more experienced colleagues who had difficulty evolving in the community setting made it
possible to validate their practice and attenuate their reticence. The members want to learn more
about each other. The manner in which the CoP members eliminate these hesitations by attentively
listening to the shows a caring approach (solicitude).
Caring for the students

The community also focuses on the students. The perspective of its members allows for a more
personal approach. For example, a community must decide the future of a particular student in
the school: ‘The principal […] is guided by the teachers who work with this student every day, and
sometimes by the social worker who has more personal elements […] to contribute, which helps
us be better equipped with regard to a student.’ [Participant 11, principal]. Through their diverse
points of view, the community enables the members to examine individuality over categorisation
and ‘mass’ management, which in turn enables a differentiation and an element of caring. This is a
clear demonstration of solicitude toward the students as well as a sharing of leadership with regard
to important decisions. The CoP members combine their perceptions, bring to light the students’
personal challenges, and participate in decisions in their regard.

Ethics of the Agent for Change and Supporter of Innovation
The principal must be the primary agent for change within their school. This role is amplified
when working with the CoP. This translates into providing the necessary resources to the CoP and
fostering profound changes in the organisational culture of the school (Hord & Sommers 2008)
(Table 2).
Providing resources

In this context, the principal must respond to specific needs of the CoP by providing the necessary
resources (temporal, human, etc.). Organising the work in a CoP calls for a specific scheduled
meetings and work-related activities (DuFour & Eaker 1998). Time must be set aside in the
teachers’ normal work day to attend meetings and to work on the goals or projects of the CoP.
According to many school leaders, the community is provided with the appropriate amount of
time during normal work hours to pursue their collaborative activities in the CoP and accomplish
the determined tasks.
Human and material resources are vital to the CoP, which is why school heads must not only allow
their staff to be available to work in group activities during normal work hours, but also provide
what is needed to reach their goals (Hord & Sommers 2008).
Changing the organisational culture

The organisational culture determines the structure and reflects the personality of an organisation
(Bergeron 1989). In these communities, changes to this culture are both numerous (Hord & Sommers
2008) and welcomed.
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Collaboration. The climate of collaboration (DuFour & Eaker 1998) established by the principal
through communities of practice dramatically transforms the organisational environment
by encouraging contact and exchange between members and by fostering a greater sense of
empowerment. The creation of collaborations between members is thus facilitated. This in turn
contributes to popularising the idea that members working together have greater power in seeking
the knowledge and resources they need. The resulting network works with a shared leadership
that reinforces the action capacity of the members through a larger number of contacts with peers
which are sustained beyond the CoP meetings.
Collaboration thus becomes an accepted work method within the institution. ‘People got used
to sharing, so that’s what we see in other school duties. It means that it’s a good thing, because
our project […] people contribute and get together and discuss things the way way they do in
the learning community.’ [Participant 8, principal]. Because of what is going on in the CoP, these
collaborations become not only more frequent but natural within the school. Leadership is therefore
shared through collaboration among the employees who, over time, will use this approach more
often and more effectively throughout their work environment. In creating communities of practice,
the principal transforms and improves the organisational culture of the school, which confirms the
impact of ethical leadership.

Trust. The spirit of collaboration promotes the emergence of a greater sense of trust between the
principal and the teachers, which is highly beneficial (Hord & Sommers 2008). As a result, teacher
supervision practices become more supple, timely and impromptu, and are not feared by the
personnel. One principal explained that because of the trust developed between them and their
teachers during the CoP sessions, the latter were more accepting of ‘surprise’ visits in class. In this
manner, the principal has a clearer picture of the learning activities going on in each individual
class. Pedagogical practices become more transparent and are more easily exposed and discussed
during CoP meetings. In terms of ethical leadership, the dimension of integrity is present through
the established trust that favours dialogue which is more active, intense and transparent, and the
wide perspective is evidenced in the extension of trust beyond the CoP to the rest of the school.
Celebrating success. Efforts and results must be officially acknowledged (DuFour & Eaker 2008) to
‘motivate the troops’. By celebrating achievement, school leaders show their satisfaction with the
accomplishments, efforts and positive outcomes of community collaborations. Several principals
who participated in our study organised parties to celebrate the successes of their teachers and their
CoPs. This practice demonstrates justice, as the principal recognises the efforts of those teachers
who have achieved success according to the principal’s expectations.
Exercising solicitude. In some CoPs, the focus on the students becomes systemic. One principal and
their CoP enabled a student with financial difficulties to complete her education:

For example, one student was going to fail her Health class because she was not able to
perform her injections or blood work because of her poor vision, and she did not have
the money to pay for an eye exam and glasses. The Foundation paid this for her […] she
continued and she graduated. So it’s all these things we discover when doing follow-up
meetings like that. Asking questions, believing in the student, it’s all worth it. [Participant
11, principal].

In this case, the community of practice enabled its members to directly address the issue of poverty
in the school. In terms of ethical leadership, the caring attitude of the CoP for the student led its
members to implement change by creating a foundation with the sole objective of caring for a
student. Here, ‘taking care’ became systemic. As for the wide perspective, this is observed in the
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desire to have an effect on socioeconomical characteristics reaching beyond the four walls of the
school. Community of practice activities thus have a global influence on the lives of their students.

Discussion and Conclusion

Our results show that a school leader who is more ethically active and transparent works well
with a community of practice approach. Numerous interventions to foster ethical leadership are
proposed in this study. As reported here, principals have more than one role (communicator, coach
and collaboration facilitator, conflict mediator, agent for change and supporter of innovation)
(Hord & Sommers 2008) and each one manifests elements of ethical leadership (Kalshoven et al.
2011) (see Table 2).
The ethics of the communicator pertains to actively communicating the activities of the CoP to
the rest of the school’s staff. The principal is a key figure for this project and seeks to promote
the community approach. The exemplary principal emphasises the mission, defines the vision
(DuFour & Eaker 1998) and divides their attention between encouraging values and demystifying
the concept of the community of practice and its most significant characteristics. The ethical school
leader also uses modelling (Hord & Sommers 2008) by not only promoting the CoP but also setting
an example by participating in one. The role of communicator is thus characterised by ethical
leadership, integrity, shared leadership, the clarification of roles and justice.

The ethics of the principal as a collaborator and a coach involves both the sharing of leadership
and coaching actions within the CoP by favouring empowerment within the group. This setting
(Wenger 1998) encourages negotiation and collaboration between the members in terms of
procedures and methodologies. Backed by the principal, the CoP is thus able to decide how it
will work by determining the roles of each member and by recruiting members on a voluntary or
determined basis (DuFour & Eaker 2008). The ethical principal also encourages and contributes to
a climate of close collaboration with the members (DuFour & Eaker 1998) in promoting teamwork
and collective decision-making within the CoP. This role is thus characterised by shared leadership,
justice, integrity and a clarification of roles.
The ethics of the conflict mediator demonstrates the helping aspect in the resolution of conflict and
challenges that arise within the CoP (Hord & Sommers 2008). To do so, the principal listens to the
members, is abreast of any issues within the community, and pays close attention to those involved.
There is thus the presence of caring (solicitude), fairness and shared leadership.

Finally, as an agent for change and supporter of innovation, the exemplary principal uses ethics
to facilitate and support change in regard to the activities and projects of the school’s CoPs. Hord
and Sommers (2008) showed the importance of providing the CoP with the necessary means to
accomplish its goals. These authors, as well as DuFour and Eaker (1998), affirm that school leaders
who participate in their CoP have a greater influence on the organisational culture of their school
by not only making available the appropriate temporal and human resources, but also improving
the school climate by encouraging collaboration, trust, positive reinforcement and a more caring
attitude toward the students. Integrity, solicitude (caring), shared leadership, justice and a wider
perspective characterise this role.

In conclusion, this study confirms that ethical leadership within a community of practice is possible.
Indeed, school principals are shown to demonstrate these characteristics, as the theoretical model
described in this study is evident in the introduction of CoPs in the school setting. The professional
learning communities thus constitute a powerful venue for a more ethical approach within
organisations.
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Education Policy and Social Justice:
The Experience of South African School
Principals
Margaret Turnbull

Abstract: This research sought to provide insight into how school principals make sense of and promote social
justice in their schools in South Africa. Data from interviews with principals and staff in one province reveal
their interpretation of social justice and the leadership frameworks which appear to support the delivery of
social justice. They also reveal how principals’ efforts to promote social justice are constrained by government
policies and individuals’ ability and understanding, at a national or provincial level, and the influence of the
community surrounding the school on their attempts to promote social justice. Furthermore, the data indicate
that despite principals’ attempts to promote social justice, the school context together with external political
and economic factors significantly constrain their successes. Hence education in South Africa continues to
struggle to deliver social justice to the majority of learners.

Introduction

This research explored what principals do, why they do it and how their actions are influenced by
the context within which they work, in the public (government-funded schools) and independent
sectors. A range of literature has explored the inequalities in education caused by apartheid and the
inequalities that still remain (Shields 2009; Christie 2010). However, there has been little research
providing a voice for principals, who are attempting to make sense of policy and take action to
promote social justice in their schools (Vally et al. 2010).

The context in South Africa is extremely relevant to understanding the importance of social justice.
The Nationalist government, in power from 1948 to 1994, implemented a programme of apartheid
– a legal system of separating races politically and socially – which subjugated the non-white
population. Following the democratic elections of 1994, the importance of promoting social justice
in South Africa post-apartheid was established in the Constitution (1996). The role of education in
delivering the Constitution’s intentions was set out in the White Paper on Education (Department
of Education 1995), and in subsequent White Papers and policy documents.

The two concepts underpinning the study are complex. The first is social justice, which may be
interpreted in a range of ways. It can be seen in terms of the distribution of wealth and tangible
goods, acknowledging that the promotion of social justice requires the recognition of equitable
provision for the most needy (Miller 1970; Rawls 1999). However, Young (1990) and Gewirtz (2002)
raise the need to consider various relationships within an institution or organisation and through
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these, to consider social justice in terms of the distribution of power. Fraser (1995) and Cribb &
Gewirtz (2003) raise the cultural aspect of social justice, which emerges from an exploration of its
relational aspect and is especially relevant in post-apartheid South Africa. The second concept is
that of leadership, a complex and even contested concept (Coles & Southworth 2005). A number
of different frameworks of leadership which support the promotion of social justice are identified,
including transformational leadership (Leithwood et al. 1999), transformative leadership (Shields
2009), moral and servant leadership (Sergiovanni 1992) and the African philosophy of Ubuntu
(Mbigi 2000; Mogadime et al. 2010).

Bell & Stevenson’s (2006) four-part model of policy creation and implementation provides an
appropriate theoretical framework to explore policy, from formation through to implementation,
in individual institutions. Policy is important as principals work within the national context of
education set out in policy, as well as the local context which will shape their ability or desire
to promote the policy (Wong 2002). Thus they do not operate in a vacuum; they interpret and
implement policy made at the national level and mediated and administered at a local level. As the
Ministry of Education and the provincial departments refer to headteachers as ‘principals’, teachers
as ‘educators’ and students as ‘learners’, these terms are used throughout this paper. In addition,
the terms ‘white’, ‘black’, and ‘coloured’, commonly used by the entire sample to describe different
racial groups, are used.

National Context

Education during apartheid was, for the vast majority of the population, only deemed necessary
to prepare them for manual or service employment. According to the former South African
Nationalist Minister of Native Affairs, Hendrik Verwoerd: ‘There is no place for [the black
population] in the European community above the level of certain forms of labour’ (Christie 1986:
12). The inequalities built into this system of education left a legacy of unequal funding, provision
and training of teaching staff (Shields 2009). Furthermore, the breakdown of teaching and learning
that took place during the political and social struggles in South Africa between 1970 and 1990
changed the culture of learning in township schools, impacting on attendance, punctuality and
attitudes to learning for both learners and educators (Ngcobo & Tikly 2010).

