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Editorial Note  
Having assumed the Editorship of International Studies in Educational Administration (ISEA) on 
January 1, 2022, we would like to begin by acknowledging Professor David Gurr, who 
assumed the Editorship of ISEA in 2016. Over the course of his tenure, Professor Gurr 
provided outstanding leadership, and his contributions are immeasurable. Professor Gurr 
was extremely giving of both his time and resources and offered sage advice as we, as the 
new Editors, navigated assuming our duties. We wish Professor Gurr well on his future 
endeavours and extend our sincerest appreciation for all that he has done to further the 
interests of ISEA.   

In terms of the publication cycle, our first foray was the October 2021 Special Issue from the 
Commonwealth Council for Educational Administration and Management’s affiliate in 
Jamaica in recognition and celebration of its 10th anniversary. Under the guidance of Guest 
Editors, Paul Miller, Nola P. Hill-Berry and Kamilah Hylton, the seven articles published in 
this issue make an important contribution to the study of educational administration.     

This Regular Issue represents, in a sense, our inaugural work as Editors. The six articles 
address important issues from a diverse geographic standpoint. The first piece by Angelico 
examines the use of the Contextual School Improvement Leadership Framework as a vehicle 
for school improvement. A second article by Genza outlines a proposed quadruple model for 
school management, which rests on four key standard operating procedures: health; 
stakeholder involvement; school routine reorganisation; and blended learning. In a third 
article based on a study from the United Kingdom, Ozdemir and Cetin discuss the 
characteristics of agile leadership. A fourth article by Mbetengoy and Bouchamma addresses 
the obstacles to and suggestions for improving collaboration among secondary teachers in the 
Democratic Republic of the Congo. In the fifth article, Ahmed, Hammad and Hawass examine 
the relationship between principal leadership, collective efficacy, and teacher commitment in 
Saudi Arabia. This issue concludes with a case study around leading for teacher professional 
capital in Chinese turnaround schools, authored by Liu, Xiu, Zhou and Hao. We encourage 
you to read each of these articles.  

As we become more familiar with the journal and its operation, we do see areas that need 
attention and/or rethinking. 

First, we would like to establish firm dates for the publication of Regular and Special Issues. 
With this, we see a need to redevelop procedures and guidelines around the submission of 
articles. By doing so, it is hoped this will encourage the receipt of high-quality articles.     

On a related second front, we see a pressing need to establish a solid online presence. In that 
regard, a redesigned web site that would house all the relevant journal information, including 
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steps to submit articles, is needed. We have also contemplated the need to be more visible on 
social media platforms such as Twitter.  

Third, and this was noted by Professor Gurr in his 2021 Annual Report, ISEA needs to 
continue to forge linkages with organisations such as AERA and ICSEI. Conferences are ideal 
venues whereby the profile of ISEA can be raised, so it is important we continue this work. 

Fourth, and again this was raised previously by Professor Gurr, we need to ensure ISEA is 
linked to the major impact services. At present, ISEA is only linked to EBSCOhost, so more 
work is required in this area.  

Fifth, and perhaps most importantly, there is a significant need to move the operations of the 
journal to a reliable workflow-management system platform. The editors have engaged in 
some preliminary work, and it is hoped that this move towards such a system will occur in 
2023.  

In sum, the past few months have been one of learning the intricacies of how ISEA works. We 
remain excited about the opportunity to serve as Editors of this journal and remain committed 
to working towards improving its scope and stature.      
 

David Young 

Robert White 

Venesser Fernandes 
Editors of International Studies in Educational Administration 
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Using the Contextual School 
Improvement Leadership Framework to 
Support Site-Based Practice 
Teresa Angelico 

Abstract: This article addresses the need to facilitate site-based leadership practice to support school 
improvement by proposing the Contextual School Improvement Leadership Framework (CSILF) that 
identifies essential perspectives, necessary capabilities and their underpinning knowledge, skills and 
dispositions. The CSILF has been developed using a research design perspective and a qualitative 
literature review method. It recognises the complexity of school context and the need to deepen our 
understanding of contextual leadership and the critical capability areas that leaders need to exercise 
greater autonomy for facilitating successful school improvement in their own situation. The CSILF has 
implications for leadership selection, preparation and education, as well as the assessment and 
evaluation of the work of leaders.  

Keywords: Leadership, context, site-based practice, critical capabilities, successful school 
improvement 

Introduction 
School leadership is located within a broader systemic framework, entailing leadership action 
at the local (school), middle (district or regional), and top (policy) levels (Fullan & Gallagher 
2020). Leaders are provided with greater autonomy at the school level for learning and 
teaching, staffing, financial planning, and school management (Day et al. 2011; Moos & 
Hatzopoulos 2013; Schleicher 2012). School leadership autonomy has been facilitated through 
the decentralisation and devolution of responsibility (Ingvarson, Anderson, Gronn & Jackson 
2006; Moos & Hatzopoulos 2013) to enable schools serving increasingly diverse student 
populations to achieve strong performance (Day et al. 2011; Dinham 2008; Harris & Jones 
2018) through the provision of quality education (promoting both excellence and equity), as 
defined by centralised national curriculum models that are aligned to assessment, reporting 
and accountability systems. Decentralisation and devolution of responsibility has occurred 
simultaneously to centralisation of curriculum (Ingvarson et al. 2006) and the development 
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of educational policies related to curriculum, reporting, public accountability, and parental 
choice (Day et al. 2011). Underpinning these global developments is the marketisation of 
education that encourages increased competition to improve school performance (Townsend 
2011).  

While ‘(l)arge-scale educational change requires effective leadership at all levels of the 
education system’ (Campbell 2022: 150), reflecting both top-down and bottom-up 
approaches, this article explores the importance of facilitating site-based contextual 
leadership for school improvement. The concept of site-based practice in this article links to 
the literature identifying site- or school-based management as a strategy for increasing the 
effectiveness of schools (Leithwood & Menzies 1998) in the English speaking world 
(Dempster 2000).  Site-based management became popular in the 1990s and focused on the 
decentralisation of district level decision making and the transference of power at the local 
level. The philosophical foundation for site-based management is based on the notion that 
leaders at the local level ‘are best able to identify, analyse, and adapt to the changing needs 
of students’ (Mette & Bengtson 2015: 32). Therefore, by placing the decision-making authority 
as close as possible to the action, organisations are able to become more organic and 
responsive to their local circumstances (Guerra 1992). Site-based approaches have the 
potential to increase the decision-making power of school leaders as well as their 
accountability (Rose 2007). A site-based approach ‘allows schools to improve education by 
increasing the autonomy of the school staff to make site-based decisions through 
collaborative decision-making’ (Noel, Slate, Brown & Tejeda-Delgado 2008: 51).  

As there is no consensus about the definition of site-based management as well as a clear 
understanding of its practical application (Mette & Bengtson 2015; Noel et al. 2008; Ortiz & 
Ogawa 2000), this article presents the CSILF as a conceptual tool for supporting the 
implementation of site-based practice. The CSILF recognises that leaders have greater 
authority due to increased decentralisation and devolution of responsibility and supports 
them to exercise this greater autonomy by: acknowledging and understanding the context in 
which they work; identifying the essential perspectives needed; and identifying the critical 
capabilities needed, as well as the underpinning knowledge, skills, and dispositions. The 
CSILF recognises the uniqueness of each school community and the importance of effectively 
analysing and responding to the school context. It outlines six essential perspectives: 
contextual leadership; context generality and context specificity; outside-in and inside-out; 
macroscopic, microscopic and mirror views; sense making; and wayfinding. These 
perspectives support leaders to understand the school’s improvement journey and to identify 
site specific strategies and actions for the future. To implement contextual leadership 
practices consistent with these perspectives, the CSILF identifies four dynamic and 
interrelated critical capabilities that leaders need: contextual cognition; thinking; enactment; 
and reflection. These capabilities support leaders to exercise autonomy to facilitate school 
improvement at the local level. They are underpinned by an interrelated set of knowledge, 
skills, and dispositions.  
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Although, there is a lack of consensus in the research literature about the conceptualisation 
of school context and its relationship to school leadership (Oc 2018), there is a growing 
acknowledgment that context matters and that it needs more recognition and understanding 
(e.g., Bredeson, Klar & Johansson 2011; Brookes & Grint 2010; Day et al. 2011; Drysdale 2011; 
Harris & Jones 2018; Oc 2018). School context needs to be conceptualised as dynamic, multi-
dimensional and relating to space and time (Eacott 2013; Gu & Johansson 2013). As Hallinger 
(2016) argues, context needs to be addressed as a matter of urgency, given the influence of 
contextual conditions on: the achievement of school and leadership purpose and outcomes 
(e.g., Gurr, Drysdale, Longmuir & McCrohan 2019; Oc 2018); the enactment of leadership 
practices (e.g., Goldring, Huff & Camburn 2008; Gurr et al. 2019); and leadership performance 
assessment (Kollias & Hatzopoulos 2010; Robinson 2010).  

A design research perspective informed the overall methodological approach to the 
development of the CSILF. According to Anderson and Shattuck (2012), design research 
emerged in the early 2000s ‘as a practical research methodology that could effectively bridge 
the chasm between research and practice in formal education’ (p. 16). It is applicable in 
complex learning environments and relevant for complex problems (Plomp 2007), for which 
there are no guidelines or consensus about the resolution (Kelly 2007). There is recognition 
that ‘there is no simple theoretical model’ (Kelly 2007: 81) to solve complex problems as 
solutions occur in complex educational systems. The design research perspective has 
supported a holistic approach (Plomp 2007) to the development of the CSILF through the use 
of the literature review as the research methodology (Snyder 2019) in order to explore 
challenges associated with facilitating site-based contextual leadership for school 
improvement. This methodology entailed the integrative approach to literature review to 
enable the development of a new perspective on contextual leadership (Torraco 2005) and 
enable the exploration of a theoretical problem through a theoretical resolution (Plomp 2007), 
that is, through the development of the CSILF. The literature review involved: the creative 
collection of data; the integration of perspectives from the schooling and the educational 
leadership literature; and the critical analysis and synthesis of themes and relationships 
(Snyder 2019). Central to the research process was the role of logic and clear conceptual 
reasoning as a basis for development of insights and generalisations (Torraco 2005). 

Supporting Site-Based Practice Through the CSILF 
The CSILF has been developed to support school leaders to facilitate site-based contextual 
leadership for school improvement in order to achieve better student outcomes. School 
improvement entails a ‘change with direction, sustained over time, that moves entire systems, 
raising the average level of quality and performance’ (Elmore 2002: 13). As indicated by 
Figure 1, the CSILF recognises the significance of six essential perspectives: contextual 
leadership; context generality and context specificity; outside-in and inside-out; macroscopic, 
microscopic and mirror views; sense making; and wayfinding. These perspectives are 
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designed to facilitate the development of mindsets that have the capacity to orient leaders 
towards site-based school improvement. Perspectives therefore support leaders to develop 
relevant theories and frames of reference to inform their day-to-day practices.  