Prior to the democratic elections of 1994, the White Paper Reconstruction and Development Programme
(RDP) (Ministry of the Office of the President1994) was prepared by the African National Congress
(ANC), under the leadership of Nelson Mandela, in conjunction with Alliance partners, other mass
organisations and wider society. This document set the political agenda for the ANC following
apartheid, with the delivery of social justice at its core (Sayed 2002). The importance of education
in the move to a socially just, democratic society was highlighted, and education and training
were identified as a crucial aspect of developing human resources. The Constitution placed the
provision of social justice at the centre of change in South Africa post 1994, identifying the intention
to establish ‘a society based on democratic values, social justice and fundamental human rights’
(Constitution of the Republic of South Africa 1996: Chapter 2). The Constitution enshrined the
rights of all people in the country, affirming the democratic values of human dignity, equality and
freedom, and identified the right of every individual in South Africa to basic education with equal
access to educational institutions.
The intentions of the RDP (1994) and the Constitution (1996) concerning education were set out
in a number of White Papers and policy documents, beginning with the White Paper on Education
and Training (Department of Education 1995) which identified the changes needed to provide a
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system of education for all. The South African Schools Act (SASA) (Department of Education 1996a)
identified two major developments needed in education to promote social justice: raising standards
and promoting local democracy through the formal structures of the school and through informal
education (Bush & Heystek 2006). To enhance the quality of education and raise standards, schools
were encouraged to raise additional funds, including setting school fees. The National Education
Policy Act and the amendments passed in 1997 and 1999 (Department of Education 1996c, 1997,
1999) made it clear that education was to contribute to the personal development of each learner, to
the moral social, cultural, political and economic development of the nation, and also to promoting
democracy (Barry 2006).
The National Norms and Standards for School Funding (NNSSF) (Department of Education 1998)
reaffirmed the responsibility of public schools to improve the quality of education by raising
additional resources, including school fees, whilst setting out criteria for parents to apply for fee
exemption. However, both the NNSSF and a later amendment to the Act recognised that school
fees advantage ex-Model C schools in middle-class areas and disadvantage township schools in
poor communities that are unable to raise the same levels of funding, leading to ‘large classes,
deplorable physical conditions, and absence of learning resources’ (Department of Education 1998:
Part 47, 2006).
Thus there still remains a vast difference between independent, formerly all-white public schools
and township schools, notably in the quality of the environment, the quality of resources and the
quality of teaching (Bush 2007; Christie 2010). Government data confirm that South Africa has failed
to raise the performance of historically disadvantaged learners. The results of these groups remain
low, whilst learners from ex-Model C and independent schools achieve high academic standards
at matriculation (the final secondary state examination) and move on to forms of higher education
(Ngcobo & Tikly 2010).
At the same time, the demise of apartheid saw principals move from an authoritarian and
centralised state-run education system, where they were regarded as managers, to one where they
were expected to act autonomously and to be leaders, supporting the government’s delivery of
change (Christie 2010). In 2006 a draft document identified principals as leading professionals
crucial to meeting the transformational goals of South African education (Department of Education
2006).

Local Context

The specific context of the research was the education system in South Africa, both public and
independent. The Ministry of Basic Education has responsibility for education nationally, including
the curriculum, management support, learner support and operations (Department of Education
2010). The oversight of implementation and the administrative responsibility lie with the nine
provinces of South Africa which have their own education departments, each with a number of
district offices providing the link between the Department of Education, the educational institutions
and the public, with each district having no more than ten circuits (or sub-divisions). The role of
the circuit is to support the principals, management teams and governors, to monitor effective
management and administration, to establish lines of communication and to prepare relevant
strategic plans to meet the goals of the provincial education departments.

At a school level, South Africa is acknowledged to have one of the most diverse education systems
in the world (Bush 2007). There are three main types of school: two types of public school (ex-Model
C and township schools) and independent schools, overseen and accredited by the government
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through the Quality Assurance of Assessment Unit, which is one branch of Umalusi, the Council
for Quality Assurance in General and Further Education and Training.

Model C schools emerged in the 1990s, receiving state funding only for their staff and allowed
to determine their own admission policies, including admitting black students (Hofmeyr 2000).
After 1994 these schools became known as ex-Model C schools. Township schools fall into two
categories. Urban schools based in the suburbs of large townships established under apartheid to
be ‘within easy transport distance of the city’ but at an ‘adequate distance from white areas’ and to
serve industrial sites and the white community (Williams 2000: 167) are now mostly provided with
the basic facilities of water, electricity and sanitation. Rural township schools, further away from
previously white-only communities, do not always have access to all, or any, of the basic facilities
and may have limited buildings (Bush 2007; Shields 2009).
Funding for public schools is determined by the quintile system which places the schools in one of
five bands determined by the level of poverty of the community in the geographic area surrounding
the school, national census data, household data on income, and the unemployment and literacy
rates in the community. The most disadvantaged schools in quintile 1 receive approximately seven
times more than schools in quintile 5 (HSRC 2009). However, in 2009 the Human Sciences Research
Council (HSRC) and the Treasury (Chamane 2009) reported that the criteria applied to identify
the quintile band for each school has not worked effectively, resulting in seriously disadvantaged
schools being assigned to the middle quintiles (Idasa 2008). In addition, public schools are expected
to charge school fees to enhance facilities (Department of Education 1996a). In 2009, schools in
quintiles 1 and 2 were identified as no-fee schools, as a result of the inability of most parents to pay
any school fee set (Department of Education 2009).

Methodology

The aim of the study was to explore how educational leaders in schools in South Africa make sense
of government policy relating to social justice and identify the actions they take to implement that
policy. Five specific questions were identified which would allow the overall research aim to be
fulfilled:
•
•
•
•
•

What are the expectations placed on schools by government policies to provide social
justice?
How do school leaders understand the concept of social justice, and make sense of
the political agenda of social justice, in schools in the independent and public sectors?
What are the contextual issues that shape the action they take?

In what ways do principals take specific action to promote social justice?
What is the impact of these actions?

To answer these questions an interpretive/constructionist framework was applied placing the
researcher within, rather than separate from, the research topic, as meaning would come from
interaction between the researcher and the participants (Scott & Usher 1999). This approach met
the intention of the research, gave a voice to the participants and recognised contextual issues
as an important element in shaping understanding (Bassey 2007). The data for this qualitative
research were firstly gathered from documentary evidence which identified the government’s
intentions of how, post 1994, education would support the promotion of social justice, recognising
that documents needed to be understood in the historical and cultural context of the processes of
negotiation and power-positioning that took place prior to publication (Bell & Stevenson, 2006).
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Semi-structured interviews provided the second source of data. They were used to collect data on
the principals’ perceptions of their actions in order to understand the ‘how’ and ‘why’ of what has
taken place from the participants’ perception (Yin 1994), facilitating the collection of comparable
data. The interviews also provided opportunities to support the construction of meaning between
interviewer and interviewee (Scott & Usher 1999). In addition, the use of semi-structured interviews
with school staff provided a means of cross-checking the data provided by the principals (Bush
2002).

Sample

The sample was small – seven schools, five of which were known to the researcher. Purposive
sampling was applied as the knowledge sought required a level of openness resulting from
trust gained over time. The sample, though small, was sufficient to represent the three types of
school found in South Africa – independent, ex-Model C and township – and was representative
of the population in the area where the research was undertaken (Fogelman & Comber 2007), at
the same time providing participants that were able to meet the needs of the study by supplying
the evidence (Boeije 2010). The educators interviewed were identified using stratified sampling,
chosen to enable one senior educator and two heads of department to be selected from each school
(Pole & Lampard 2002). This method was used in all but one of the schools, where the principal
selected a senior educator and one head of department.

The facilities of the independent schools in the sample equated to any private school in England, with
small class sizes of 15 to 20 and extensive additional facilities including sports fields, a swimming
pool, a library, computer facilities and a theatre. The ex-Model C schools were equipped to a high
standard with class sizes of 25 to 30 and a library, computer facilities and extensive sports facilities.
In contrast, the urban township school had class sizes of 50 to 70, a small library which was almost
void of books, no computer facilities, no recreational space and no sport fields or equipment; it did
have electricity in the classrooms and the area of the school was concreted. The rural township
schools also had large class sizes; one did not have sufficient classrooms for the number of learners,
increasing the class sizes further. One had a small library, less than half the size of a classroom, but
the other did not have space for a library. Both had single story buildings of brick and concrete in
an earth surround, which resulted in dirt constantly blowing or being walked into the classroom.
Neither had electricity in all classrooms.

Findings
Principals Understanding of Social Justice
All principals initially described social justice in terms of distribution, referring to the need to
provide equality of opportunity within their institutions through a fair distribution of resources,
and providing for those most in need (Miller 1970; Rawls 1999). However, all principals redefined
promoting this aspect of social justice to mean providing a high quality of education, which would
enable learners to achieve their academic potential. The ex-Model C principals also identified their
need to promote social justice through the distribution of resources to provide additional English
for the most needy black learners. However, both principals acknowledged that the support the
school was able to provide was insufficient. They saw that they were faced with the moral dilemma
of balancing the needs of the whole school against providing additional support for those most
in need (Stevenson 2007). For the township principals, the distributional aspect of social justice
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included the provision of food for AIDS orphans and the poorest learners, who would otherwise
have nothing to eat during the day and be unable to learn (Barry 2005).
Principals also described social justice in terms of cultural justice (Gewirtz 2002; Cribb & Gewirtz
2003). Here a clear difference emerged between the previously white schools and the township
schools. For the former, cultural justice involved the recognition and celebration of the different
cultures in their schools and an intention to increase the number of non-white learners and
educators in their schools:
We annually have a cultural evening, headed up by the department where they celebrate
their culture in all sorts of different ways. (Deborah)

This approach, however, raised the differences between the racial groups rather than seeking
transformative action to ‘blur’ group differences (Fraser 1995). The township principals, with an all
black population, interpreted cultural justice as providing learners with educational opportunities
similar to those of learners in ex-Model C schools, providing them with some level of equality of
opportunity:
[W]e feel that we need to provide our learners with subjects that will make them
employable. We need to provide […] subjects that mean even if they are not employed
they can create job opportunities for themselves. (Fergus)

They reported their approach to cultural justice, including extra-mural activities and raising the
self-esteem of black and coloured learners, thus supporting their primary means of promoting
social justice through the quality of education they were able to provide. All but one principal also
raised relational justice, including the distribution of power (Young 1990; Gewirtz 2002), as a further
aspect of social justice taking place through shared decision-making and established through
different meeting structures, which also met the government’s aim to use schools to promote local
democracy (Bush & Heystek 2006). The principals acknowledged that their understanding of
social justice clashed at times with government policy (Cribb & Gewirtz 2003) and accepted that
their aspirations and intentions regarding social justice were not always achieved.

Contextual Issues Facing the Principals
The principals raised a number of contextual issues affecting their ability to apply legislation
supporting the promotion of social justice, or to meet the principles of social justice they held. The
first of these was the origin of the school and its position. Post 1994, the location of public schools still
determines the community surrounding the school which, for the most part, reflects the divisions
in society established under apartheid. Thus township schools serve black learners from the local
populations, which suffer from high levels of unemployment or low-paid employment and a
high percentage of AIDS orphans. In contrast, ex-Model C schools, located in areas previously
reserved for the white population, have a mainly white cohort with a growing black and coloured
population whose families now live within the catchment of the school or who come from the
township but are affluent enough to pay school fees.
The second contextual issue raised was that of funding. Public schools are funded through the
quintile system designed to redress the inequalities of distribution in education, but which is seen
to be failing in part due to the fact that the criteria applied to identify a school’s band have not
been amended as the population distribution has changed, as acknowledged by the government
(Chamane 2009; HSRC 2009). Further, the funding received by township schools only provides for
the basic needs of the school, falling short of the funding provided for white-only schools during
apartheid. Thus the most deprived schools retain high class sizes and poor facilities.
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Principals identified that this was exacerbated by government policy that schools should set
school fees to improve the quality of education. The ability of ex-Model C schools to raise fees
and the inability of township schools to do the same has maintained, if not increased, inequality,
as acknowledged in legislation (Department of Education 1998: Pt 47; Department of Education
2006). The introduction of partial or full exemptions from school fees and the introduction of no-fee
schools in the poorest areas has not changed the disadvantage experienced by township principals,
as there has been no significant additional funding to replace the school fees needed.
Thus the inequality in educational provision in public schools was maintained, resulting in a twotier public education system rather than a single system of public education providing equality of
opportunity. The community surrounding the school had little effect on any decisions or actions
taken by the independent schools regarding social justice, as the learners came from a wider area
self-selected according to their ability to pay the fees

Third, the principals identified the capacity of the Ministry of Basic Education and the provincial
education department as having a significant influence on their attempts to promote social justice.
Legislation was seen to lack guidance or outcomes and this, in conjunction with the poor quality
of provision in township schools, at times made legislation impossible to implement. This was
exacerbated by the inability of the provincial education department to provide support or training
for government-introduced changes, leaving principals, especially in township, feeling isolated.
The ex-Model C schools had the resources to employ external consultants. The lack of capacity
at the provincial education department caused the greatest challenge in those township schools
categorised as Section 20 schools, where all funding is held by the Department of Education. The
Department dealt with requisitions very slowly or not at all, resulting in telephones being cut off
and furniture ordered through the Department not being delivered; the possibility of corruption
within the Department was even identified. One township principal raised that one difficulty
when dealing with the provincial education department was the fact that employees had moved
their children out of township schools and therefore had no personal interest in ensuring that the
quality of education improved in these schools.
The government recognised the challenges inherent in education, with its legacy of unequal
funding and training of educators which had resulted in many township schools without basic
facilities, sufficient buildings, equipment or materials (Department of Education 1996b, 1996c).
However, the effect of this inequality appears not to have been recognised when determining the
ability of the principals to apply the legislation. Thus the lack of guidance or support at the national
and provincial level left principals to rely on their personal beliefs when taking action to promote
social justice.