The CSILF also recognises the important role that capabilities have in facilitating site-based 
school improvement. Four key and interrelated critical capability categories are identified: 
contextual cognition, thinking, enactment, and reflection. These capability areas assist leaders 
to meet their role demands and facilitate site-based contextual leadership for school 
improvement. They have the potential to shift leadership practices from a routine and 
procedural focus towards creative and innovative practices (Dinham 2016). These capability 
areas may be defined as a set of ‘dynamic, interactive and multi-dimensional’ (Costa 2014: 63) 
processes that support leaders to take a holistic, contextual, and organisational approach. 

Figure 1: Supporting Site-Based Practice Through the Use of the CSILF  
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Underpinning these capability areas is a set of relevant interconnected knowledge bases, 
skills, and dispositions that support the development of critical capabilities and facilitate 
theory and practice integration. For example, to facilitate theory and practice integration both 
theoretical and practical knowledge related to schools as organisations are important. 
Moreover, contextualisation, including contextual literacy and numeracy skills are needed. 
Various dispositions, such as, inquiry focused, open and fair mindedness, and tolerance for 
ambiguity and uncertainty have been identified as essential to the CSILF. 

Essential Perspectives  
The six perspectives considered to be essential in supporting site-based contextual leadership 
for school improvement are outlined below.  

1. Contextual Leadership Perspective 
The CSILF is informed by Hallinger’s (2016) conceptualisation of five contexts for leadership: 
institutional, community, socio-cultural, political, and school improvement, which refers to 
the historical school performance journey of the school. These discrete and inter-connected 
contexts lead to school complexity and diversification.  

Oc’s (2018) literature review suggests that ‘contextual leadership is one of the most trending 
topics in leadership research’ (p. 218), given its association with leadership effectiveness 
(Moir 2017). Contextual Leadership is represented by various theoretical approaches, such as, 
context dependent leadership (e.g., Miller 2018), context bound leadership (e.g., Kheang, 
O’Donoghue & Clarke 2018), contextual responsive leadership (e.g., Bredeson et al. 2011; Gurr 
et al. 2019) or context sensitive leadership (e.g., Heffernan & Longmuir 2019). The 
preoccupation with the role of context in leadership is also reflected in localised, place and 
space-based leadership models (Hambleton & Howard 2012; Riley 2011). The notion of place 
has emerged as a more powerful concept (e.g., Gadsden & Dixon-Román 2017; Hambleton & 
Howard 2012; Riley 2011). Similarly, the adaptive leadership approach recognises the need to 
build on the past, distinguishing what is essential from what is expendable (Heifetz, Grashow 
& Linksy 2009). This approach is therefore a ‘socially complex and adaptive process’ that 
relies on the dynamic interdependent, and processual relationship between leadership and 
the environment (DeRue 2011: 126).  

The leadership research literature indicates that there is a reciprocal relationship between 
leadership and school context (Bredeson et al. 2011; Gurr 2014; Gurr et al. 2018, 2019; Oc 2018). 
That is, contextual conditions not only influence, shape, and inform leadership but that 
contextual conditions may also be shaped and influenced by leaders (Clarke & O’Donoghue 
2017; Goldring et al. 2008; Gurr et al. 2019; Hallinger 2016; Harris & Jones 2018; Miller 2018; 
Oc 2018; Riley 2011). Contextual conditions influence: the achievement of school and 
leadership purpose and outcomes (e.g., Gurr et al. 2019; Oc 2018); the enactment of leadership 
practices (e.g., Goldring et al. 2008; Gurr et al. 2019); and leadership performance assessment 
(Kollias & Hatzopoulos 2010; Robinson 2010).  
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School context has the potential to impede, hinder (Hallinger 2016; Heffernan & Longmuir 
2019) or constrain leadership efforts (Day et al. 2011; Gurr 2014). However, it can also be 
leveraged in order to overcome contextual constraints and mediate negative influences (Gu 
& Johansson 2013; Gurr 2014; Gurr et al. 2018, 2019; Robinson & Gray 2019), as well as enable 
success by drawing on strengths, possibilities, and opportunities (Day et al. 2011; Gurr et al. 
2019; Hallinger 2016; Miller 2018). 

2. Context Generality and Context Specificity 
The concepts of ‘context generality’ and ‘context specificity’ have been borrowed from the 
welfare economics scholarship (Wilson et al. 2012: 109-110) to reflect the dynamic relationship 
between school context and leadership. These concepts distinguish between the universal (the 
‘why’ and the ‘what’) and the particular (the ‘how’) dimensions of school leadership. More 
specifically, context generality assists leaders to identify what is common across all school 
contexts, by providing a shared understanding of the core purpose of schooling irrespective 
of context. In the current global policy context, this core purpose focuses the leader’s role on 
both student learning, growth and achievement and overall school performance (Miller 2018). 
This role is realised mostly through the indirect work of leaders (Leithwood, Harris & 
Hopkins 2008) and reflected in national leadership standards, models, frameworks, and 
leadership theories that articulate leadership practices applicable to all potential contexts. 
Drysdale and Gurr (2017), for example, identify seven leadership domains that build on 
Leithwood et al.’s (2008) four core practices: building vision and setting directions; 
understanding and developing people; redesigning the organisation; and managing the 
teaching and learning programme.  

Context specificity, on the other hand, focuses on the realisation and achievement of the 
purpose of schools and leaders (Miller 2018) through employment of leadership practices and 
utilisation of capabilities. It recognises that enacting ‘general practices’ in the same way may 
not need to be applied and adapted differently to meet contextual needs (Gurr et al. 2019; 
Leithwood et al. 2008; Mayo 2007). Leaders may select a combination of adaptable and flexible 
practices that are sensitive to context (Bush & Glover 2014; Kollias & Hatzopoulos 2010; Miller 
2018) and identify elements that may be negotiable in their setting, for example, desired 
student and school outcomes. By negotiating the space between the general and the specific, 
leaders are able to move away from a ‘one-size-fits-all’ approach (Miller 2018: 121), single 
models (Gurr et al. 2019) or preferred models (Dimmock 2012) and devise unique approaches 
to accommodate context specific needs. 

3.  Outside-In and Inside-Out 
Hames’ (2007) notion of creating an ‘operational symbiosis’ (p. 67), in which the leaders can 
look outside the school for solutions as well as inside the school for new solutions, is a helpful 
perspective. While possible solutions may be evident outside the school, ‘schools have 
different capacities for generating solutions’ (Braun, Ball, Maguire & Hoskins 2011: 586) given 
their circumstances, conditions and internal possibilities. Therefore the process of 
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simultaneously working outside-in and the inside-out (Darling-Hammond et al. 2003) helps 
to create coherence through a shared understanding and strategic alignment (Barath & Sbabo 
2011; Hames 2007) and supports leaders to navigate between the general context and the 
specific context. This navigation enables the articulation of the ‘next practice’ (Gurr accepted) 
reflecting the infusion of new perspectives and the creation of new and context responsive 
solutions.  

4.  Macroscopic, Microscopic and Mirror   
Pigza (2015) argues that organisations can be analysed through a macro, micro, and mirror 
perspective. The macro perspective provides a view from outside the school or from the top-
down, locating the school within a broader systemic context. The micro perspective, on the 
other hand, is concerned with the bottom-up or inside-out perspective focusing on 
circumstances, demands and conditions under which schools operate (Darling-Hammond et 
al. 2003). The mirror perspective may be used to integrate the outside/top-down and 
inside/bottom-up considerations, illustrating possible inter-connected tensions, ambiguities 
and possibilities that also reflect the Hallinger’s (2016) institutional, community, socio-
cultural, and political contexts of schools. 

5.  Sense/Meaning Making Process 
According to Kudesia (2017), the sense or meaning making perspective is helpful in 
explaining experience through interpretation of facts and evidence. It enables an 
interpretative view of organisations and supports responsiveness through informed ‘mindful 
action’ (p. 31) and places emphasis on analysis of complexity and experimentation rather than 
simply knowledge and skill acquisition (Flores, Matkin, Burbach, Quinn & Harding 2010). 
Sense/meaning processes can facilitate the resolution of the tensions between the 
macro/micro, outside-in/inside-out, top-down/bottom-up perspectives that are associated 
with the nested set of influences affecting schools. These processes assist leaders to identify 
the ‘intersections of contexts and their cultures’, demonstrating how the ‘various parts of 
interlocking systems may influence each other’ (Darling-Hammond et al. 2003: 6).  

6.  Wayfinding  
Netolicky and Golledge (2022) use ‘the metaphor of wayfinding as a lens to theorise how 
school leaders navigate’ (p. 38) their way from one place to another with intentionality, 
purposefulness, and direction. Leaders simultaneously follow paths, freely navigate their 
way through the terrain, and assess alternative options. To find their way, leaders need 
knowledge of their historical journey and the possibilities that present themselves along the 
way. The ‘destination of school leaders is a multipart moving target, hard to pin down, and 
even harder to set course for due to the complexities of the constantly moving parts of the 
reality of leading schools’ (p. 40). Complementing the wayfinding metaphor is the labyrinth 
of leadership metaphor conveying ‘a complex journey toward a goal worth striving for … 
The passage through a labyrinth is not simple or direct, but requires persistence, awareness 
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of one’s progress, and a careful analysis of the puzzles that lie ahead’ (Eagly & Carli 2007: 2). 
In this journey, it is important to ‘go slow to go fast’ (Fullan 2022: 55) as the intensive amount 
of time spent on learning provides a basis for developing the ‘next practice’ (Gurr accepted) 
needed for a specific situation in light of circumstances.  

Critical Capability Areas  
The four capability areas are outlined below. 

1.  Contextual Cognition 
Contextual cognition is an important characteristic of expert leaders, enabling them to 
develop a deep awareness of context and to recognise and acknowledge the contextual 
dimensions of their schools (Allen & Middlebrooks 2013; Dinham 2016). Clarke and 
O’Donoghue (2017) conceive this cognition to be a form of ‘contextual intelligence’ (p. 356), 
enabling leaders to connect past, present and future actions. An analysis of models and 
categories of school contexts indicates an emphasis on understanding the school as a unique 
organisation (Barath & Sbabo 2011; Bredeson et al. 2011; Malen & Knapp 1997; Moir 2017; Oc 
2018). The focus is on understanding the distinctive organisational characteristics, for 
example, size (Bredeson et al. 2011), material base (Braun et al. 2011), symbolic and normative 
patterns (Malen & Knapp 1997), as well as the professional (Braun et al. 2011), social (Barath 
& Sbabo 2011) and personal dimensions (Barath & Sbabo 2011; Moir 2017). 