Fracture between Organisational Principles and Action
The principals identified a number of organisational principles they held regarding the promotion
of social justice (Bell & Stevenson 2006):
•

open access of learners regardless of race

•

the need to increase the appointment of non-white educators (identified by the
mainly white schools)

•

provision of the highest quality education possible
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•

sharing of decision-making as a means of providing opportunities for others to
participate in the power structure (Young 1990; Gewirtz 2002) and promoting local
democracy.

Though all principals stated their intentions to promote social justice through meeting these
organisational principles, they identified that context significantly affected their ability to fulfil
them. The ex-Model C schools, positioned in largely white, middle-class areas, were able to
maintain their levels of staffing and resources during apartheid through the use of school fees.
However, they faced the white community’s belief that increasing the racial mix in a school would
lead to a drop in standards, which had led to white parents in other schools, where the number
of non-white children had increased to over one third, moving their children to schools with a
small percentage of black or coloured learners. This appears to reflect an underlying racism that
is continuing to influence the promotion of social justice in education, as raised by Shields (2009).
Both ex-Model C school principals feared that the increase in black or coloured learners would lead
to a loss of white learners and possibly an increase in the number of parents unable to pay school
fees, thus reducing the ability of the school to maintain current standards of staffing, materials and
equipment. Therefore, despite their organisational principle to increase non-white learners, both
were extremely concerned about increasing the percentage of black learners. Open access was
interpreted as admitting black learners from within their catchment areas, with limited attempts to
provide places for other township learners. For township principals, open access resulted in only
black learners, most with parents unable to pay school fees. Further, the more affluent parents sent
their children to ex-Model C schools for a better education. The independent principals admitted
learners of any race if they were able to pay the school fees. However, one of these principals
actively sought to provide places for able black learners through bursaries from the primary level
and changing the admissions policy of the school to support the admission of more such learners.
Three of the independent and ex-Model C principals who wished to increase the number of black
educators employed were overtaken by their primary interpretation that social justice required
the provision of the best education possible in their institution, requiring the employment of the
most able educators which were perceived to be mainly white. The township principals receiving
applications only from black educators also sought to appoint the most able individuals. However,
the lack of white educators applying for township schools and the limited appointment of black
educators in ex-Model C schools maintained the division between the two types of public school.
In the independent schools, one principal did not express the need to employ black educators.
However, the other principal, acknowledging that insufficient black educators were employed, had
introduced internships as a means of developing black educators for employment in the school or
anywhere else in the country. For her, the employment of more black educators was a moral duty,
reflecting relational and cultural justice (Gewirtz 2002; Cribb and Gewirtz 2003).

Styles of Leadership Relation to Social Justice Beliefs and Action
The differences in the personal beliefs of the principals regarding social justice was reflected in the
different styles of leadership they applied. Leadership was a new experience for the principals,
since their role had changed from that of manager during apartheid to that of leader post 1994
(Department of Education 2005; Christie 2010). Their individual leadership styles, shaped both by
national and provincial pressures and local circumstances (Davies 2005; Ngcobo & Tikly 2010), in
turn shaped their approach to social justice.
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An exploration of the different approaches to leadership taken by the principals in the study
revealed links between their stance in promoting social justice, the style of leadership they employ
and the leadership frameworks most representative of this style, presented in the typology shown
in Table 1.
Table 1: Typology
Stance taken to social justice

Style of leadership

• Felt morally obligated to
address social justice

• Beliefs and values take a high
priority

• Takes action to address social
justice in the school and
community

• Vocalises racial issues of social
justice

• Takes action to change the status
• Shares the need to deliver social
quo re. social justice
justice with others
• Sharing the vision and decision-

Leadership
framework

Transformative
Moral/servant
Ubuntu

making with the school and
community is important

• Recognises an obligation to
deliver social justice

• Providing the best education
is perceived as the means of
delivering social justice

• Beliefs and values regarding social
justice do not always take priority
over meeting the school’s needs

• Recognises there are racial issues
regarding social justice in South
Africa

• Shares the vision through the
culture established in the school • Actions focused on maximising
learning

Transformational

• Involve staff in decision-making

• Recognises the state’s
expectation regarding social
justice

• Focused on addressing social
justice for students within the
school
• Vision shared through school
culture and expectations.
• Recognises the state’s
expectations of social justice

• Felt unable to take any specific
action to deliver social justice

• Beliefs and values focus on the
institution

• Actions relate to delivering social
justice to the students in the school

• Decision-making limited to a small
group.

• Limited vision shared with the
staff

• Basic decisions shared but not
enforced

Transactional

The management
stance of the national
government
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Bell and Stevenson’s model
The framework relating to the development of policy from formation to implementation provided by
Bell & Stevenson (2006) was applied to support the analysis. This hierarchical policy model consists
of two sections. The first, policy formation, has two levels: socio-political environment followed by
strategic direction. The second section, policy implementation, also has two levels: organisational
principles, and operational practices and procedures. The framework acknowledges that the
economic, social and political context will influence the process. However, the framework fails to
identify the significance, throughout the policy process, of the external contextual issues – first, if
they are not understood or recognised during policy formation, and second, during the two levels
of implementation where the context of the institution may skew its intended implementation of
policy, leading to a fracture between the two levels as revealed in the analysis of the current research.
At the national or provincial level in South Africa, the question is whether there is the ability
to engage in some way in the ‘operational practices’ stage, where the detailed organisational
arrangements to enable the policy to be implemented are put in place. Bisschoff & Mathye (2009)
contend that when policy is not implemented in South Africa, the government often moves on to
the next challenge. At a school level it could be argued that the context of the individual school has
a greater influence on the entire policy process than Bell & Stevenson (2006) would suggest.

Conclusion

The findings reveal that the principals in the study sought to apply different interpretations of
social justice as revealed by Miller (1970), Young (1990), Rawls (1999), Gewirtz (2002) and Cribb &
Gewirtz (2003). However, the contextual factors in South Africa, at both the macro and micro level,
significantly influence the principals’ interpretation and implementation of any policies relating to
social justice and their ability to promote it, leading to a reinterpretation of the concept. In terms of
distribution, the principals in the study saw the primary means of promoting social justice as the
provision of a high quality education, enabling learners to achieve their academic potential. The
township principals reinterpreted cultural justice to mean the provision of as many as possible of
the experiences and opportunities provided in the ex-Model C schools. Further, though intended
to support the promotion of social justice, the lack of outcomes or guidance in government policies,
and the lack of capacity at the national and provincial levels, are not only failing to address
inequality in public schools but continue to increase divisions in the provision of education.
Nelson Mandela has argued that education is of great importance to South Africa; the country
cannot really develop unless its citizens are educated:

Education is the great engine of personal development. It is through education that the
daughter of a peasant can become a doctor […] that a child of farmworkers can become the
president of a great nation. It is what we make out of what we have, not what we are given,
that separates one person from another. (Mandela 1995: 194)

School principals have a role to play in that development through the promotion of social justice,
but the contextual situation of many schools that are disadvantaged because of the unequal
provision of resources, the poverty of the surrounding community and the implicit racism of the
white community, makes this almost impossible.
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The Influence of Teachers’ Perceived
Self-Efficacy and Role Impact on their
Preferences in Adopting Strategies to
Resolve Conflict Situations with Students
Natalia Pinchevsky and Ronit Bogler

Abstract: Conflicts between teachers and students are common in schools. The purpose of the current study is
to examine the influence of two dimensions of teacher empowerment – perceived self-efficacy and role impact –
on their preferences in adopting strategies to solve conflict situations with students. Israeli high school teachers
(N=624) responded to a close-ended questionnaire with scales which measured teachers’ conflict-solving
styles and perceived level of empowerment. Teachers’ perceptions of self-efficacy predicted positively the use
of the integrating, obliging, avoiding and compromising styles, whereas their perceptions of role impact in
school predicted negatively the use of the same conflict-solving styles. Furthermore, teachers’ perception of role
impact positively predicted the use of the dominating style. The study’s findings have implications for school
principals and teachers regarding the importance of perceived self-efficacy and role impact in influencing
teachers’ choice of conflict-solving styles.

Theoretical Framework

Conflicts naturally and normally occur in schools as a result of teachers’ interactions with various
role-partners involved in the educational processes, whether principals, peers, students or parents
(Cornille, Pestle & Vanwy 1999). The way teachers choose to resolve a conflict can either benefit
or harm their relationships with the role-partners and the outcomes of the educational processes.
Recognising the factors that affect teachers’ choices in adopting strategies to solve conflict situations
with students provides critical information regarding the potential methods available to teachers
who face this reality on a regular basis. The purpose of the current study is to examine the influence
of two dimensions of teacher empowerment – perceived self-efficacy and role impact – on their
preferences in adopting strategies to solve conflict situations with students. We focus on these
specific dimensions of teacher empowerment because both are connected with teachers’ ability
to either help students learn, as implied in self-efficacy (Short 1994), or to make a difference, as
indicated by impact (Moye, Henkin & Egley 2005). In contrast to other dimensions of teacher
empowerment – such as participation in decision-making, autonomy, job status and professional
development – which focus on teachers’ dependence on different factors at school (e.g. school
administration, colleagues, students or parents), teachers have significant control over their self-
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efficacy and role impact. They are able to develop their own abilities and thus increase perceived
levels of self-efficacy and impact. The findings of the current study highlight the importance of
teachers’ perceived levels of self-efficacy and role impact in their choice of conflict-solving style
when dealing with students’ behavioural problems.

Interpersonal Conflict
Conflict in school is pervasive: there are conflicts between teachers, between students, between
teachers and students, and between teachers and the administration (Maurer 1991; Binsfeld 2004;
Neely 2005). However, due to the nature of teacher-student interaction, which is more intense
and prolonged than teachers’ interaction with other role-partners, conflicts between teachers and
students seem to be the most frequent in schools.

Interpersonal conflict refers to disagreement or incompatibility between two or more organisational
members of the same or different hierarchical levels or units (Rahim 2002). There are various styles
for handling interpersonal conflicts (Rahim, 2011). The choice of style depends on numerous
factors, such as the nature of the conflict (Lin 2003), the issues that have led to the conflict situation
(Rahim 2011), the personality factors of a person involved in it (Antonioni 1998; Friedman, Tidd,
Currall & Tsai 2000), previous relationships between the sides immersed in the conflict and their
mental and social condition (Friedman et al. 2000). However, in general, teachers tend to select
certain styles rather than others (Cornille et al. 1999) despite all the factors mentioned above and
the fact that in some situations, one style may be more appropriate than another (Rahim 2002).
As Ting-Toomey, Oetzel & Yee-Jung (2001) mention, conflict styles present a general picture of an
individual’s communication orientation towards conflict and, on the whole, individuals have a
predominant conflict style.
Rahim (2002, 2011) defines five styles of handling interpersonal conflict: integrating, obliging,
dominating, avoiding and compromising.