Contextual cognition enables leaders to locate the organisation within the broader systemic 
contexts (Darling-Hammond et al. 2003; Miller 2018) and the wider social (Bredeson et al. 
2011; Hallinger 2016; Oc 2018), cultural (Bredeson et al. 2011; Hallinger 2016; Oc 2018), 
political (Bredeson et al. 2011; Hallinger 2016; Malen & Knapp 1997), and economic contexts 
(Bredeson et al. 2011; Hallinger 2016). Similarly, there is emphasis on understanding the 
school as an organisation in temporal (Oc 2018) and spatial terms, that is, within its 
environmental (Moir 2017) and geographic location (Bredeson et al. 2011). This broader 
perspective is important in assisting leaders to differentiate between the internal and external 
factors (Gu & Johansson 2013) that are impacting on their leadership and more generally the 
school’s performance.  

2.  Thinking 
Central to the CSILF is the capacity for leaders to think (Clarke 2016), critically (Macpherson 
2009), practically, creatively (Pigza 2015), innovatively, and entrepreneurially (Miller 2018). 
The CSILF prioritises critical thinking, which has recently been incorporated in leadership 
education (Jenkins & Andenoro 2016). It is defined as ‘reasonable reflective thinking focused 
on deciding what to believe or do’ (Ennis 1993: 180), and informs processes of judgement 
making (Lipman 2003), problem solving, and decision making (Jenkins & Andenoro 2016). 
Moreover, critical thinking supports the integration of ‘multiple perspectives’ and is essential 
for leading and guiding educational organisations (Flores et al. 2010: 214).  
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Most significantly, critical thinking is considered to be central to the professionalisation 
process (Ahuna, Tinnesz & Kiener 2014), given its relevance to the notion of self-leadership 
(Semerci 2010) and its focus on contextualisation of the thinking process (Sherblom 2010). 
According to Lipman (2003), as critical thinking is sensitive to the particularities and 
uniqueness of the context, there is a need to attend to relevant situational considerations. 
Critical thinking is therefore essential for determining the applicability of best practice or 
universal approaches to specific contexts (Sherblom 2010). Moreover, it is relevant because 
the thinking process relies on and is ‘guided by criteria represented as standards, principles, 
ideals, laws, guidelines etc.’ (Lipman 2003: 212). Examples of standards include: precision, 
consistency, relevance, clarity, accuracy, depth, breadth, logic, and fairness (Paul & Elder 
2010). These standards are designed to facilitate the quality (Lipman 2003; Moon 2008) and 
excellence in thinking (Mulnix 2012).  

3.  Enactment 
Leadership action is critical because it expresses effective responsiveness (Bredeson et al. 
2011; Bush & Glover 2014; Miller 2018), resulting from diagnosis of needs (Bush & Glover 
2014; Clarke & O’Donoghue 2017; Day et al. 2011) and identification of informed action 
(Barath & Sbabo 2011; Jenkins & Cutchins 2011). Enactment entails the application or 
adaptation of approaches to a real situation (Allen & Middlebrooks 2013), based on an 
examination of credible (Jenkins & Cutchins 2011; Sherblom 2020) contextual information 
(Flores et al. 2010) and data (Ezzani 2009). 

Enactment entails mobilisation of the organisation, by taking initiative and risks (Arhipova, 
Kokina & Rauckienė-Michaelsson 2018). It also entails the implementation of a direction 
setting process, involving the engagement of people within the organisation (Jenkins & 
Cutchins 2011). Grant (2009) advocates the creation of dialogical spaces, that is, ‘physical (or 
virtual), intellectual, social or ideological’ (p. 41) spaces providing security and safety and a 
capacity for collaboration, innovation, professional learning (Arhipova et al. 2018), and 
successful navigation (Jenkins & Andenoro 2016). Furthermore, enactment entails the 
creation of conditions for success by maximising school capacity. Some examples include, the 
‘creation of a culture of collective responsibility, balanced autonomy, and continuous learning 
and improvement … and … alignment among goals, strategies, structures, and resources’ 
(Ikemoto, Taliaferror, Fenton & Davis 2014: 3). Other capacity building strategies include 
establishment of professional development partnerships and enabling accountability 
mechanisms (Macpherson 2009). 

4.  Reflection 
The CSILF recognises the increasing demand for reflection in action (Clarke 2016; Jenkins & 
Andenoro 2016; Macpherson 2009; Miller 2018). Eraut’s (2000, cited in Clarke 2016) distinction 
between reflective deliberation and prospective deliberation is also helpful, with the former 
focusing on sense making and evaluation of own experience and the latter emphasising 
decision making and problem solving. Moreover, reflection incorporates the notion of 
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metacognition which depends on deep critical thinking (Moon 2008), awareness of the 
thinker’s own thought process (Mulnix 2012), and the use of higher order executive processes 
necessary for planning, monitoring, and evaluation (Care, Kim, Vista & Anderson 2018). 
Metacognition is associated with concepts of self-reflection (Arhipova et al. 2018), self-
management, self-monitoring, and self-correction (Flores et al. 2010). These concepts 
emphasise awareness of values, beliefs and knowledge underpinning leadership behaviour 
and understanding of leaders’ own limitations (Allen & Middlebrooks 2013). Most 
significantly, metacognition supports leaders to develop insights into their ‘own thinking 
while processing the thinking of others’ (Flores et al. 2010: 218) and assists them to assess self-
behaviour against determined criteria (Flores et al. 2010).  

The reflection capability in the CSILF supports leaders to acquire wisdom (Clarke 2016), to 
develop their ‘self-awareness’ (Clarke 2016) and to ‘take responsibility for and develop self-
agency in their own leadership learning’ (Clarke 2016: 360). Moreover, the reflective 
capability enhances the quality of judgements (Clarke 2016), enabling leaders to ‘stand back 
from everyday practice and reflect, without the temptation of seeking immediate 
reconciliation of tensions or closure of solutions’ (Clarke 2016: 360). It enables them to 
critically process information and solve problems (Arhipova et al. 2018). Furthermore, the 
reflective capability enables leaders to ‘overcome the limitations of an egocentric worldview’ 
(Flores et al. 2010: 221) and develop non-egocentric processing that demands an 
understanding of the needs of the situation (Flores et al. 2010). Therefore by overcoming 
egocentrism, leaders are able to ‘move beyond their self-imposed limitations’ (Flores et al. 
2010: 218), ‘challenge their underlying assumptions relating to experience’ (Clarke 2016:  359), 
and better understand both their ‘own experience as well as other’s contribution to the school’ 
(Arhipova et al. 2018: 73). 

Inquiry (Arhipova et al. 2018) and evaluation processes (Bush & Glover 2014) are central to 
the reflection capability. Evaluation processes focus on: an assessment of the organisation 
(Marzano, Waters & McNulty 2005); leadership behaviour and impact (Bush & Glover 2014; 
Jenkins & Cutchins 2011); assumptions underpinning leadership action (Jenkins & Cutchins 
2011); and evaluation of arguments, inferences, relationships, and conclusions (Facione 2015). 
Cunningham (2012) advocates reflective journaling as a way of documenting a leader’s lived 
experiences as it supports critical reflection on alternatives to problems and informs relevant 
decision making. Other strategies include reflective reading, networking, and mentoring 
(Arhipova et al. 2018). 

Underpinning Knowledge, Skills, and Dispositions 
The CSILF identifies the interrelated knowledge, skills and dispositions underpinning and 
intersecting with the four critical capability areas as outlined above.  
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Knowledge  
The CSILF identifies the importance of integrating theoretical and practical knowledge 
(Arhipova et al. 2018; Macpherson 2009; Pigza 2015). Theoretical knowledge is seen as 
decontextualised (Macpherson 2009) and includes key ideas, concepts, theories, and models 
(Arhipova et al. 2018), including the conceptualisation of school context and its relationship 
to school leadership. School context is conceptualised as intersecting with the role demand of 
school leadership (Miller 2018) and as multi-dimensional and dynamic, located in both time 
and space (Gu & Johansson 2013). An awareness and understanding of models, dimensions 
or elements is important, for example, Braun et al.’s (2011) model of situated, professional, 
material and external contexts. In addition, leaders need to also understand the possible 
contextual influences and their impact on leadership and schooling (Jenkins & Cutchins 2011; 
Miller 2018), for example, external demands, the internal historical context, and the school’s 
micro politics (Macpherson 2009). They need to also be aware of the type of contextually 
embedded issues and challenges that schools are facing (Barath & Sbabo 2011; Gu & 
Johansson 2013). 

Most significantly, leaders need to have a deep understanding of the complexities and 
uniqueness of schools as organisations (Barath & Sbabo 2011). They need to recognise the 
importance of understanding and interpreting organisations holistically (Arhipova et al. 
2018), including, for example: their organisational and interpersonal dynamics (Flores et al. 
2010); staff strengths and weaknesses (Jenkins & Cutchins 2011); established structures, habits 
and routines (Malen & Knapp 1997); the potential for professional and community learning 
(Macpherson 2009); and the relationship with the local community (Arhipova et al. 2018). As 
Jenkins and Cutchins (2011) argue, an understanding of established processes is needed prior 
to making changes. Research on characteristics of expert leaders supports this emphasis on 
situational awareness of processes, past events and possible opportunities and interventions 
(Allen & Middlebrooks 2013). Furthermore, an understanding of thinking is important, for 
example, knowledge of theories, conceptions of critical thinking and related processes (Ab 
Kadir 2015; French & Tracey 2010) as well as the criteria for evaluating its quality (Paul & 
Elder 2010).  