The integrating style is also known as the problem-solving style. It emphasises rational considerations
and involves collaboration between the parties, namely, openness, exchange of information and
examination of differences to reach an effective solution that is acceptable to both parties (Rahim
& Bonoma 1979; Rahim, Buntzman & White 1999; Rahim, Manger & Shapiro 2000; Rahim 2002;
Brewer & Lam 2009).
The obliging style is also known as the accommodating style, and involves attempting to play down
the differences between the parties and emphasising commonalities to satisfy the concerns of the
other party (Rahim & Bonoma 1979; Rahim et al. 1999, 2000; Rahim 2002), focusing on shared points
of agreement (Brewer & Lam 2009).
The dominating style, also known as the competing style, has been identified with forceful behaviour
to win one’s position at any cost, including ignoring the needs and expectations of the other party
(Rahim & Bonoma 1979; Rahim et al. 2000; Rahim 2002).

The avoiding style is also known as the suppression style. It has been associated with withdrawal,
sidestepping, or ‘see no evil, hear no evil, speak no evil’ situations (Rahim et al. 1999, 2000;
Rahim 2002). Leaving a problem unresolved, postponing an issue until a better time or simply
withdrawing from a threatening situation are expressions of this style (Rahim et al. 2000; Rahim
2002, 2011; Brewer & Lam 2009).
The compromising style involves give-and-take or sharing, whereby both parties give up something
to come to a mutually acceptable decision (Rahim & Bonoma 1979; Rahim et al. 1999, 2000; Rahim
2002, 2011; Brewer & Lam 2009).
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The differentiation among the five styles is based on two main dimensions: concern for self and
concern for others. The integrating style represents high concern for self and others; the obliging style
represents low concern for self and high concern for others; the dominating style is characterised by
high concern for self and low concern for others; the avoiding style manifests low concern for self
and others; and the compromising style corresponds with intermediate levels of concern for self
and others (Rahim 2011). Rahim (2002: 217) presents a dual-concern model of the styles of handling
interpersonal conflict as represented in Figure 1.
Figure 1: The dual-concern model of the styles of handling interpersonal conflict

CONCERN FOR SELF

High

Low

Integrating

Obliging

Compromising
Low

CONCERN FOR OTHERS

High

Dominating

Avoiding

Source: Rahim (2002: 217).

Referring only to the dimension of ‘concern for others’, we can divide the styles into two groups:
the first contains the integrating, obliging and compromising styles, which are characterised by
high or intermediate concern for others; the second group includes the dominating and avoiding
styles, which are characterised by low concern for others.

Self-efficacy and Role Impact – Dimensions of Teacher Empowerment
Teacher empowerment is a widely discussed topic in the literature (Short 1992, 1994; Short &
Rinehart 1992; Klecker & Loadman 1996, 1998; Bogler & Somech 2004; Bogler 2005; Wan 2005;
Hemric, Shellman & Eury 2010; Lee, Hong-biao, Zhong-hua & Yu-le 2011). It is defined as a process
whereby teachers develop the competence to take charge of their own growth and resolve their
own problems, and as a belief or perception that teachers have the skills and knowledge to improve
a situation in which they are employed (Short 1992, 1994, 1998; Short & Greer 2002). Short &
Rinehart (1992) identify six empirically derived dimensions of teacher empowerment: involvement
in decision-making, teacher impact, teacher status, job autonomy, opportunities for professional
growth and teacher self-efficacy.
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The current paper focuses on the influence of two of these dimensions on teachers’ choices of
conflict-solving styles in conflict situations with students: self-efficacy and role impact. Since
teacher self-efficacy is defined as the extent to which a teacher believes that he or she is able to affect
school outcomes (Short 1994), and student discipline is viewed as a school outcome, we expect that
teachers’ perceptions of self-efficacy would influence their preferences for a problem-solving style
in conflict situations with students. We expect that teachers’ perceptions of their role impact would
also influence this preference, since impact is defined as teachers’ perceptions of their influence on
school life (Short 1992) and is often manifested in an individual’s belief that he or she can make
a difference in the department, or that he or she has significant control over what happens in the
work place (Moye et al. 2005). Students’ behaviour problems represent one significant aspect where
teachers have a crucial role in affecting class and school reality.

These two dimensions of teacher empowerment have some similarities. Teachers who perceive a
high level of self-efficacy or role impact have the ability to influence and affect school life (Short
1992; Tschannen-Moran & Johnson 2011). These teachers report high levels of self-esteem (Ashton
& Webb 1986; Sharma & Kaur 2008), create classroom-based teacher development (Husband &
Short 1994), and are able to make a difference (Short & Greer, 2002; Moye et al. 2005). They act
with great confidence, express satisfaction in their work (Ashton & Webb 1986; Husband & Short
1994; Cakiroglu, Capa-Aydin & Woolfolk Hoy 2012;), and are highly motivated (Goyne, Padgett &
Rowicki 1999; Short & Greer 2002).

However, a closer inspection of self-efficacy and role impact reveals some clear differences between
the two dimensions. While teachers’ perceived self-efficacy is directed at improving students’
outcomes in order to make a difference in their learning (Short 1994; Kelm & McIntosh 2012), to
empower them and to develop a student-centred perspective (Husband & Short 1994), role impact
presents a more teacher-centred approach. Role impact is a measure of a teacher’s ability to have
significant control over what happens in school (Moye et al. 2005). It is also related to the recognition
a teacher receives for his or her accomplishments and the respect he or she gets from the students
and their parents (Ashton & Webb 1986).
Sion (1999) distinguishes between a teacher-centred approach and a student-centred approach in
secondary education. In a teacher-centred classroom, the focus is on the teacher during the whole
class time, and he or she determines the pace of the learning while operating ‘in a totalitarian
manner’ (p. 9). Such classes are usually quiet, neat and organised, and the teacher is very much
in control. On the other hand, in a student-centred class the focus is on the student, who is an
active learner from the beginning to the end of the lesson. The atmosphere in such a class is ‘one
of organised disorder to an outside observer’ (Sion 1999: 9). The teacher is challenged to keep
everyone on-task, and attempts to avoid recapturing control even when the students sometimes
seem to get lost.

A teacher-centred approach promotes dependent learning; a student is viewed as a passive
recipient of information, and there is a preference for tight control in the classroom and the use of
one predominant teaching method. In contrast, a student-centred approach focuses on the needs
of the student rather than on the knowledge to be transmitted (Brown 2003); it is characterised by a
collaborative relationship between the teacher and students, and an environment and expectation
of collaboration and negotiation (Schaefer & Zygmont 2003). While a teacher-centred approach
implies more concern about what teachers do in the classroom, a student-centred approach implies
more concern about students and why teachers choose to do what they do (Ramsey & Fitzgibbons
2005).

ISEA • Volume 42, Number 2, 2014

The premise that ‘one teaching style fits all’ is attributed to a teacher-centred approach. Since
teachers must meet accountability standards, they often sacrifice the needs of the students to ensure
exposure to these standards. The teacher-centred approach places control for learning in the hands
of the teacher, and efforts to get to know the learner and how he or she processes information
are secondary. As a result, the teacher focuses more on content than on student processing. The
learner-centred approach, however, places more of the emphasis on knowing individual learner
capabilities; it puts the characteristics of all learners under the microscope, with specific emphasis
on low-performing learners (Brown 2003).

In an interview with Professor Wilbert McKeachie, Landrum (1999) described the main
characteristics of the student-centred approach which emphasise high concern for students’ needs:
concern about achieving deeper learning rather than simple memorisation of facts and definitions,
concern about student misconceptions, creating students’ trust and putting more emphasis on
student choice and intrinsic motivation for learning. On the other hand, a teacher-centred approach
may cause students to think that the teacher shows less concern for their needs and therefore does
not really care about them. This perception may cause the teacher to feel that the students do not
like his or her teaching (Landrum 1999).
Thus, a high perception of teacher self-efficacy (representing a student-focused approach) will be
associated with a perspective of high ‘concern for others’, while a high perception of teacher role
impact (i.e. a teacher-centred approach) will be associated with a perspective of low ‘concern for
others’.

Since self-efficacy is associated with a high level of ‘concern for others’, we propose the following
hypothesis:

Hypothesis 1: Teachers’ perceptions of self-efficacy will positively predict the use of the integrating,
obliging and compromising styles, which are characterised by high or intermediate concern for
others, and negatively predict the use of the dominating and avoiding styles which are characterised
by low concern for others.
Since impact is associated with a low level of ‘concern for others’, we propose the following
hypothesis:
Hypothesis 2: Teachers’ perceptions of their role impact in school will positively predict the use of the
dominating and avoiding styles, which are characterised by low concern for others, and negatively
predict the use of the integrating, obliging and compromising styles, which are characterised by
high or intermediate concern for others.
The research model of the present study is presented in Figure 2.
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Figure 2: Research model of the relationship between self-efficacy, impact and conflict solving
styles
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Methodology

Data were collected in junior high and high schools in the southern part of Israel. The participants,
the research instruments and the measures are described below.

Participants
From a sample of 1,000 teachers affiliated with 17 six-year urban comprehensive Jewish junior high
and high schools (grades 7-12), 624 responded and returned usable questionnaires (62.4 per cent
rate of return). Of the teachers, 80 per cent were women (N = 497); 64 per cent were born in Israel (N
= 398); 58 per cent were secular (N = 359), 32 per cent traditional (N = 197) and 9 per cent religious
(N = 57). The mean age of the teachers was 45 years (SD = 9.7). The average number of years of
teaching in the current school was 12 (SD = 8.1), and the average number of years as a teacher was 19
(SD = 9.84). Furthermore, 72 per cent of the respondents prepare students for matriculation exams
(N = 449), and the average number of years of experience in preparing students for matriculation
exams was 10 (SD = 9.25). Regarding the respondents’ educational background, 53 per cent held a
Bachelor’s degree, 42 per cent a Master’s degree, 4 per cent had the equivalent of a junior college
diploma with teaching credentials, and around 1 per cent held a PhD degree.
The participants in this study represent the population of Jewish teachers in Israel, and the sample
is similar to those in studies conducted by Shapira-Lishchinsky (2007, 2009).

Research Instrument
In the school year 2009-2010, teachers in 17 schools were asked to respond to a close-ended
questionnaire with scales that measured teachers’ conflict-solving styles and perceived level of
empowerment in the school.
Conflict management styles. The instrument uses self-reports for measuring the styles of handling
interpersonal conflict with students. The five styles of handling conflict – integrating, obliging,
dominating, avoiding and compromising – are measured by 7, 6, 5, 6 and 4 statements, respectively.

ISEA • Volume 42, Number 2, 2014

The original questionnaire, The Rahim Organizational Conflict Inventory-II (Form B), was developed
by Rahim (1983), and was later tested for validity and reliability in a number of studies (Friedman
et al. 2000; Gross & Guerrero 2000; Rahim et al. 1999; Boonsathorn 2007). It is a 28-item scale
assessing the five styles of handling conflict using a five-point Likert-type scale ranging from 1
(strongly disagree) to 5 (strongly agree). The reliability level (Cronbach alpha) was .82 (Rahim
1983). The instrument was translated into Hebrew and adjusted to the needs of the current study:
the word ‘subordinates’ was replaced by ‘students’, the problems were identified as ‘behaviour
problems’ and the classroom setting was added. For example, item 1: ‘I try to investigate an issue
with my students to find a solution acceptable to us’; item 5: ‘I try to work with my students to find
a solution to a behaviour problem that satisfies our expectations’; item 16: ‘I try to stay away from
disagreement with my students in front of the whole class’.
Teacher empowerment. The instrument measures teachers’ perceptions of the skills and knowledge
for improving a situation in which they operate (Short 1992). The School Participant Empowerment
Scale (SPES) was designed by Short and Rinehart (1992) and is a 38-item instrument on a fivepoint Likert-type scale ranging from 1 (strongly disagree) to 5 (strongly agree). Self-efficacy and
role impact were measured by four and six statements, respectively. The original questionnaire,
The School Participant Empowerment Scale, was found valid and reliable in a number of studies (e.g.
Bogler & Somech 2004). The reliability level (Cronbach alpha) of the overall scale was .94, and
coefficient alphas were .84 and .82 for self-efficacy and impact, respectively (Short & Rinehart 1992).

Reliability Analysis
In the present study the Cronbach’s alpha of The Rahim Organizational Conflict Inventory-II (Form B)
was .83, and coefficient alphas for the dimensions of integrating, obliging, avoiding, dominating,
and compromising styles were .78, .70, .70, .77, and .73, respectively. Since Cronbach’s alpha of the
dominating style rose to .81 when item 21 was excluded, the item was not included in the data
analysis. All of the Cronbach’s alpha values were greater than .70, thus implying that the scale was
reliable.
The Cronbach’s alpha of self-efficacy and impact were .70 and .72, respectively.

Data Collection
The questionnaires were distributed and collected from the teachers during regularly scheduled
staff meetings. The purpose of the study was outlined, anonymity was guaranteed, and the
importance of candid responses was stressed.

Findings

The first hypothesis stated that teachers’ perceptions of self-efficacy will positively predict their
use of the integrating, obliging and compromising styles, and negatively predict their use of the
dominating and avoiding styles. The second hypothesis stated that teachers’ perceptions of their
role impact in school will positively predict their use of the dominating and avoiding and negatively
predict their use of the integrating, obliging and compromising styles.

Five multiple regression analyses were conducted to test the contribution of self-efficacy and role
impact to predicting the use of the integrating, dominating, obliging, avoiding and compromising
styles. Using the enter method, the following statistically significant models emerged: integrating
style (F2,621=89.011, p < .0001, R2 = .198), dominating style (F2,621=4.554, p < .05, R2 = .011), obliging style
(F2,621=9.356, p < .0001, R2 = .026), avoiding style (F2,621=4.613, p < .05, R2 = .011) and compromising
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style (F2,621=20.502, p < .0001, R2 = .059). The models show that self-efficacy was statistically
significant in predicting integrating, obliging, avoiding and compromising styles. In addition, the
models show that role impact was statistically significant in predicting integrating, dominating,
obliging, avoiding and compromising styles.

Table 1 summarises the results of the regression analyses regarding the influences of self-efficacy
and role impact on conflict-solving styles.
Table 1: Summary of multiple regression analyses for conflict solving styles
Dependent variable
Integrating style
Dominating style
Obliging style
Avoiding style
Compromising style

Independent
variable
self-efficacy
impact
self-efficacy
impact
self-efficacy
impact
self-efficacy
impact
self-efficacy
impact

B

SE(B)

Beta

t

p

.525
-.114

.049
.040

.533
-.141

10.764
-2.837

< .0001
< .05

.138
.239
-.103
.199
-.139
.452
-.234

.063
.057
.047
.067
.055
.071
.058

.120
.230
-.120
.163
-.138
.342
-.215

2.189
4.213
-2.194
2.968
-2.516
6.379
-4.000

< .05
< .0001
< .05
< .05
< .05
< .0001
< .0001

To sum up, the results of the multiple regression analyses suggest that teachers’ perceptions of selfefficacy positively predict the use of the integrating, obliging, avoiding and compromising styles.
In addition, the results suggest that teachers’ perceptions of their role impact in school positively
predict the use of the dominating style and negatively predicts the use of the integrating, obliging,
avoiding and compromising styles. Thus the results mostly confirmed both hypotheses.

Discussion

The results of the study showed that the two dimensions of teacher empowerment – selfefficacy and role impact – have an opposite influence on teachers’ preferences in adopting four
of the strategies to solve conflict situations with students: the integrating, obliging, avoiding and
compromising styles. Specifically, while teachers’ perceptions of self-efficacy predicted positively
the use of the integrating, obliging, avoiding and compromising styles, perceptions of teachers’
role impact in school predicted negatively the use of the same conflict solving styles. In addition,
teachers’ perception of role impact positively predicted the use of the dominating style.

Self-efficacy and Conflict Resolution Styles
Teachers who perceive their level of self-efficacy to be high feel that they have the ability and
competence to help students (Short 1994; Goyne et al. 1999; Kelm & McIntosh 2012). This type
of teacher is characterised by a high level of responsibility, motivation and self-knowledge, and a
student-centred perspective (Husband & Short 1994). These characteristics are demonstrated in a
high concern for self and for others, which is typical of the integrating style (Rahim & Bonoma 1979;
Rahim et al. 1999, 2000; Rahim 2002). It is therefore not surprising that teachers with high levels of
perceived self-efficacy tended to report adopting the integrating style.
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People who use the obliging style try to play down differences between the parties and emphasise
commonalities (Rahim & Bonoma 1979; Rahim et al. 1999, 2000; Rahim 2002). Teachers who
experience a high level of self-efficacy are able to empower students and to develop a more studentcentred perspective (Husband & Short 1994); they believe that they are able to do their job and
make a difference (Short & Greer 2002). Therefore, a high perception of self-efficacy was found to
predict the use of the obliging style.
The compromising style may mean splitting the differences, making concessions or seeking a
middle-ground position (Rahim et al. 2000; Rahim 2011). Teachers who implement this style
empower their students, allowing them to be part of making mutually acceptable decisions. These
teachers demonstrate a high concern for their students. They have the ability and skills to help
students learn, to make students enjoy coming to school (Kelm & McIntosh 2012; Guo, Dynia,
Pelatti & Justice 2014), to be competent in building effective programmes for students, to influence
students’ learning (Husband & Short 1994; Short 1994), and to control and prevent problem
behaviours (Guo et al. 2014). Since teachers with high levels of self-efficacy are characterised by
being highly responsible for a positive school environment (Guo et al. 2014) and having the ability
to empower students (Husband & Short 1994), their adoption of the compromising style is to be
expected.
To sum up, a high perception of self-efficacy predicts the implementation of three problem resolution
styles which represent a high or intermediate level for concern for others: integrating, obliging and
compromising (Rahim 2011). Teachers with a high perception of self-efficacy represent the studentcentred approach (Landrum 1999; Ramsey & Fitzgibbons 2005), demonstrating high concern for
their students (Husband & Short 1994; Short 1994; Davidovitch 2013). Consequently, they prefer to
adopt the integrating, obliging and compromising styles.

Role Impact and Conflict Resolution Styles
Impact is often manifested in individuals’ belief that they can make a difference in their department,
or that they have significant control over what happens in the work place (Moye et al. 2005).
Teachers who perceive a high level of impact have an influence on educational programmes, are
decision-makers and have the opportunity to affect others, including colleagues and students
(Husband & Short 1994). Such teachers are able to act with greater confidence in student matters,
including disciplinary problems (Husband & Short 1994). These qualities represent a position of
power and, as such, they are in contrast with the characteristics of the integrating style such as
openness, exchange of information and examination of differences in order to reach an effective
solution that is acceptable to both parties (Rahim & Bonoma 1979; Rahim et al. 1999, 2000; Rahim
2002; Brewer & Lam 2009).
Since teachers who perceive high levels of role impact feel that they represent a position of power
(Husband & Short 1994), and the obliging style may take the form of selfless generosity, charity or
even obedience to another party (Rahim 2011), reflecting a position of weakness (Rahim 2002), a
high perception of role impact negatively predicts the use of the obliging style.

Teachers with high perceived levels of role impact believe that they have significant control over
what happens in the work place (Moye et al. 2005), whereas teachers who apply the compromising
style may make concessions or seek a middle-ground position (Rahim et al. 2000; Rahim 2011).
Since the compromising style is inappropriate if one party is more powerful than another (Rahim,
2002), and teachers who perceive high levels of role impact represent a position of power, it is not
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surprising that a high perception of role impact predicts negatively the use of the compromising
style.

It is interesting to note that the results are consistent across the three conflict-solving strategies which
were negatively predicted (integrating, obliging and compromising). The common denominator
of these three styles may explain this finding. The integrating, obliging and compromising styles
are characterised by either high or intermediate concern for others (Rahim 2011), whereas impact
may imply concentration on self rather than on others. Role impact presents a more teachercentred approach (Moye et al. 2005), which places control for learning in the hands of the teacher
and focuses more on content than on student processing (Brown 2003), thus resulting in teachers’
demonstrating less concern for students’ needs (Landrum 1999). The qualities that are associated
with having an impact on school life (for example, having significant control over what happens
in the classroom, acting with great confidence on student matters) seem to be in contrast with the
notions of the conflict resolution styles that stress understanding the needs and interests of others
without the need to change them.

On the other hand, the above-mentioned qualities of a teacher with a high perception of role impact
are consistent with the notion of the dominating style, which is identified with forcing behaviour
to win one’s position at any cost, including ignoring the needs and expectations of the other party
(Rahim & Bonoma 1979; Rahim et al. 2000; Rahim 2002), and standing up for one’s rights and/
or defending a position that one believes to be correct (Rahim 2011). In addition, according to
the dimension of ‘concern for others’, the dominating style belongs to the second group which is
characterised by low concern for others. Since a high perception of role impact represents a teachercentred approach and is associated with low concern for others, as does the dominating style, we
found that teachers’ high perception of role impact predicted positively the use of the dominating
style.

Avoiding Style, Self-efficacy and Role Impact
With regard to the avoiding style, the results of the study did not confirm the hypotheses and
showed the opposite findings: teachers’ perceptions of self-efficacy predicted positively the use of
the avoiding style, whereas their perceptions of role impact in school predicted negatively its use.

The findings of Clunies-Ross, Little & Kienhuis (2008) indicate that relatively minor forms of student
misbehaviour are a common concern for teachers, and that teachers spend a considerable amount
of time on behaviour management issues. Teachers who perceive high levels of self-efficacy usually
feel confident about their abilities and carry their confidence into the classroom (Goyne et al. 1999).
These teachers are personally competent and have the skills needed to achieve desired outcomes
(Short 1994). Since the avoiding style is used to deal with trivial or minor issues or when there
is a need to ‘buy time’ to understand what actions will likely be most effective before a complex
problem can be solved (Rahim 2002; Brewer & Lam 2009), and teachers who perceive high levels of
self-efficacy feel competent enough to postpone dealing with minor forms of misbehaviour until a
more appropriate time, one can appreciate why teachers who perceive high levels of self-efficacy
may adopt the avoiding style.
Role impact enhances teachers’ motivation and creates a feeling that they are doing something
worthwhile and that they are recognised for their accomplishments (Ashton & Webb 1986). On the
other hand, low motivation of teachers is the result of achieving outcomes with little recognition or
no reward for individual effort (Blase 1982). Teachers who perceive low levels of role impact feel
unsupported by administrators, colleagues and the community (Ashton & Webb 1986). Feelings
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of isolation and fear of evaluation lead to a situation in which most teachers keep problems and
concerns to themselves (McBride & Skau 1995). They are alone in the classroom with their problems
and usually are not given or do not expect to receive help, sufficient support or advice from their
principal (Sarason 1995; Westling 2010). Since the avoiding style is associated with sidestepping,
leaving a problem unresolved or simply withdrawing from a threatening situation, and a person
who chooses this style may refuse to acknowledge in public that there is a conflict which should be
dealt with (Rahim et al. 2000; Brewer & Lam 2009; Rahim 2011), the adoption of the avoiding style
by teachers who perceive low levels of role impact is to be expected.
In spite of the fact that the avoiding style belongs to the ‘low concern for others’ dimension, the
findings show that the results for this style resembled those for the relations between teachers’
perceived self-efficacy and role impact and their choice of the conflict styles which belong to the
‘high concern for others’ dimension. The similarity in the obliging and the avoiding styles in terms
of the ‘concern for self’ dimension may explain the similarity in the findings of the study concerning
the influence of self-efficacy and role impact on predicting the two conflict-solving styles.

The findings and conclusions of this study should be interpreted while keeping in mind a few
limitations. One of the limitations of this study relates to the sample being a convenience one: it
was conducted in one geographical area, thus possibly limiting the generalisability of the study’s
results. Additionally, only Jewish teachers working in urban high schools in this area were included
in the sample. Since Arab schools in this geographical area are only located in the rural sector,
their teachers were not included in the study. The teachers were sampled from state junior high
and high schools, and therefore the findings cannot be generalised to elementary schools; nor
can the findings be generalised to state or independent religious schools in Israel. Finally, other
factors which were not taken into consideration in the study may have affected teachers’ choices
of conflict-solving strategies in conflict situations with students (for example, students’ academic
achievements, class size or school climate).