In addition to theoretical knowledge, the CSILF highlights the importance of knowledge-in-
action (Miller 2018) considered to have developed as a result of a ‘culturally influenced 
process’ (Moon 2008: 126) and is therefore contestable (Moon 2008). As knowledge in action 
‘reflects contexts of applicability’ it is ‘conditional on a set of circumstances’ (Bransford, 
Brown & Cocking 2000: 3). A focus on knowledge-in-action emphasises the importance of 
knowing the ‘how’ of leadership, rather than ‘knowing that’ (Allen & Middlebrooks 2013: 86) 
and provides a common language that supports ‘flexible and adaptive leadership’ (Jenkins & 
Andenoro 2016: 57). 
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Skills  
The key interrelated skills underpinning the critical capabilities include: contextual literacy 
and numeracy, contextualisation, problem solving and decision making. Leaders need to be 
able to read the context (Bush & Glover 2014; Jenkins & Andenoro 2016) by analysing 
(Arhipova et al. 2018; Miller 2018; Moir 2017) and interpreting the situation (Sherblom 2020). 
They need to notice significant features and patterns in the environment (Allen & 
Middlebrooks 2013) and examine, analyse, interpret, and use data and information (Ezzani 
2009; Flores et al. 2010; Netolicky & Golledge 2022) to support problem identification, 
diagnosis, resolution, and decision making (e.g., Arhipova et al. 2018; Bush & Glover 2014; 
Jenkins & Andenoro 2016). Moreover, it is important for leaders to connect new and existing 
information (Marzano et al. 2005) in order to effectively apply, translate (Allen & 
Middlebrooks 2013), and contextualise models and practices in specific situations. The act or 
process of putting ideas into practice requires an ability to: question realities and applicability 
of ideas; recognise assumptions (Jenkins & Cutchins 2011; Sherblom 2010); and draw 
conclusions (Arhipova et al. 2018). 

Dispositions 
Dispositions, otherwise termed as attitudes, attributes, habits of mind, frame of mind, or 
intellectual virtues, such as, humility, courage, integrity, empathy, and autonomy (Mulnix 
2012) ‘alert individuals to opportunities for using their skills’ (Facione 2015: 11). Some 
significant dispositions include: open and fair mindedness (Arhipova et al. 2018; Jenkins & 
Cutchins 2011); inquisitive, curious and inquiry focused (Facione 2015); moved or guided by 
reason (Facione 2015; Lipman 2003; Mulnix 2012); commitment to overcome egocentrism and 
sociocentrism (Flores et al. 2010; Mulnix 2012); willingness to consider the points of view and 
perspectives of others (Facione 2015); persistency and flexibility (Facione 2015; Mulnix 2012); 
and tolerance for ambiguity and uncertainty (Sherblom 2010). 

Discussion and Conclusion 
The CSILF has been designed to support site-based practice  through the use of the CSILF that 
identifies essential perspectives, critical capability areas and their underpinning knowledge, 
skills, and dispositions. The CSILF recognises the complexity of school context and advocates 
a flexible approach entailing the use of multiple strategies. Most significantly, the CSILF puts 
the spotlight on the ‘how’ of leadership in order to better understand ‘the enactment of 
context-specific approaches to leadership’ (Leithwood, Sun & Pollock 2017: 356). The critical 
capability areas provide an important basis for not only leadership selection, preparation, and 
education but also for providing a broader framework for evaluating the performance and 
contribution of school leaders.  

The contextual leadership perspective, as reflected in the CSILF, recognises that there is no 
single leadership style that is appropriate for all schools and that leaders make their practices 



                         ISEA • Volume 50, Number 3, 2022 | 15  
 

and behaviours relevant to their own situation. For example, Hallinger (2003) argues that 
while high needs or failing schools may require an instructional leadership approach, other 
styles of leadership may be relevant depending on the stage of the school’s improvement 
journey and its circumstances. In other words, the style of leadership selected is ‘contingent 
on elements of a situation’ (Bossert, Rowan, Dwyer & Lee 1982: 38). ‘Contextual variables of 
interest to principals include the student background, community type, organisational 
structure, school culture, teacher experience and competence, fiscal resources, school size, 
and bureaucratic and labour organisation’ (Hallinger 2003: 346). A contingent or situated 
approach recognises dependencies on factors or conditions, both internal and external to the 
organisation that influence leadership style (Creemers, Scheerens & Reynolds 2000). It 
emphasises ‘the important role that context plays in determining the success of a leader’ 
(Goldring et al. 2008: 334). This important role is reflected in Gurr, Drysdale and Goode’s 
(2022) open systems model of successful school leadership that highlights the influence of 
school context as well as the political, the economic, the technological, and the socio-cultural 
forces. 

The contextual leadership perspective also recognises that no one leadership style meets all 
needs in specific contexts. Gronn’s (2009) concept of ‘hybrid configurations’ may better 
describe the complexities of leadership, entailing individual leadership co-existing alongside 
distributed leadership and a rejection of the dichotomy of leadership as being either solo or 
distributed. Instead, leadership is seen as a hybrid activity that seeks to ‘fuse or coalesce 
different degrees of focused and distributed tendencies’ (p. 391), mixing differentiated and 
complementary styles. Configuration refers to ‘a pattern or an arrangement of practice’ (p. 
383) that is constantly shifting and occurs within a particular context over time. Hybrid 
leadership offers a holistic understanding of site-based leadership practice that draws 
attention to patterns of diverse leadership practices. It mixes both hierarchical and 
heterarchical systems. Hybridity implies that there are no ‘one-size-fits-all’ approaches and 
that unique, diverse and plural arrangements of leadership are evident in particular contexts. 
‘The totality of such arrangements represents a time-, space-, context- and membership-
bound configuration of influence-based relationships, the dynamics of which, due to the 
mixed patterning of the formations, are most accurately characterised as hybrid’ (p. 381).  

The distributed leadership element of the hybrid configuration draws attention to the 
importance of context as ‘a single model of distributed learning cannot be constructed as its 
structure and practice will be influenced by what is possible and appropriate in different 
contexts’ (Woods, Bennett, Harvey & Wise 2004: 451). However, the effectiveness of 
distributed leadership ‘depends upon the particular pattern of distribution and this pattern 
will depend upon organisational need(s) and levels of expertise within the organisation, 
which will vary from school-to-school context’ (Leithwood, Harris & Hopkins 2020: 13-14). 
Distributed leadership is conceptualised as an organisation-wide phenomenon, reflecting a 
movement focused on ‘practice distributed over leaders, followers and their situation and 
incorporates the activities of multiple groups of individuals’ (Spillane 2006: 12). It is, 
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therefore, inclusive, shared across multiple positions, or stretched over the social and 
situational contexts (Harris 2013). Because schools and their leaders are situated in time and 
place, there is no one-size-fits-all approach to distributed leadership (Harris 2013; Woods et 
al. 2004).  

The CSILF supports the need for theory building to better understand the relationship 
between context and leadership (Bredeson et al. 2011; Gurr et al. 2019; Hallinger 2016) as the 
research on the role of context in educational leadership has been insufficient (Day et al. 2011). 
While academics, such as Gurr (2015), recognise the importance of contextual sensitivity, the 
evidence base is limited (Clarke & O’Donoghue 2017; Day et al. 2011; Goldring et al. 2008) 
and much of it relates to the school effectiveness scholarship (Braun et al. 2011; Goldring et 
al. 2008). The most frequently studied context variables include: the average socio-economic 
status of students, urbanicity, ethnicity, and educational levels (Clarke & O’Donoghue 2017; 
Creemers et al. 2000) and more generally consideration of the impact of context variables on 
school effectiveness (Reynolds & Teddlie 2000). For example, there is a growing number of 
studies that seek to study the role of the school, especially in disadvantaged or challenging 
communities (Day et al. 2011; Gurr et al. 2018). 

However, conflicting research results hinder knowledge generation (Goldring et al. 2008). 
While there is evidence to suggest that contextual variables have demonstrated impacts 
(Reynolds & Teddlie 2000), the study of context, although theoretically attractive, is 
empirically problematic (Goldring et al. 2008). Explanations for the limited number of 
research studies devoted to the role of context indicate that the context effects are ignored 
(Hallinger 2016), not studied seriously or marginalised in not only schooling (e.g., Braun et 
al. 2011; Teddlie, Stringfield & Reynolds 2000) but also in educational leadership (Eacott 2013; 
Goldring et al. 2008; Hallinger 2016). As Harris and Jones (2018) argue, even the emerging 
field of implementation science fails to adequately address the role of context.  

A key challenge to the study of school context is the lack of consensus regarding the 
conceptualisation of school context. It is either seen as being inseparable from leadership (e.g., 
Clarke & O’Donoghue 2017; Dimmock 2012; Hallinger & Huber 2012; Miller 2018;), or as a 
background variable (Braun et al. 2011; Macpherson 2009) impeding, hindering (Hallinger 
2016) or constraining success (Day et al. 2011). The conception of context as a variable may be 
seen to inform the development and implementation of universal leadership frames or 
references, such as national leadership standards, or leadership theories and models. While 
these approaches are helpful in identifying basic commonalities across all contexts, they are 
problematic if: they are overly prescriptive (Clarke & O’Donoghue 2017); advocate linear 
relationships (Braun et al. 2011); or over-simplify leadership processes (Bush 2018; Gurr & 
Drysdale 2008). Moreover, given the complexity of context, one-size-fits-all models or 
approaches are problematic (Bush & Glover 2014; Clarke & O’Donoghue 2017; Gurr et al. 
2019; Miller 2018).  
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The effectiveness of research approaches to school context depends on the extent to which 
they bridge the ‘gap between the theory and the reality’ (Jenkins & Andenoro 2016: 61) when 
confronted with complex school contexts (Bush 2018; Gurr & Drysdale 2008; Starr 2020). 
Jenkins and Andenoro (2016) argue that as many of these approaches are based on 
hypothetical rather real-life leadership situations, there is limited potential to application, 
utilisation and transfer across diverse contexts (Hallinger 2016; Miller 2018). As the 
underlying knowledge base may have emerged from a ‘constrained set of institutional, 
economic, political and cultural contexts’, it would therefore impact on knowledge utilisation 
and transfer (Hallinger 2016: 16). More specifically, this constrained set of research contexts 
may be assumed to reflect the full diversity of contexts (Oduro, Dachi, Fertig & Ravieya 2007) 
or assume ‘best possible’ environments for ‘implementation’ (for example, ideal buildings, 
students, teachers, and resources) (Braun et al. 2011: 595). From a global perspective, certain 
cultural and policy contexts may be considered as best possible environments for 
implementation (Hermosilla, Anderson & Mundy 2014). 

The CSILF is responsive to the growing recognition that context matters. The significance of 
context is especially evident in: the comparative educational leadership effectiveness research 
literature (Clarke & O’Donoghue 2017; Hermosilla et al. 2014); and explanations of leadership 
practices and performance variations between urban and rural (Hallinger 2016; Roberts & 
Downes 2019), or between regions, nations, and groups of nations (Reynolds & Teddlie 2000). 
As Hallinger (2016) argues, context needs to be addressed as a matter of urgency given the 
influence of contextual conditions on: the achievement of school and leadership purpose and 
outcomes (e.g., Gurr et al. 2019; Oc 2018); the enactment of leadership practices (e.g., Goldring 
et al. 2008; Gurr et al. 2019); and leadership performance assessment (Kollias & Hatzopoulos 
2010; Robinson 2010).  