Conclusions and Implementations

Figure 3 presents an adapted version of Rahim’s (2002) dual-concern model of the styles of handling
interpersonal conflict. Each cell represents a style which is characterised either by high concern for
others or a combination of low concern for others and for self.
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Figure 3: The adapted dual-concern model of the conflict solving styles

High concern for others

High concern for self

Low concern for others
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Integrating

Low concern for self

Obliging

Compromising

Dominating

Avoiding

Student-centred approach
Teacher-centred approach

As we stated above, the high ‘concern for others’ dimension represents the student-centred
approach at schools, whereas the low ‘concern for others’ dimension represents the teacher-centred
approach. However, in spite of the fact that the avoiding style belongs to the low ‘concern for
others’ dimension, the results revealed its student-centred nature. The combination of low ‘concern
for self’ and low ‘concern for others’ does not represent the teacher-centred approach and may
explain the student-centred nature of the avoiding style.
To sum up, the two dimensions of teacher empowerment – self-efficacy and role impact – have
the opposite influence on teachers’ preferences when adopting conflict-solving styles in conflict
situations with students. Teachers’ perceptions of self-efficacy predicted positively the use of the
integrating, obliging, avoiding and compromising styles, whereas their perceptions of role impact
in school predicted negatively the use of the same conflict-solving styles. Moreover, teachers’
perceptions of role impact positively predicted the use of the dominating style.

Conflicts naturally and normally occur in schools as a result of teachers’ interaction with various
role-partners involved in the educational process, whether principals, peers, students or parents
(Cornille et al. 1999). The purpose of the current study was to examine the influence of two
dimensions of teacher empowerment – self-efficacy and role impact – on their preferences in
adopting strategies to solve conflict situations with students. The findings of the current study
revealed the importance of these two dimensions of empowerment on teachers’ choices of conflictsolving styles when dealing with students’ behavioural problems. Acknowledging the factors
affecting teachers’ choices of strategies to solve conflict situations with students provides critical

ISEA • Volume 42, Number 2, 2014

information to school administration staff members who aim to assist teachers who face such a
reality. Furthermore, when dealing with students’ behavioural problems, the findings may enable
teachers to better understand the implications of their perceived self-efficacy and role impact on
their choice of conflict-solving styles.
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Consequences of Conflict in the
Functioning of Primary Schools in Greece
George Iordanides and Sotiria Mitsara

Abstract : Conflict is a process which can take several forms and affects the operation and effectiveness of an
organisation differently each time. A conflict cannot be considered in advance as ‘good’ or ‘bad’, ‘beneficial’
or ‘disastrous’. The process of a conflict leads to certain results and their value is assessed as favourable or
not, depending on the measures being used to evaluate the results, the participants in this evaluation and the
criteria used. The effects of conflicts upon the function and the efficiency of primary schools in Greece are the
main subject of this paper. More specifically, the paper briefly describes the results of conflicts in the operation
of the school unit as discussed in the international literature. The survey content is then analysed, followed
by a presentation and evaluation of the results. Finally, through a general discussion the presented results are
compared to results from other relevant investigations.

Introduction

Initially, conflict was considered to be highly dysfunctional and a challenge to cooperation, and
was interpreted as an indication of a faulty or incomplete social structure. For most people the
word ‘conflict’ has a negative connotation, whether it is manifested on an individual or a group
level. Conflict – even if it is considered dysfunctional since it causes individual and social deficits
due to the excessive emotional stress suffered by those involved in it – is a natural and unavoidable
situation within an organisation that must be accepted and dealt with through suitable management
(Pondy 1967; Fisher, Ury & Patton 1991). This proposal is supported by the argument that conflict
is not contrary to cooperation, but rather a mechanism which allows a better understanding of the
advantages of cooperation. Managers and employees can use conflict to solve problems, improve
their efficiency and strengthen their relationships (Tjosvold 2007).
According to Deutsch (1973) and Tjosvold (2007), the theories addressing cooperation and
competition indirectly provide an approach for understanding the dynamics and the effects of
conflicts. Collaborative targets, which are essential to have positive conflicts, lead through conflicts
to the increase of benefits and the reduction of operating costs within an organisation. Cooperative
goals lead to mutual exchange and constructive confrontation by enhancing the quality of decisions
as well as productivity. By reaffirming the relationship amongst the dissidents, they promote
success and confidence in future collaborations. In contrast, competing goals increase the chances
of avoiding direct dialogue or lead to discussions in which attempts are made to impose the opinion
of one group on the other. The dynamics being developed affect decision-making and the quality of
work and relationships, fostering frustration, aggression, hostility and revenge.

127

128

ISEA • Volume 42, Number 2, 2014

In accordance with this general overview of conflict, organisation managers should treat it not as
a result of bad management, but as an inevitable aspect of the operations within the organisation
they manage. Conflict can be beneficial for an organisation because it helps improve the decisionmaking process by combining many different views.

Literature Review
A General Overview
Researchers have divided conflicts into functional and dysfunctional, based on their effects in
the operations within an organisation. As a criterion for this differentiation, their influence in the
performance of the organisation’s members and the ultimate performance effectiveness of the
unit was taken into consideration. Table 1 shows the two types of conflict, as defined by three
researchers.
Table 1: Types of conflict
Researchers

Functional conflict

Dysfunctional conflict

Rahim (2002)

Substantive

Affective

Task

Relationship

Cognitive

Affective

Jehn (1995)
Amason (1996)

Conflicts whose object of dispute is based upon a work task and cognitive aspects are identified
as functional. They occur in cases of disagreement between the members of a group who express
different opinions about their duties with regards to the content of the tasks performed. They
are classified as functional because they help find ways to achieve the operational goals of the
organisation, to improve the quality of decisions and to strengthen collective decision-making. This
is because the solution, which derives from the controversy and the exchange of ideas by the group
members, contributes to finding better strategies for the achievement of the common goals of the
members of the organisation.
Functional conflicts can be caused by
•

disagreement on policy issues and practices

•

different conceptions of the roles of the members of the organisation.

•

competition for inadequate resources, or

In dysfunctional conflicts, the dispute has a strong emotional ‘flavour’ which complicates it, as it is
accompanied by personalisation of the dispute. They occur due to interpersonal incompatibilities
among the team members, whose emotions are expressed through tension, anger, mistrust and
frustration and thus create a negative environment for the organisation. This environment harms
unanimity and emotional acceptance and puts the quality of decision-making at risk. Moreover, job
performance and satisfaction for the members of the organisation are reduced.

For all the reasons discussed above, it is within the duties of the head (e.g. the director) of the
organisation to detect the functionality of a conflict, as well as the extent to which it is desirable. A
specific type of conflict may be desirable up to a point, but can also become unmanageable at a later
stage. A low-level conflict can promote creativity, but if the dispute is left uncontrolled it can lead to
serious disruptions within the organisation that will harm performance and efficiency.
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Research undertaken by Jehn (1995) and Medina, Dorado, Munduate, Martinez & Cisneros (2002)
has shown that functional and dysfunctional conflicts have different operational and personal
effects:
•
•

•

Functional conflicts (i) strengthen the organisational climate, (ii) do not adversely
affect the emotional reactions of the employees, and (iii) have positive influence on
the operation of the organisation.

Dysfunctional conflicts (i) damage the organisational climate, (ii) increase tension
levels (i.e. work-related stress), (iii) adversely affect the emotional reactions of the
employees, (iv) reduce work satisfaction of the employees, their psychological wellbeing and their commitment to team work, and (v) have harmful effects on the
organisation.
The interaction of both types of conflict discussed above contributes significantly to
reducing tension and stress levels.

Positive Effects of Conflicts
Conflict is at first considered to be a ‘negative’ phenomenon that may have serious effects on the
operations and the productivity of an organisation, as well as on the morale of a team. In many cases,
however, interpersonal disputes, competitiveness of teams, rivalry and other forms of conflict can
be seen as ‘positive’ for those involved and contribute to the efficiency of the social system within
which they occur. Thus, a moderate level of conflict within an organisation may have the following
constructive consequences:
(a) Attenuation of a more serious conflict

The timely resolution or attenuation of a conflict is likely to protect your business or organisation
from other potential conflicts of a much stronger dynamic or greater tension (Tjosvold & Tjosvold
1995).
(b) Search for optimal solutions

When a conflict forces two groups of different interests to confront one another, where each puts
forward their own proposal but neither is accepted by the other team, there is a need to search for
a third compromising option that will satisfy both sides. The growing competition to find this third
solution increases creativity and the conflict becomes constructive (Saitis 2002).
(c) Creation of cohesion within the group

In the case of interdepartmental competitiveness, cohesion amongst the groups is increased as the
confrontation between them will lead to attempts to undermine the opposing solutions, meaning
that more parameters of the proposed options – both positive and negative – would come to the
surface, something that works to the benefit of the organisation (Saitis 2002).
(d) Increased commitment and acceptance of authoritarian leadership

Under a crisis, the objectives of the group take priority over individual benefit or satisfaction, as
group members sacrifice their own interests for the common good and the authoritarian decisions
of the leader of the group are tolerated because they are more immediate than decisions via
democratic methods (Everard & Morris 1999).
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(e) Appreciation of the capacity of the groups

Through a process of continuous controversy between two groups, the strongest ‘survive’. Even
further, through the conflict the employees have the opportunity to identify which issues are
important to them and which are important to their opponents (Tjosvold & Tjosvold 1995).
(f) Personal development and improvement of interpersonal relations

The personal development of the participants in a conflict takes place as they reach an increased
understanding of their position because, within the process of the conflict, they are forced to
articulate their opinions with clarity and promote all the supportive arguments they have
developed. After the successful resolution of the conflict, the interpersonal relationships of the
employees are strengthened, since they all feel stronger and satisfied (Tjosvold & Tjosvold 1995;
Scholtes, Joiner & Streibel 1996).
(g) More appropriate allocation of resources

The conflict may actually facilitate coordination amongst the teams and may contribute to the
achievement of the task, to the efficient use of resources and to better customer service if the
interacting groups are working towards cooperative rather than competitive goals.
(h) Improvement of the quality of solutions

A conflict which is generated by healthy competition improves the quality of decision-making,
strategic planning, performance and organisational development, since through this conflict new
issues that need to be resolved are identified. The conflict increases the motivation to investigate
new issues, the vigour of the participants, their spontaneity in discussions, and their participation
in the organisation, and thus provides more qualitative solutions to problems.

Negative Effects of Conflicts
Dysfunctional conflicts occur when the interaction between two or more parties prevents the
achievement of individual, group or organisational goals. Conflicts resulting in situations where
everyone loses can be catastrophic for the organisation, with consequences for the employees. They
may have the following negative effects:
(a) Disruption of interpersonal relationships

The groups that are in conflict often develop distorted perceptions of the motives of the others,
focusing upon the negative characteristics of the competing groups and ignoring the positive
ones. This produces hostility, mistrust, suspicion, antagonistic attitudes and intense dissatisfaction
among the groups, resulting in an even larger conflict and a more difficult reconciliation (Everard
& Morris 1999; Saitis 2002).
(b) Weakening morale - demoralisation

A conflict is likely to weaken the morale of one or more employees, especially of those who feel that
they have been harmed by the final outcome of the conflict and whose interests have been affected
(Saitis 2002).
(c) Increase in work-related stress

Throughout the itinerary a conflict follows, its tension gradually increases and can cause
indifference towards work tasks, feelings of inferiority, anxiety, insecurity, absenteeism, grievances
and, in extreme cases, aggression. All these result in the creation of increased levels of work-related
stress, which affects the creativity and the performance of employees (Pappa 2006).
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(d) Decrease in productivity

Conflict within a group can absorb all the forces of the members involved, reducing their
satisfaction and cohesion and also diverting their creativity from the main work task. It exacerbates
the differences within the members of the group and prompts a reaction to any initiative or activity,
to the detriment of the group’s productivity and the proper operating of the organisation (Jehn
1994; Saitis 2002).

Methodology
Research Questions
There follows a description of the content and the results of the research which was conducted at
primary schools in Greece. The purpose of this study was to investigate the effect of conflicts on the
operations of a school organisation and on the performance of the workforce. More precisely, the
specific objectives of the research were set as follows:
•
•
•
•

To investigate the positive and negative outcomes resulting in conflicts between the
human resources of schools.
To investigate the frequency of positive and negative effects of conflicts on the
operations and efficiency of the employees of the school unit.

To present the relationship between the frequency of positive and negative effects
of conflicts and the age of the respondents, their years in service and the size of the
school unit.

To present the relationship between the gender of the respondents and the effects of
conflicts on the operations of the organisation.