There is a need to deepen the research base of school leadership (Macpherson 2009), making 
it more responsive to the role demand of leaders (Kollias & Hatzopoulos 2010) and the 
necessity to promote theory and practice integration (Pigza 2015). Moreover, there is a need 
to better understand the relationship between national standards frameworks and school 
specific ones and the ways in which national frameworks can provide guidance to leaders 
(Macpherson 2009). These frameworks need to ensure that they support the 
professionalisation of school leadership and reflect the reality of schools and the work of 
teachers (Bush & Glover 2014). Finally, as Bredeson et al. (2011) argue, there is also a need to 
determine how best to support leaders to develop leadership capabilities and related 
knowledge, skills and dispositions.  
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Health First: Critical Success Factors 
(CSFs) Underpinning Effective School 
Management in the COVID-19 Era – A 
Quadruple Model 
Gyaviira Musoke Genza  

Abstract: Due to the unprecedented disruptions occasioned by COVID-19, globally, most school heads 
are in a fix as to what to do to remain effective. This study searched for critical success factors to guide 
such school heads. It employed an exploratory systematic review design, which analysed data 
thematically. The study unearthed both the key issues characterising school management and core 
success factors, which were used to develop a model to guide school heads. The study concluded that the 
pandemic is not only characterised by much distress but is also associated with some interesting 
management opportunities for better school management. It was also concluded that the single most 
important critical success factor in the effective management of schools today is not blended learning 
but health. The study’s strongest contribution lies in its proposed quadruple model, which unveils four 
key ‘standard operating procedures’ for effective school management during the COVID-19 era. The 
model will however need further empirical application for final validation.  

Keywords: School management, critical success factors, COVID-19, quadruple model 

Introduction 
When, on 11th March 2020, the World Health Organization (WHO) declared the new corona 
virus (COVID-19) outbreak to be a global pandemic (Cucinotta & Vanelli 2020), WHO meant 
that this was a ‘disruption extraordinaire’ (Hylton & Hylton 2021: 60) – an unprecedented 
disruption to all sectors of life. The disruption was indicated by ‘lockdowns, quarantines, self-
isolation, physical distancing’ (Pollock 2020: 40) which became the new normal (Francisco & 
Nuqui 2020; Nawangwe, Muwagga, Buyinza & Masagazi 2021). For education, physical 
schooling was paused in almost every country (Harris & Jones 2020; Ssenkusu, Ssempala & 
Mitana 2021). More than 1.2 billion children in 186 countries were affected by these school 
cancellations (Aslam, Saleem, Akram, Parveen & Hali 2021). UNESCO (2020) even speaks of 
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nearly 1.6 billion learners affected. COVID-19 certainly brought about a new normal in 
education, which Francisco and Nuqui (2020) describe as the:  

… shift of learning space from public space to personal [private] space, shift of delivery 
(i.e. teaching) methods from one size fits all to individualized and differentiated 
learning, shift of responsibility in the teaching and learning process where there is an 
active participation of household members, and shift in learning evaluations [sic]. (p. 
15)  

Hylton and Hylton (2021) thus opine that COVID-19 irrevocably changed the world – 
including the world of education where even more change is expected as research is already 
alerting schools to prepare themselves for the next pandemic(s) (Hung, Huang & Tan 2020). 
What key lessons have schools learnt? There seem to be certain ‘best’ practices or Critical 
Success Factors (CSFs) for schools to pick from the COVID-19 experience to prepare 
themselves for the uncertain future – moving from productive failure (Hylton & Hylton 2021) 
to creation of ‘new pathways through the disruption’ (Harris & Jones 2020: 246).  For example, 
total school lockdown was not the solution every country adopted. Singapore kept schools 
open for all students that needed additional support (Hung et al. 2020). Sweden kept pre-
primary and primary schools open throughout the pandemic (Ahlström, Leo, Norqvist & 
Isling 2020). Yet, in Uganda, both Lower primary (Classes 1-3) and Lower secondary (Classes 
1-2) learners didn’t receive any in-person schooling for two years (March 2020 – January 2022) 
(Muhumuza 2022). Did Uganda forget that ‘the longer children stay out of school, the less 
likely they are to ever return’ (Obidike 2020: 68)? What lessons can countries like Uganda 
learn from other countries’ success stories for better school management?  

The current study used existing literature to assemble CSFs in the effective management of 
schools during the COVID-19 era. The study had three specific objectives presented in the 
form of questions:  

1. What are the key issues characterising school management in the COVID-19 era?  
2. What are the key CSFs in the effective management of schools in the COVID-19 

era?  

3. What CSF model(s) for the effective management of schools during the COVID-19 
era might emerge from existing literature?  

Effective School Management  
School management is the art and science of running an educational institution (Genza 
2021b). According to Koontz and Weihrich (2003) this ‘running’ consists of five essential tasks, 
namely: planning, organising, staffing, controlling, and leading (the institution), each of 
which should be done well (effectively) since schooling plays an indisputable role in national 
development (Ddumba-Ssentamu 2004; Ozturk 2001). The current study focuses on running 
schools effectively despite the pandemic; that is, in a way that enables schools to deliver what 
they are expected to deliver (Msila 2012; Obadara 2017). Effectiveness is about results, 
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performance and efficiency (Özkan & Tokel 2018). Schools usually measure effectiveness in 
terms of three elements: pupil outcomes (such as learning outcomes and psycho-socio 
development); school processes (such as staff motivation); and school acquisition of key 
inputs (such as financial and human resources) (Preedy 1993). Thus, effective school 
management focuses on enhancing teaching and learning, in particular, and overall school 
system wellbeing, in general (Agih 2015). The current study sought to find out what CSFs 
underlie such effective school management in the era of COVID-19. Such CSFs are the real 
standard operating procedures for effective school management.   

Critical Success Factor Approach 
The term ‘Critical Success Factors’ ([CSFs], Amberg, Fischl & Wiener 2005) or ‘Key Success 
Factors’ ([KSFs], Grunert & Ellegaard 1992) is grounded in strategy research, where it refers 
to variables that are essential in the attainment of a given goal. Thus, Yee et al. (2020) and 
Amberg et al. (2005) define CSFs as the limited number of areas in which sufficient results 
will warrant flourishing performance for the entire department or organisation. CSFs are the 
dimensions where ‘things must go right’ in order for the entire organisation to thrive (Grunert 
& Ellegaard 1992; Kaniaru, Karani, Mirie & Nyangena 2019; Yee et al. 2020). That is why 
Grunert and Ellegaard (1992) further contends that CSF:  

… is reserved for those skills/resources which have the highest strategic leverage, in 
that a decision to invest in these skills/resources will have a strong impact on perceived 
value and/or relative cost, and, at the same time, point to other skills or resources 
needed to build the key success factor. (p. 16)  

The current study used the term CSFs to mean those few key governance issues that might 
determine the overall effectiveness of school management – in line with the pareto principle 
also known as the law of the vital few (Jana & Tiwari 2021). These issues might be teamwork, 
resource availability and teacher quality, for example. However, which of these are 
particularly critical for effectiveness in the COVID-19 era?  

The 1980s – when strategy research gained prominence – were characterised by concern about 
why some organisations were flourishing while others were failing (Kaniaru et al. 2019). 
Succeeding organisations were found to be leveraging certain key skills or resources, which 
explained variance in their performance (Grunert & Ellegaard 1992). These key resources are 
the CSFs. Today the CSF approach is commonly used for strategic management (Amberg et 
al. 2005). In education, it may enable an administrator to discover the key issues on which to 
concentrate management attention, instead of scattering management ‘bullets’ all over 
(Amberg et al. 2005). Identification of CSFs is indeed associated with improved organisational 
performance (Grunert & Ellegaard 1992). However, existing studies on CSFs mainly focus on 
e-learning and IT adoption issues (Kaniaru et al. 2019), leaving education management 
largely unaddressed.  
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The current study views CSFs as a planning tool within the ‘shared-experiences school’ of 
strategy research (Grunert & Ellegaard 1992). The school believes that by reflecting on the 
lived experiences of different practitioners, ‘it becomes possible to build up general, 
empirically based theoretical knowledge, which then can guide the selection of business 
strategy’ (Grunert & Ellegaard 1992: 6). Similarly, by reflecting on the documented 
experiences of managing educational institutions during the COVID-19 era, one can build up 
a cluster of key issues that are critical for effective school management. However, since 
strategy research further indicates that CSFs are usually few in number (Grunert & Ellegaard 
1992; Kaniaru et al. 2019; Yee et al. 2020), the current study also expects to end up with a few 
key CSFs around which school management success in the COVID-19 era pivots.  

Nevertheless, there is research that contends that, in as far as education management in the 
COVID-19 setting is concerned, there is no such thing as success factors or best practices. 
Harris and Jones (2020) posit that ‘no one can predict what might be the best solutions, the 
best actions, the side effects of any actions taken in this crisis … There are no precedents and 
no guides to leading schools in a pandemic’ (p. 244). In as much as the current study 
appreciates such cautionary counsel, it also notes that, between Harris and Jones’ (2020) study 
and today (2022), more is known about COVID-19 and how to manage it in schools. Positing 
that there are ‘no leadership standards … no inspection framework, no KPIs [Key 
Performance Indicators], no benchmarks’ (Harris & Jones 2020: 246) would be an exaggeration 
today; the world now has some benefit of hindsight. In September 2020 – merely six months 
after the onset of the pandemic – Girelli, Bevilacqua and Acquaro (2020) reported that ‘the 
nation [Italy] now has a research base from which to understand best practice as we embark 
on the next chapter of coexistence with COVID-19’ (p. 56).  Thus, today – after two years of 
successful co-existence with COVID-19 – it is plausible to think of CSFs for effective 
management of schools. Indeed, more recent research, such as Aslam et al. (2021), reveals 
that, although COVID-19 has affected different nations and schools differently, there are 
certain factors that are critical for educational success for all. Also the need for school-level 
localised solutions does not contradict the setting up of key cross-cutting issues for 
benchmarking against (Hylton & Hylton 2021).  

Study Methodology 
Existing literature highlighted the paucity of universally accepted methodologies for 
developing models (Hahn 2013; Tsioptsias, Tako & Robinson 2016). The study opted for the 
ADDIE model development methodology (Marzal, Saputra, Suratno, Mauladi & Elisa 2019), 
beefed up by Hahn’s (2013) model translation protocols. ADDIE, an acronym for Analysis, 
Design, Development, Implementation, and Evaluation (Mariam & Nam 2019), has been one 
of the most commonly used models in strategic management and policy analysis since 1975. 
However, since realistic model implementation and evaluation take years (Hahn 2013), the 
current study limits itself to the first three phases of ADDIE (Analysis, Design and 
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Development). Each of the study’s three objectives focuses on one of ADDIE’s first three 
phases.  

During ‘Analysis’, the study used an exploratory systematic review design to unveil the key 
issues characterising school management in the COVID-19 era (situational analysis) and, 
thus, to ‘figure out what to do [next]’ (Mariam & Nam 2019: 30). The ‘Design’ phase pivoted 
around ‘construction’ of a COVID-19 CSF model for school management by using the same 
systematic review methodology. The essence of systematic review is bringing together 
research on a given problem such as COVID-19 and synthesising it into ‘one whole’ in view 
of new knowledge (Genza 2021a; Hallinger 2013; Hallinger & Hammad 2017; Himmelfarb 
Library 2020). Of all the methods which CSF literature proposed for unearthing CSFs, 
systematic review came first, followed by questionnaire survey (Amberg et al. 2005). Using 
Google Scholar™, the study collected studies on ‘school management during the COVID-19 
era’. The Google Scholar™ search engine is known to be ‘a more suitable database for reviews 
of Educational Leadership and Management research’ (Hallinger & Hammad 2017: 5).  

Besides, the study applied four of Creswell’s (1998) research quality checks, as cited by 
Walters (2009). These are: a prolonged engagement with the literature (for two years); peer 
review (other management scholars critiqued the review transcript); rich description (of 
documentary findings in the tables); and triangulation of sources (such as education and non-
education journals, books, and policy documents). Data were analysed thematically by using 
narrative synthesis to integrate diverse views on CSFs (Genza 2020b; Hallinger & Hammad 
2017).  

The result of systematic review (objectives one and two) was a draft model, which was 
(further) ‘Developed’ in the third phase by subjecting it to expert review (during two 
successive three-member Focus Group Discussions); and by pilot-testing it among school 
administrators (practitioners), who are the model’s direct beneficiaries.  

The school practitioners were chosen from Uganda from both rural and urban primary and 
secondary schools for ecological validity. They were mainly Head teachers and/or Deputy 
Head teachers. These being the primary beneficiaries, the study wanted to find out if the right 
system had been built (Hahn 2013), and thus to establish model fidelity by considering how 
accurate the administrators found the model (Tsioptsias et al. 2016). They were sampled using 
opportunity sampling by taking those Head/Deputy Head teachers who were close at hand. 
After introducing the study to two different groups of school administrators who had 
gathered at Wakiso and Kyotera districts’ headquarters for reorientation in view of school 
reopening in January 2022, the researcher shared the link to the study’s online questionnaire 
with all interested prospective respondents. Uganda was chosen because it is the country 
whose schools suffered the longest COVID-19 closures in the whole world – lasting as many 
as 83 weeks (nearly two years) (Muhumuza 2022; Mwesigwa 2022).  

Since all the study’s potentially sensitive data for the first and second phases were taken from 
the public domain of existing literature, no ethical approval was necessary (Ndarukwa, 
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Chimbari & Sibanda 2019). However, in the third phase, the study ensured administrators’ 
informed consent and voluntary participation by full disclosure (Oso & Onen 2008). This 
involved detailed explanation of the study’s rationale, objectives, methods and significance 
to potential participants, including their freedom to stay or withdraw from the study at any 
time.  Secondly, there was anonymity via online Google forms – a strategy that also helped to 
stop possible spread of COVID-19 through physical contact with questionnaires.  

Results  

Key Issues Characterising School Management in the COVID-19 Era  
Under objective one, documentary analysis revealed two generic issues (themes); namely, 
distress and (some) opportunities. Distress was certainly the most prevailing issue, and was 
mainly attributed to uncertainty, role intensification, and negative cash flow. These three 
subthemes constitute the key distressful issues characterising school management in the 
COVID-19 era. Table 1 presents typical indicators of each of these as encountered in literature. 

Table 1: School Management Distressful Issues in the COVID-19 Era 

Sub-theme Sample documentary indications of the distressful issue 
1. Uncertainty (& 
change) 

 ‘Before the pandemic, schools operated within known 
parameters … COVID19 has changed all that and 
unpredictability and uncertainty are now the watchwords of all 
those leading schools’ (Harris & Jones 2020: 246).  

 ‘Principals must [now] deal with various levels of anxiety, 
uncertainty on a daily basis’ (Ahlström et al. 2020: 39).  

 There is too much ‘situational ambiguity, where the operational 
context could change overnight’ (Beauchamp, Hulme, Clarke, 
Hamilton & Harvey 2021: 388).  

 ‘There is no predictability, no certainty and potentially no end in 
sight’ (Harris 2020: 324).  

 ‘In the current context of uncertainty, chaos and change, the 
pressure on leaders to stay in the [principal’s] role and to 
succeed has never been greater’ (Stone-Johnson & Weiner 2020: 
371).  

 Yet students, parents and staff still frequent administrators with 
questions demanding immediate answers that are not available 
(Varela & Fedynich 2020). 

2. Role 
intensification 
(overload, or 
task escalation)  

 School leaders are ‘facing significant increases in workload 
and/or stress’ (Liu 2020: 18).  

 ‘School leaders are caught in the unfavourable position of being 
the pinch point in the system … dealing with fluid and changing 
staffing situations meaning they are having to do much more 



                         ISEA • Volume 50, Number 3, 2022 | 31  
 

Sub-theme Sample documentary indications of the distressful issue 
with less … Every expectation either from above or below asks 
more of school leaders professionally and personally’ (Harris & 
Jones 2020: 244).  

 ‘Principals maintain much of their prior efforts while also 
meeting the unprecedented challenges the pandemic has created 
for their staff, families and students. Principals serve as essential, 
frontline workers, handing out food to families, bringing laptops 
and tablets to students, keeping up the morale of students 
through email blasts, parades through students’ neighborhoods 
and continuous messaging and communication to parents’ 
(Stone-Johnson & Weiner 2020: 367).  

 ‘For school leaders working in these demanding and chaotic 
circumstances, the pressure is relentless, the options are limited, 
the sleepless nights are frequent’ (Harris & Jones 2020: 244).  

 The thin wall between work and personal life seems to have 
crumbled (Tran, Hardie & Cunningham 2020). School heads are 
on the phone all the time to provide timely information to 
different stakeholders (Beauchamp et al. 2021; Chitpin & Karoui 
2021), hence ‘lack of the right to disconnect’ (Girelli et al. 2020: 
54).   

3. Negative cash 
flow 

 Schools’ inbound cash (income) is too little compared to the 
outbound (debt payments) (Francisco & Nuqui 2020; Stone-
Johnson & Weiner 2020).  

 Since most schools currently lack money to cover their operating 
costs, the sustainability of many schools stands in a serious 
balance (Varela & Fedynich 2020).   

 School heads currently find themselves in a dilemma of being 
expected to do more work but with less money (Francisco & 
Nuqui 2020). 

 ‘Such is the crux of the education system: dedication, passion, 
intention, and commitment, but not enough money to make it 
happen’ (Varela & Fedynich 2020: 8).  

 

Table 1 reveals that school management stress during COVID-19 is mainly attributed to 
uncertainty, role intensification, and negative cash flow. These findings point to the need for 
remedies to each of these three sub-issues in view of effective school management.  

Away from the stressful experiences characterising school management, the COVID-19 era 
was also found to present some opportunities (Ssenkusu et al. 2021). Is it not often said that 
there is a silver lining to every dark cloud? The most generic opportunity spotted in literature 
is the awakening of humanity from its previous comfort zone(s). This is the opportunity ‘to 
challenge the now, and find answers that we do not even know are out there’ (O’Connell & 
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Clarke 2020: 9). Human beings routinely need some kind of crisis to jolt them out of their 
comfort zone; some kind of ‘exogenous shock’ from ‘life-as-usual’ to a ‘new normal’ 
(Houlihan 2021). The pandemic:  

… has prompted considerable reflection, especially during our time of self-isolation. 
Indeed … this period of crisis and the opportunities for solitude that have been 
afforded could prove to be an overdue catalyst for meaningful education reform. 
There is a real prospect for us to emerge from COVID-19 with a different view on 
society, in particular on the purpose of schools and the formal process of education. 
(O’Connell & Clarke 2020: 9)  

This awakening of ‘the-sleeping-giant’ is associated with five other more particular 
opportunities, presented in Table 2 as sub-themes (‘opportunities’ being the major theme).  

Table 2: Education Management Opportunities in Times of COVID-19 

Sub-theme Extra sub-issue Sample documentary indications of the 
opportunity  

 
 
 
 
 
 
 
 
 
 
 
 
 
 
1. Rethinking 
education & 
schooling 

 
 
 
 
 

 
1.1. In general 

 ‘COVID-19 presents us with an 
opportunity to rethink our concept of 
education’ (Hylton & Hylton 2021: 63). 

 Time ‘to re-position and re-model 
education’ (Harris 2020: 322). 

 ‘Refocusing schooling away from its 
traditional academic orientation, towards 
creating more learning opportunities 
engendering such skills and attributes as 
critical thinking, communication, self-
management, research and social analysis’ 
(O’Connell & Clarke 2020: 9). 

 ‘Covid-19 … has widened opportunities 
for new conceptions of intelligence within 
education through introducing new ways 
of teaching and learning which are 
student-centred, community and local 
resource focused’ (Ssenkusu et al. 2021: 
355).  

 
 
 
 

1.2. Curriculum  

 ‘Some parents opted out of online 
instruction and taught their children 
instead to sew, to bake … Would it be fair 
for us to say they did not learn?’ (Hylton & 
Hylton 2021: 63-64).  

 ‘Only in an “edu-diverse” environment 
will we be best poised to sustainably 
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Sub-theme Extra sub-issue Sample documentary indications of the 
opportunity  

nurture healthy human beings who 
experience a sense of fulfilment and are 
able to contribute to society’ (Hylton & 
Hylton 2021: 64).  

 COVID-19 awakened the need to review 
school curriculum to refocus attention on 
what had long been neglected, e.g., 
physical education and health promotion 
(to beat obesity) (Tafireyi 2021).  

1.3. School-home 
learning  

 ‘Flipped classroom design is an 
opportunity’ (Hung et al. 2020: 58).  

 An opportunity of ‘the hybridity of school- 
and home-based learning’ (Hung et al. 
2020: 61).  

 
1.4. Assessment  

 ‘Distance learning [during the pandemic] 
has also made it necessary to rethink 
assessment and evaluation practices’ 
(Girelli et al. 2020: 53-54).  

 
 
 
 
 
 
2. E-learning 

  COVID-19 ‘presents opportunities for 
deepening the digital transformation 
process and journey in education for the 
betterment of all students’ (Hung et al. 
2020: 62).   