Data Collection Instruments
A multi-methodological approach was used to conduct the research, i.e. a combination of research
approaches and techniques to collect qualitative and quantitative data (Paraskevopoulos 1993;
Silverman 1993). Both questionnaires and semi-structured interviews with open-ended questions
were selected as research tools. The sample used in the quantitative research was chosen on the
basis of main criteria regarding easy access to schools and the employees/teachers working in
them. The identification of specific groups of people who possess the relevant characteristics of the
social phenomenon under investigation (Thompson 1999) was firstly used. It should be clarified
that the selection of schools involved convenient sampling, given that this took place on the basis of
the acquaintance of the researcher with the heads of the schools. However, random sampling was
ensured since the questionnaires were distributed to all the teachers of the schools by the school
heads.
With regards to the sampling that was applied in the qualitative research, it was convenient in
that the interviews were given by school heads and teachers who were selected by the researcher.
However, in the use of interviews as a research tool, random sampling is not possible since there is
no guarantee of the anonymity of the interviewee if the interview is conducted in person.

The sample of the quantitative analysis consists of teachers (class teachers, specialisation teachers,
and school heads) who were all employed in the primary schools of Karditsa, Larissa, Thessaloniki,
Kavala, Drama, Attica and Grevena. The response rate was approximately 80 per cent: 98
questionnaires were completed out of the 120 distributed. Of these, only 92 were used since 6 were
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not adequately completed. Of the 92 questionnaires used, 38 were completed by men and 54 by
women; this indicates that there are more women working at the primary schools that participated
in the survey.

As far as the sample of the qualitative research is concerned, interviews were conducted with 10
school heads (6 men and 4 women) working at primary schools in the areas of Karditsa, Kavala
and Attica, which – with respect to size – belong to the category of schools with between 6 and 12
classes. From the survey results it was demonstrated that at the schools selected, the position of
school head was held more often by a man than a woman. Interviews were also conducted with
4 teachers (2 women and 2 men) who did not hold the position of school head. They lived in the
cities of Karditsa, Larissa, Kavala and Drama, and worked at schools of different sizes – one belongs
to the category of schools with more than 12 classes, and the other three to the category of schools
with between 6 and 12 classes. The purpose of these interviews was to objectively record the views
of teachers who do not hold the position of school head on the way conflicts are managed at the
schools they serve. All of these interviews were utilised.
Throughout both the qualitative and quantitative research, compliance with the rules of ethics,
validity and reliability was ensured. These rules are critical factors in the research process, as if
a research study is not valid and reliable it has no value at all (Cohen & Manion 1994). Validity
concerns the degree of correlation between the purpose and questions and the results of the research
process (Kyriazi 1998), while reliability lies in the clarity of the purpose and the research questions.

Data Presentation
The frequency of positive influences of conflicts in the organisation
The frequency with which conflicts positively affect the operation of the school unit is recorded
as follows. The option of ‘never’ was chosen by 17 of the 92 respondents, which indicates a rate of
18.47 per cent; the option of ‘rare’ was chosen by 19 participants, which indicates a rate of 20.65 per
cent; and the option of ‘sometimes’ was chosen by 34 participants, which indicates a rate of 36.95
per cent. Furthermore, the choice ‘often’ was recorded by 19 respondents, which indicates a rate of
20.65 per cent, and ‘very often’ was recorded in only 3 cases, indicating a rate of 3.28 per cent. The
above quantitative analysis of the data reveals that only 22 respondents (or 23.91 per cent) chose the
options ‘often’ or ‘very often’, and this confirms the literature reviewed in the theoretical unit of the
present investigation which recorded that under certain circumstances a conflict may have positive
effects for the organisation, as it can lead to a revival of the organisation and of the effectiveness
of the social system in which the conflicts take place. The description of the frequency of positive
influences of conflicts in the operation of the school unit is shown in Figure 1.
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Figure 1: The frequency of positive influences of conflicts
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Positive effects of conflict management within the school unit
With regards to the quantitative research, this question was answered by those participants who
had indicated that conflicts are ‘often’ or ‘very often’ likely to have positive results for the school
unit; i.e. 22 teachers out of the 92, as recorded above and illustrated in Figure 2 and Table 2. In the
qualitative research, only 1 of the 14 interviewees held the view that conflicts have only positive
effects on the school unit. However, the positive results recorded in the qualitative method match
the results of the quantitative method with respect to the content, with only one difference noted as
regards the distribution of preferences as follows.

With respect to the quantitative research, the parameter ‘creation of cohesion within the group’ was
chosen by 8 teachers as their first preference and ‘the improvement of interpersonal relationships
and personal development’ by 6 teachers, while as their second preference 9 teachers selected the
parameter ‘search for optimal solutions’. With these responses, the participants confirm Saitis’
(2002) view that competition between team members increases cohesion among them as they try
to downgrade the solution of opposing teams by bringing to the surface more parameters of the
proposed solutions, both positive and negative; this is something that operates to the benefit of the
organisation.

These responses also confirm the views of Tjosvold & Tjosvold (1995) and Scholtes et al. (1996),
who suggest that after the successful management of a conflict, the interpersonal relationships of
the employees are strengthened as they all feel stronger and satisfied after having released some of
their feelings through communication and understanding. Furthermore, the view of Saitis (2002)
is also confirmed with regard to the parameter ‘search for optimal solutions’, i.e. that the growing
competitiveness among team members in order to find a compromising third solution offers a
challenge for them, increasing their creativity and turning conflict into a constructive activity, and
that through dialogue a mutually acceptable solution can occur, which may be more appropriate
and more creative and will satisfy all sides.
The parameters above were also evaluated through the qualitative method, but not as the first
preference of the interviewees, since most of them stated the abilities of schools heads in conflict
management. They thus agreed with Tjosvold & Tjosvold (1995), according to whom the ones who
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‘survive’ a process of continuous confrontation between two groups or members are the strongest,
especially those who have the ability to use power, which was not recorded in the quantitative
research within the first preferences of the respondents.
Figure 2: Distribution of the parameters of positive effects
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Disagreement that conflicts can have positive results for the organisation through the factors of
‘increased loyalty and acceptance of authoritarian leadership’ and ‘more appropriate reallocation
of resources’ was revealed by the respondents through their choices in the quantitative survey.
Nineteen teachers chose the parameter ‘increased loyalty and acceptance of authoritarian
leadership’ as their eighth choice, contradicting Everard & Morris (1999), according to whom
tolerance of authoritarian decisions by the group leader was observed amongst team members
because there is a sense of urgent need to eradicate conflict with positive results for the organisation.
In addition, 15 respondents chose the parameter ‘more appropriate reallocation of resources’ as
their seventh preference, suggesting their disagreement that conflict can contribute to the efficient
use of resources.
Regarding the other parameters which have been discussed in the theoretical part of this paper
and refer to the ‘attenuation of a more serious conflict’, to the ‘appreciation of the capacities of the
groups’, and to the ‘improvement of the quality of solutions’, a softer distribution was captured
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around the range of preferences by the respondents with respect to these. This distribution
confirms the view of Tjosvold & Tjosvold (1995) that through timely confrontation of conflicts,
the attenuation of tensions takes place and a climate of cooperation and trust is developed, as well
as appreciation developing amongst the team members who hold some superiority of power in
identifying which issues are important to them and which are important to their opponents. In
addition, a conflict arising from healthy competition increases motivation for the investigation of
issues, the activity of participants and spontaneity in dialogue, thus bringing about more quality
solutions to the problems.
Table 2: Rates of the parameters of positive effects
Parameters of positive effects

Prioritisation of preferences

Total

1

2

3

4

5

6

7

8

Creation of cohesion within the
group

8

4

4

3

3

0

0

0

22

Attenuation of a more serious
controversy

4

4

2

1

5

5

1

0

22

Search for optimal solutions

2

9

5

4

2

0

0

0

22

Increased commitment and
acceptance of authoritarian
leadership

0

0

0

0

1

1

1

19

22

Assessment of the capacity of
the groups

0

1

4

4

3

4

3

3

22

Improvement of interpersonal
relations and personal
development

6

2

3

4

4

2

1

0

22

More appropriate reallocation
of resources

0

0

0

0

0

7

15

0

22

Improvement of the quality of
solutions

2

2

4

6

4

3

1

0

22

Total

22

22

22

22

22

22

22

22

The frequency of negative influences of conflicts within the organisation
The frequency of negative influences of conflicts in the operation of primary schools as claimed by
the participants is presented in Figure 3 and analysed below. ‘Never’ was chosen only by 2 of the
92 participants (2.17 per cent), ‘rarely’ was chosen by 4 respondents (4.34 per cent), and ‘sometimes’
by 26 participants (28.26 per cent). ‘Often’ was selected 43 respondents (46.73 per cent) and ‘very
often’ by 17 respondents (18.47 per cent). In conclusion, we can say that teachers who work at
primary schools believe (with a percentage of 65.20 per cent) that conflicts arising amongst the
human resources of an organisation have a negative influence on its operation. These data confirm
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a part of the relevant academic literature according to which a dysfunctional conflict prevents the
achievement of individual, group or organisational goals.
Figure 3: The frequency of negative influence of conflicts
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Negative effects of conflict management at the school unit
Under the qualitative research, most of the respondents answered that conflicts at school units
have only negative effects. Under the quantitative research, this opinion was voiced by 60 of the
92 respondents, i.e. by those who answered ‘often’ and ‘very often’ to the question concerning the
frequency of negative impacts of conflicts on the operations of primary schools. These data are
shown in Figure 4 and Table 3 and are detailed below.

The factor ‘disruption of interpersonal relationships’ was chosen by 47 teachers as their first
preference (78.33 per cent), confirming the opinions of Everard & Morris (1999) and Saitis (2002)
that conflict arising among the members of an organisation produces hostility, distrust, suspicion,
an antagonistic climate and intense dissatisfaction, which result in the conflict becoming bigger
and the reconciliation more and more difficult. The factor ‘increase in work-related stress’ was
chosen by 28 respondents (46.66 per cent) as their second preference and by 21 teachers (35 pre
cent) as their third preference, confirming the opinion expressed by Pappa (2006) that an increase
in the intensity of the conflict results in the creation of increased levels of work-related stress, which
affects the creativity and the performance of the employees.
A total of 23 teachers (38.33 per cent) expressed disagreement that conflicts cause ‘demoralisation’
by choosing it as their fourth option, contradicting the view of Saitis (2002) that a conflict is likely
to weaken the morale of employees, especially of those who feel they have been harmed or that
their interests have been affected by the final outcomes of the conflict. In addition, 48.33 per cent (or
29 teachers) selected the factor ‘decrease in productivity’ as their fourth preference, in opposition
to the views of Jehn (1994) and Saitis (2002) that conflict in a group reduces the strengths and the
creativity of engaged members and comes at the expense of productivity and the proper operating
of the organisation.
The above findings from the quantitative research coincide with those of the qualitative research
and supplement them as follows:
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a.
b.
c.

Scorn and disbelief is aimed at the head teacher of the school unit for being the
administrator of the conflict.
An ugly profile arises for the school unit.

Time is wasted during the management of the conflict.

Moreover, in the qualitative research the number of respondents who claimed only negative results
was the same as those who indicated both negative and positive results.
Figure 4: Distribution of the parameters of negative effects of conflicts
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Table 3: Rates of the parameters of negative effects of conflicts
Parameters of positive effects

Priority of preferences

Total

1

2

3

4

Disruption of interpersonal relationships

47

6

4

3

60

Weakening of morale

4

17

16

23

60

Increase in work related stress

6

28

21

5

60

Decrease in productivity

3

9

19

29

60

Total

60

60

60

60
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The relationship of conflict with gender, age and seniority of the respondents and
the size of the school unit
There were no differences in the views of males and females on the outcomes of conflict management
in either the quantitative of the qualitative research, with both genders expressing not just positive
results but negative as well.
A description of the relations between the positive and the negative influences of conflicts on the
operation of the school unit and the variables of age, previous experience of the respondents and
school size was carried out using the SPSS programme. The literature proposes the use Pearson’s
calculation of the correlation of the coefficient when the variables are continuous, and Spearman’s
when they are categorical (Pramangioulis 2008). In the present research, there are both continuous
variables (age of the respondents, work experience, school size) and categorical variables (positive
influence of conflicts, negative influence of conflicts). For this reason and for completeness of the
survey, both Pearson’s and Spearman’s calculations of the correlation coefficients were selected.
The results of these calculations are shown in Tables 4 and 5.
Table 4: Results of the calculations of the coefficients of the correlation according to Pearson
Respondents’
age

Respondents’
work
experience

School size

Positive
influence of
conflicts

Negative
influence
of conflicts

Positive
influence of
conflicts

0.585**

0.582**

0.828**

1.000

-0.883**

Negative
influence of
conflicts

-0.515**

-0.526**

-0.771**

-0.883**

1.000

(0,000)

(0.000)

(0,000)

(0.000)

(0,000)

(0.000)

(0.000)

(0.000)

Statistical significance within parentheses; **the correlation is significant at the 0.01 level (2-tailed).