 ‘The pandemic has transformed the 
centuries-old chalk-talk teaching model to 
one driven by technology’ (Talesra 2020: 
88). 

 ‘In this pandemic, education has been re-
crafted, re-designed and re-booted as a 
home-based, technology enabled, on-line 
activity’ (Harris 2020: 321).   

 
 
 
 
 
 
3. School 
partnerships 

 
 
 
 
 
 
3.1. With external 
partners 

 Helped to ‘forge partnerships in the 
educational ecology, including parents and 
other social service agencies, to foster and 
sustain deep change’ (Hung et al. 2020: 61). 

 “E-learning afforded teachers the 
opportunity to develop greater           
partnerships with parents and carers … 
Conversely, parents committed themselves 
to collaborate, reinforcing the school-
family partnership’ (Girelli et al. 2020: 54). 
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Sub-theme Extra sub-issue Sample documentary indications of the 
opportunity  

 COVID ‘has created more opportunities 
for parent understanding and empathy for 
the work of teachers. There may never 
have been a better time for schools to 
harness this new depth of relationship to 
support student learning. This is a genuine 
opportunity to consolidate, and even 
extend our communication strategies and 
structures with parents and carers’ 
(Obidike 2020: 68).   

 
3.2. With internal 
& external 
partners together 

 Emerging from the pandemic with 
strengthened relationships both within 
and outside of the school (Martinez & 
Broemmel 2021).  

 ‘This pandemic opens a stronger school 
community and external partnerships 
especially with the parents and guardians’ 
(Francisco & Nuqui 2020: 18).  

 
 
 
 
 
 
4. Networked 
leadership 
 

  ‘COVID-19 has certainly resulted in a 
proliferation of new networks and 
networking practices. School leaders are 
currently influencing others and exercising 
leadership through multiple platforms, 
fora and networks. This networked 
leadership practice is widely distributed 
and innately collaborative … [Implying] a 
flatter, more decentralised, networked 
leadership culture … [It is] about capacity 
building rather than control, it relies on the 
mobilisation of others to lead through 
collective engagement and action’ (Harris 
2020: 324).  

 

5. Others e.g., 
accountability 
demands 

  ‘The removal of the distraction of external 
accountability measures, such as 
inspections, was an unforeseen benefit’ 
(Beauchamp et al. 2021: 387).  

 
Table 2 reveals that rethinking education and schooling, prizing e-learning, strengthening 
school partnerships and embracing networked leadership are the key opportunities 
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associated with COVID-19 times. These could be strategically harnessed for better school 
management, for example by optimising the emerging closer relationships with parents.  

For the first objective, the study concludes that truly the pandemic brought about many 
challenges to school management. ‘However, it is possible to overcome [many of] these 
shocks and to turn a crisis into an opportunity’ (Resmi & Hasanah 2020: 399). Thus, COVID-
19 should more objectively be taken to be a ‘crisis-opportunity’ (Talesra 2020) – a crisis from 
which key lessons can be constructed for more effective school management.  

General Success Factors in the Effective Management of Schools 
For objective 2, existing research posited many factors for effective school management in the 
COVID-19 era. These are presented in Table 3, followed by a precise list of what the current 
study proposes to be the key CSFs.  

Table 3: Documentary Evidence on Individual Success Factors 

 Study Context Success factors proposed Comment  
1 Moyi (2020) Kenya Continued learning, teacher 

professional development, and 
psychosocial support.  

Silent about 
physical safety 

2 Anderson (2020 
cited in Metcalfe 
& Perez 2020) 

 
USA 

‘Forego top-down decision-making, 
focus on professional development, 
and sharing best practices through 
networks’ (p. 50).  

Where is health 
and learning? 

3 Fernandez & 
Shaw (2020) 

Higher 
education, 
USA 

‘Connecting with people as 
individuals and establishing mutual 
trust, distributing leadership 
throughout the organization and 
communicating clearly and often 
with all stakeholders’ (p. 41) 

Why ignore safety 
and continued 
learning? 

4 Gurr & Drysdale 
(2020)  

Australian 
school 
leadership 
context 

Seven ‘domains of practice’: 
‘understanding the context, setting 
direction, developing the 
organisation, developing people, 
improving teaching and learning, 
influencing, and leading self’ (p. 24).  

Quite general and 
lacking in 
specifics  

5 Girelli et al. 
(2020) 

 
Italy 

Everything ‘must be underpinned 
by a philosophy of care primarily to 
ensure the safety of all but also 
ensure educational relevance’ (p. 
56). 

Safety and 
learning 
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 Study Context Success factors proposed Comment  
6 Pollock (2020) Canada A two-pronged approach: Ensuring 

health and safety; ensuring 
continued learning.  

Health and 
learning 

7 Resmi & 
Hasanah (2020) 

Indonesia Develop a study-from-home policy 
and set up a school-level COVID-19 
task-force.  

Home learning 
and safety 

8 Talesra (2020) India Several ‘multi-pronged strategies’ 
pivoting around learning continuity 
(pp. 88-90).  

Learning without 
safety? 

9 Chitpin & 
Karoui (2021) 

UK Safety, quality learning, equity, and 
efficient school capacity.   

Safety, learning, 
equity, efficiency 

10 Martinez & 
Broemmel (2021) 

USA Community involvement, physical 
safety, student and teacher well-
being, and sharing information. 

Where is 
learning?  

11 Houlihan (2021) Australia Creating a nexus between academic 
learning and wellbeing.  

Learning and 
wellbeing 

 
Table 3 reveals that different studies propose different factors for effective school 
management in the COVID-19 era. Which of these more than 10 factors are really critical? Of 
all studies in Table 3, the current study opted to adopt Pollock (2020) as the point of departure. 
Pollock (2020) came up with a two-pronged approach to principals’ work in Canada during 
the COVID-19 pandemic. The two prongs (factors) are ‘ensuring health and safety’ on the one 
hand, and ‘ensuring continued learning’ on the other. The study’s choice of Pollock’s (2020) 
approach was guided by three key considerations. First, the natural reaction to an emergency 
is safety, and Pollock accentuated it – ‘safety first’. Second, the reason for the existence of 
schools is education (that is, teaching and learning), and Pollock’s second prong underscores 
this. Third, the proposals made by several other studies in Table 3 also seem to point to 
Pollock’s two prongs. For example, Houlihan (2021) speaks of ‘learning and wellbeing’, and 
Girelli et al. (2020) propose ‘safety and educational relevance’. Even then, only Pollock 
directly brings out the concept of a ‘two-pronged approach’.  

Starting with Pollock’s (2020) two ‘prime’ CSFs, the current study initially ‘built up’ three 
other key factors from literature. These are ‘school routine reorganisation’, ‘stakeholder 
involvement’, and ‘responsive distributed leadership’. However, with expert reviewers’ 
input later, one of these three extra factors (‘distributed leadership’) was dropped and became 
part of ‘stakeholder involvement’. Thus, the current study proposes only four CSFs, not five. 
The four constitute what the study refers to as a ‘quadruple model of effective school 
management during the COVID-19 era’, as presented in Figure 1.  
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Figure 1: Quadruple Model of Effective School Management in the COVID-19 Era 

 

 
 
The model in Figure 1 reveals that there are four CSFs in the effective management of schools 
in the COVID-19 era. These are blended learning, health, school routine reorganisation, and 
stakeholder involvement. The prioritisation order of the four factors was done later after 
subjecting the model to school administrators’ review. The factors are explained in the next 
section, which serves as the ‘development phase’ of the ADDIE approach.  

Critical Success Factors: An Emerging Quadruple Model  
According to existing literature, the first, and single most important CSF, is ensuring that all 
stakeholders are healthy and safe from infection (Ahlström et al. 2020; Chitpin & Karoui 2021; 
Resmi & Hasanah 2020). This factor is about physical and emotional wellbeing. ‘Priority must 
be the well-being of leaders, teachers, learners, parents, and all stakeholders involved in the 
reopening of school life’ (Harris & Jones 2020: 243). This is not only because the life of every 
member matters but also because, with COVID-19, infection of one person may imply 
infection of many others. Schools ‘must invest in necessary social distancing and hygiene 
measures’ (Girelli et al. 2020: 55). However, health is more than that of the body. It includes 
that of the mind – mental health – ‘a dynamic state of internal equilibrium which enables 
individuals to use their abilities in harmony with universal values’ (Galderisi, Heinz, Kastrup, 



38 | ISEA • Volume 50, Number 3, 2022  
 

Beezhold & Sartorius 2015: 231). Mental health implies emotional, psychological, and social 
wellbeing, existential misgivings notwithstanding. Depression is a sign of lack of such mental 
health.  

Literature indicates that learner and staff mental health deserves much attention in the 
current situation of COVID-19 because the pressure and distress, which these people are 
undergoing, is excessive (Fornaro, Struloeff, Sterin & Flowers 2021; Pollock 2020). It is not an 
overstatement to say that they are all anxious about the virus (Pollock 2020). For students, 
they ‘may be disproportionately affected by COVID-19 because [their] family members are 
essential workers, or because they have ill family members’ (Pollock 2020: 43). Others’ distress 
may vary from ‘experiencing loss of loved ones, to others whose families are struggling 
financially because of the economic fall’ (Pollock 2020: 41). To ensure mental health under 
such strange circumstances, schools need to provide the much needed empathy and psycho-
social support through such therapeutic activities as guidance and counselling on a weekly, 
if not daily, basis. Current times call for understanding, not immediate academic rigour 
(Fernandez & Shaw 2020; Tran et al. 2020). ‘Our students will need time and space to readjust 
to school-based learning’ (Obidike 2020: 68). ‘After all, staff and students have families and 
lives beyond the school that are most important to them’ (O’Connell & Clarke 2020: 8). The 
predominant thinking in current research is thus one of ‘health first’.  

Prioritising academic excellence and institutional survival over learner and staff well-being 
at this time would be heartless (Brelsford et al. 2020; Martinez & Broemmel 2021). When 
‘teachers are forced to act normally in a situation that is not typical [it] can lead to increased 
uncertainty and stress’ (Martinez & Broemmel 2021: 113). Thus, ‘the first step should be on 
the well-being of the teacher, while empathising with their challenges’ (Tran et al. 2020: 44). 
As Harris (2020) suggests, ‘kindness, gratitude and empathy are now the leadership currency 
to get things done. Making reasonable demands on colleagues and having patience for others 
and self are imperative for those leading schools’ (p. 325).  