Table 5: Results of the calculations of the coefficients of the correlation according to Spearman
Respondents’
age

Respondents’
work
experience

School size

Positive
influence of
conflicts

Negative
influence
of conflicts

Positive
influence of
conflicts

0.616**

0.612**

0.930**

1.000

-0.889**

Negative
influence of
conflicts

-0.576**

-0.591**

-0.795**

-0.889**

1.000

(0.000)

(0.000)

(0.000)

(0.000)

(0.000)

(0.000)

(0.000)

(0.000)

Statistical significance within parentheses; **the correlation is significant at the 0.01 level (2-tailed).

According to the results in Tables 4 and 5, we observe that the correlation coefficients do not show
any significant differences based on the method by which they were calculated.
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The first three variables (age of respondents, seniority of respondents, school size) show high
levels of positive correlation (at a high level of statistical significance) with the parameter ‘positive
influence of conflicts’. These results are extremely interesting and lead us to the conclusion that the
teachers who find a positive effect of conflicts on the overall operations of the school are the older
teachers and those with many years of service.
These variables also show high rates of correlation (at an adequate level of statistical significance)
with the parameter ‘negative influence of conflict’. According to the results of Tables 4 and 5, the
relationship of these variables with the parameter ‘negative influence of conflicts’ appears to be
strong and negative. Younger and less experienced teachers thus believe that conflicts have a strong
negative influence on the operation of school units, unlike those who are older and have greater
educational experience.

Discussion

After the description and the evaluation of research findings, we conclude that employees at
primary schools believe that conflicts have a more negative rather than positive result for teachers,
for students and for the organisation in general, implying that they are dysfunctional conflicts.
These findings are in accordance the traditional point of view that a conflict is dysfunctional in
an organisation – it is noxious and unintended and is the result of mistrust, poor communication
among the human resources and poor management of the school unit (Robbins 1993).
However, the abovementioned findings are in opposition to the following theories:
a.

b.

c.

The theory of Pondy (1992) whereby an optimal level of conflict associated with
personal stress and tension is necessary for the progress and the efficiency of the
organisation. Companies and organisations that survive in the long run are those
that have accepted conflict as offering opportunities to express different views and
diversity within the structure of the organisation.
The theory of Tjosvold (1998), according to which conflict is considered on the one
hand to be psychologically healthy because it allows frustrations to be diffused and
causes the feeling of participation or even of enjoyment, and on the other socially
healthy because it provides the appropriate conditions for social change through
pluralism and respect for the diversity of opinions. Conflict is found everywhere, it
is not necessarily dysfunctional and may urge people to become activated and make
progress.

The theory of human relations, which argues that the existence of conflict in groups
and organisations is natural and necessary for their proper operation. It may be
considered as an advantage for a group at a certain time, and that is why organisations
need to learn to coexist with it and to manage it appropriately (Robbins 1993).

More specifically, in line with what has been stated during the investigation of a small group of
employees, the ‘creation of cohesion within the group’ in the case of interdepartmental competition
is one positive effect of conflict in the school unit. A team realises that they are threatened by another,
opposing group and its members therefore try to focus on how to address the immediate issues
with regards to the mutual opponent, disregarding their individual problems and differences that
may exist. This view is shared by Saitis (2002), who believes teams will each support their own
proposed solutions and their members will become closer in order to find a solution. Cohesion
will be thus created among the team members, which is very useful for the organisation. In
addition, the respondents identified the positive outcomes of the ‘improvement of interpersonal
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relationships’ and the ‘personal development’ of those involved in conflict, in agreement with the
views of Tjosvold & Tjosvold (1995), Scholtes et al. (1996) and De Dreu (2008). This is achieved by
increasing their capacity for healthy organisational communication and understanding through
their participation in the search for solutions to the problem at hand. The conflicts often become
the source of new ideas which are often innovative and fresh, resulting not only in addressing
any possible upcoming conflicts, but also in avoiding them and strengthening the interpersonal
relationships of the employees.
Another positive outcome of conflicts for the respondents is the ‘search for optimal solutions’
to address them, since conflict – as a rule – arises from a weakness that is evident and gives the
basis for a definite treatment (Saitis 2002). According to De Dreu (2008), the opposing interests
among the different groups highlight the need for the team members to look for a third, common,
compromising, best solution that will satisfy both groups, leading these teams to an open dialogue.
It was also stated that the ‘appreciation of the capacities of the groups’ is a positive result of
conflicts, arising from the skills of school heads in acting as their managers. The views expressed
by the participants in the survey are consistent with those of Tjosvold & Tjosvold (1995), for whom
even if the balance of power between the two sides cannot be measured, it can be detected through
the process of conflict management. The use of power shows that there is a clear predominance of
forces that one party exercises against the other, while cooperation requires parity of forces.

The respondents believe that the ‘improvement of the quality of solutions’ as regards the
management of conflicts occurs through healthy competition, since it is by the active participation
of the employees that the quality of the design of the resolution to a conflict is improved. One
can also observe the ‘highlighting of issues’ which serve as examples to be avoided in the future
and the ‘understanding of the causes of conflicts’ resulting in their easier resolution. With their
belief that the timely resolution and prompt treatment of conflicts causes the ‘attenuation of a
more severe conflict’ among the human resources of the school unit, the respondents confirm the
views of Tjosvold & Tjosvold (1995) that weakening tensions and developing a climate of trust and
cooperation are positive results of conflicts. Moreover, they also confirm the results of research by
De Dreu (2008), according to which the immediate treatment of a conflict protects the organisation
from possible conflicts of greater tension in the future.

The respondents expressed their disagreement with the positive influences of conflicts on the
operation of the school unit, more specifically the ‘increase of loyalty and the acceptance of
authoritarian leadership’. This is in contrast to Everard & Morris (1999), who argue that in a conflict
between team members, tolerance towards authoritarian decisions on behalf of the group leader
is observed because these decisions are more direct compared with democratic processes. Everard
& Morris noted that while the members of each team understand the importance of the common
goals, it is not easy for them to put their personal aspirations to one side and thus work together in
order to achieve that goal. In addition, the respondents disagreed with the view that conflicts can
bring a ‘more appropriate reallocation of resources’ in the school unit.
Furthermore, in the qualitative research interviewees expressed their agreement with the research
findings of De Dreu (2008) on whether there is a positive effect of conflicts in schools units, by
stressing that conflict leads to learning, innovation and effectiveness of team members when:
a.

the conflict focuses on tasks rather than on human relations

c.

the participants in the conflict trust each other and contribute with their cooperation
to the overall objectives, and

b.

the tasks are not complex
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d.

the participants seek the resolution of the conflict through a constructive negotiation
and search for a common optimal solution.

The survey results showed that the negative effects of conflicts on the school unit include the
‘disruption of interpersonal relationships’ of the parties involved, who often overestimate the
abilities of their own group, resulting in active listening being replaced by negative stereotypes
which contributes to the reduction in the quality of communication and to lack of coordination.
This is in contrast to Tjosvold & Tjosvold (1995) and Scholtes et al. (1996), but corresponds with
Everard & Morris (1999) and Saitis (2002), according to whom team members perceive fewer
differences within their group than those existing in reality and larger differences between their
group and the ‘opponent’. This results in the conflict becoming more serious and the reconciliation
more difficult. In particular, the interviewees in the qualitative research reported that polarisation
creates a conflict between individuals or groups of an organisation, leading to separation since
some are on one side and some on the other. The polarisation that develops among the participants
of a collision significantly reduces the chances of a smooth and creative collaboration (Ruekert &
Walker 1987; Dawes & Graham 2005) as well.
Additionally, as a negative effect on the operation of the organisation, its employees pointed out the
‘increase in work-related stress’ that is caused by conflict, agreeing with Glowinkowski & Cooper
(1985) and Pappa (2006). Along the path a conflict takes, the tension gradually increases and may
cause stress which is determined by the subjective perceptions of the individual with respect to the
seriousness of the situation on the one hand, and the opportunities the individual has to deal with
it on the other. Stress may also reduce the efficiency of the employees. In contrast to this view of
the employees, the results of a survey conducted by De Dreu (2008) suggested that the event of a
conflict coincides with the release of some negative feelings by the individual and withdrawal from
the anxiety and stress of everyday routine, which creates a sense of relief.

The participants in the survey do not accept the ‘demoralisation of the employees’ and their ‘lower
productivity’ as negative effects of conflict. They disagree with the view that the failure to achieve
the targets of some of the parties engaged in the conflict reduces their satisfaction, creates feelings
of disappointment, prevents their cohesion and intensifies their differences as team members,
resulting in the weakening of their morale and thus in the reduction of their productivity (Jehn
1994; Saitis 2002; Dawes & Graham 2005). On the contrary, they agree with De Dreu (2008), for
whom the proper treatment of a conflict causes moral satisfaction, a sense of maturity and the
increased vigour for those involved, resulting in increased labour productivity.
From the qualitative research the following have additionally been stated as negative effects for the
school unit.
a.

b.

‘The distraction of attention of the teachers involved’ from significant affairs of the
organisation results in wasted energy and delays in the performance of the tasks and
processes of the organisation, by creating a detuning in the school unit, preventing
the employees from performing to their maximum potential at work (Bennet &
Hermann 1999). The above findings are in contrast to the views expressed by Schein
(1980) that the parties involved in the conflict put emphasis on the performance of the
project in order to cope with the competitive groups, use their knowledge and their
professional expertise, and are continuously engaged with the work undertaken as
a team.
‘The creation of a negative climate’ may increase future occurrences of new and more
severe conflicts (Ruekert & Walker 1987; Dawes & Graham 2005).
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c.

‘The furtherance of feelings of alienation, loneliness, negative attitude towards work’
may occur, as well as the conflictual relations characterised by discordant interactions
and lack of communication amongst employees. In particular, the interviewees
pointed out the negative effects of a highly conflictual relationship between a
teacher and a student, which may foster feelings of anger or anxiety for the students,
resulting in a refusal to cooperate in the classroom and even in decreased academic
performance or achievement (Birch & Land 1997; Hamre & Pianta 2001).

We consider a particularly important result of the investigation to be that the respondents who
believe in the positive influence of conflicts in the operation of the school unit also identify the
negative impact of conflicts, recording findings such as the creation of an ugly profile of the school
unit, the loss of time during the management of the conflict, the wasted energy of the conflict
participants, and the loss of appreciation and belief in the personality of the school head as the
administrator of the conflict. Their view is consistent with Quinn (1988), according to whom a
conflict may sometimes become a starting point for constructive changes within the organisation,
but there are times when a conflict may reduce the ability of an organisation to complete a project.
As far as the relationship between the gender of primary school employees and the positive
or negative influences of conflict on the operation of the schools is concerned, no significant
differences were observed. However, a relationship was found between the age and seniority of
employees and their identification of the influences of conflicts in the operation of the school units.
It is interesting to point out that the older teachers, those with greater experience and seniority,
expressed the view that conflicts also have positive effects in schools. In contrast, the younger
teachers in the school units relate conflict with the dysfunction of the organisation, since they are
more burdened by unfavourable conditions that are created in the work environment due to the
conflicts (Mlekanis 2005). That is why in the present study these respondents strongly suggest a
highly negative influence of conflicts in the operation of the school unit and talk about professional
burnout as a form of work-related stress during which the employee is detuned, loses his or her
confidence and mental clarity, resulting in the deterioration of relationships with colleagues and in
the obstruction of cooperation (Cordes, Dougherty & Blum 1997; Leiter 2007).

However, due to the fact that the individuals who took part in the survey were all teachers working
in school units in Greece, it is clear that the students’ opinions were not investigated, nor those of
their parents or their guardians, with regards to the influences that conflicts have on the operation
of primary schools. In addition, there has been no investigation of the views of the school advisors
and the directors of education on the issue. These groups are often called in to manage conflicts that
arise at the school units, and as a consequence they are directly related to the effects that will result
from such management. Given these limitations of the survey, we suggest that through a future
survey, an investigation should be conducted into the effects of conflicts that arise amongst the
human resources of primary schools through the opinions expressed by students and their parents,
as well as by school advisors and directors of education.
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