The second CSF is blended learning to ensure continued learning despite COVID-19 (Harris 
2020; Metcalfe & Perez 2020; Nawangwe et al. 2021) – using one kind of learning continuity 
plan or another (Francisco & Nuqui 2020). To realise learning during these strange times, 
every school will have to include ‘some form of remote learning’ (Gurr & Drysdale 2020: 25), 
which may be in the form of synchronous (real time) tele-lessons broadcast over radio, 
television, zoom and other media, or through other (asynchronous) learning management 
systems, or even recorded lessons and hard copy learning materials (pamphlets).  

Nevertheless, e-learning comes with numerous challenges including web and computer 
usage illiteracy (among learners, teachers and parents); lack of (reliable) electricity, as well as 
device and internet constraints (Adekunle, Adeyanju & Oyegoke 2020; Aslam et al. 2021; 
Igbokwe, Ndidiamaka, Anyanwu & Ngozi 2020; Mugimu 2021). For example, Akinwumi and 
Itobore (2020) wonder how many parents are capable of troubleshooting even a simple 
internet reconnection. What about balancing the demands of work with those of home 
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schooling? But the greatest barrier seems to be attitudinal – fear of the unknown. Many 
teachers’ and learners’ lack of prior experience with internet technologies makes them 
approach e-education with pessimism, if not utter opposition (Aslam et al. 2021). For many, 
face-to-face teaching and learning are irreplaceable (Girelli et al. 2020). Such fears are real and 
deserve empathetic attention from school management, including teacher retooling in digital 
literacy (Adekunle et al. 2020; Aslam et al. 2021; Metcalfe & Perez 2020).  

It is because of such fears that the current CSF proposes ‘blended’ learning – a mix of 
virtual/online and face-to-face learning modes (Adekunle et al. 2020). Attempts to use online 
education alone are likely to fail. Learners will need ‘diverse resources [and modes] for 
practice, revision and remediation’ (Oyeniran & Oyeniran 2020: 23). However, heads of 
schools should also ensure that the particular blended modes which they eventually decide 
to adopt or adapt are not only effective but also within the means of the majority of learners 
and parents (Pollock 2020).  

The third CSF is school routine reorganisation. This implies rearranging the school both 
physically and structurally so as to optimally meet learners’ educational needs within a 
COVID-19 dispensation. Preventative practices such as social-distancing imply school re-
organisation (Chitpin & Karoui 2021; Pollock 2020). On school re-opening, several structures 
and processes are likely to be different (Girelli et al. 2020). For example, administrators may 
have to stagger the start and close of the school day (Hung et al. 2020; Obidike 2020); stagger 
time for activities such as meals; and devise temporary outdoor spaces for classrooms (Girelli 
et al. 2020). Other re-organisational measures include double shift schooling (Obidike 2020; 
Pollock 2020; Resmi & Hasanah 2020), reducing class size, and running remedial lessons for 
the disadvantaged (Obidike 2020; Pollock 2020). There is thus a need for ‘reimagining the 
shape of the school day by considering doubling the number of classes and reducing class 
size, lengthening the school day and using technology’ (Chitpin & Karoui 2021: 4-5).  

However, one wonders how physical capacity can be so quickly increased at this time. 
Temporary shelters may have to be devised (Houlihan 2021). Schools might also benefit from 
Girelli et al.’s (2020) strategy of ‘territorial educational alliances’; that is, ‘shift to lessons in 
public spaces, indoors or outdoors including theatres, cinemas, parks and museums to 
ameliorate overcrowding’ (Girelli et al. 2020: 55). Such alliances have implications also for 
school organisational structure, including creation of a COVID-19 taskforce consisting of 
learners, staff, school board, and the school surrounding community (Houlihan 2021; Resmi 
& Hasanah 2020).  

The fourth, and last, CSF is closer stakeholder involvement in school management. Just as no 
individual has all the answers, no single education stakeholder group has all the solutions to 
COVID-19 issues, hence the criticality of synergy (collaboration). This CSF is about consulting 
and communicating with all stakeholders (Beauchamp et al. 2021; Fernandez & Shaw 2020; 
Martinez & Broemmel 2021) – ‘connective leadership’ (Francisco & Nuqui 2020). According 
to Gokuladas and Baby (2020), at the school level, stakeholders with an immense scope of 
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contribution to COVID-19 decisions are learners, parents, School Management 
Committee/Board of Governors, school administration, and teachers. For example, ‘the SMC 
[sic] should spearhead the process of reopening the school by providing strategic direction 
and unconditional support to the school administration’ (Gokuladas & Baby 2020: 203-204).  

At this time of crisis, communicating with stakeholders serves several purposes. First, it 
counters ‘the sheer quantity of incorrect or contradictory messages [moving around]’ 
(Brelsford et al. 2020: 14). Second, it acts as a therapeutic measure that does not only build a 
sense of community and trust (Fernandez & Shaw 2020), but also reduces anxiety to ensure 
the continuity of learning (Pollock 2020). Thus, ‘all processes related to [the] reopening of 
schools need to be carried out in consultation and in association with all stakeholders because 
any omission of responsibility on the part of any of the stakeholders will be detrimental’ 
(Gokuladas & Baby 2020: 201).  

However, how much communication should be done? According to O’Connell and Clarke 
(2020), ‘if there is too little [communication] there is a danger that rumour and innuendo will 
distort genuine information’ (p. 8). Also Fernandez and Shaw (2020) indicate that 
‘communication in a crisis is a delicate balancing act; too much and the message is tuned out, 
too little may prompt concern and anxiety’ (p. 43). Overwhelming stakeholders with 
information would certainly be counterproductive (Brelsford et al. 2020), hence the need of 
accompanying transparency with carefulness. Today’s importance of versatility in managing 
both internal and external expectations and pressures cannot be overstated (Beauchamp et al. 
2021). ‘To hide bad news or seek to impose an overly positive veneer on the situation would 
be a mistake’ (O’Connell & Clarke 2020: 7).   

Consequently, literature views effective communication during the COVID-19 era as one that 
is ‘proactive, frequent, collaborative, flexible, accurate and transparent’ (Brelsford et al. 2020: 
13). In contrast, ineffective communication is viewed as being ‘reactive, delayed, 
contradictory, and insensitive to teachers and parents’ (Brelsford et al. 2020: 13). School 
administrators should therefore sharpen their communicative skills to enhance their 
interactions with key groups (Beauchamp et al. 2021), including using social media to reach 
wider audiences. Communication will be demanding and exhausting. Indeed school heads 
are advised to be open about their own vulnerability and humanity, particularly when 
relating with staff. According to O’Connell and Clarke (2020), ‘in crises, one’s demonstration 
of humanity counts for much in the eyes of those being led’ (p. 7).  It is reported, for example, 
that in Texas (USA) ‘the honesty and vulnerability that some principals were willing to show 
deepened the level of trust and respect between them and the teachers’ (Brelsford et al. 2020: 
17).  

Literature further reveals that, to be successful in this COVID-19 era, stakeholder involvement 
and communication should be nested within a framework of responsive distributed 
leadership. Distributed leadership has become the default leadership response in the COVID-
19 era (Harris & Jones 2020). ‘During this pandemic, principals should be able to share their 
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leadership with teaching staff and [other] employees based on their respective abilities, 
establish interpersonal relationships … and be able to work in teams’ (Resmi & Hasanah 2020: 
400). However, to be effective, distributed leadership should at the same time be flexible so 
as to succeed in giving real-time responses to needs as they emerge unencumbered by rigid 
bureaucracies (Fornaro et al. 2021; Houlihan 2021). ‘Effective school leadership is now 
connected, collaborative, creative and responsive’ (Harris & Jones 2020: 246).  

The above quadruple model, developed from existing literature, was shared with 
practitioners (school administrators) for verification as part of translation validity (Hahn 
2013). The next section presents verification results.  

Model Verification  
The emerging CSF model constituted by the four factors was tested among primary and 
secondary school administrators (heads of school) in Uganda, which is the country reported 
to have had the longest suspension of face-to-face schooling in the whole world (due to 
COVID-19) – lasting 76 weeks (Muhumuza 2022; Mwesigwa 2022). Geographically, Uganda 
is located in East Africa. Its formal education structure consists of four levels: pre-primary (2 
years), primary (7 years), secondary (6 years), and tertiary (2-5 years) (Ministry of Education 
and Sports 2008). Educational management at each of these levels stands to gain from the 
proposed quadruple model.  

Model testing using different school administrators in Uganda was meant for further model 
verification, and it relied on a five-item online questionnaire. Whereas three of the 
questionnaire’s main items were structured, two were open-ended. Of the 140 administrators 
that accessed the online tool, 102 (73%) actually responded. This number was considered 
adequate since the verification pilot survey was for purposes of translation validity, not 
conclusiveness (Hahn 2013). ‘Translation validity comprises [of] face validity (the extent to 
which the model appears to represent accurately what it is intended to represent) and content 
validity (the extent to which the model sufficiently covers the domain of interest) [sic]’ (Hahn 
2013: 879). Social science-based models like the current one rely heavily on such translation 
techniques for verification (Hahn 2013; Tsioptsias et al. 2016). The 102 administrators were 
both male (67%) and female (33%), head teachers (45%), deputies (36%) and others (19%), and 
75 percent of them had been in management for at least five years. For the three expert 
reviewers, each had an experience of at least seven years in his/her field; namely, strategic 
management, policy analysis, and education management.  

The administrators first gave their opinions on the appropriateness of the draft model in 
bringing out the most important factors in the effective management of schools during the 
COVID-19 era. They did this by rating the model as being Very Appropriate, Appropriate, 
Undecided, Inappropriate, or Very Inappropriate. Whereas 69 (67.7%) of them found the 
model Appropriate, 30 (29.4%) found it Very appropriate, hence 97.1 percent for 
‘Appropriate’ and ‘Very Appropriate’ combined. The remaining three respondents (2.9%) 
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were undecided. There were no responses for either Inappropriate or Very Inappropriate. 
Such a high positive rating of the model by practitioners implies that the model sufficiently 
maps the domain of interest and is therefore suitable for guiding school management during 
COVID-19 times.   

Administrators gave their rationales for rating the model so positively. Most of them 
explained that the model’s four CSFs appropriately represent the most important spheres of 
management attention during COVID-19 times.  

These four factors constitute the main outstanding constituents of appropriate 
education in such a trying COVID-19 era. (Deputy Head teacher)  

Another reported that: 

In the COVID-19 era, blended learning has become inevitable with the abrupt closure 
of schools that doesn’t permit entirely physical classes. Health is key since a healthy 
body and mind is needed for effective teaching and learning to take place. This calls 
for parental involvement in ensuring children’s health and attainment of the required 
gadgets and scholastic materials. School routine reorganization is also essential as co-
curricular activities like guidance and counseling have become key. (Head teacher) 

However, a few respondents added that however key the model’s four factors were, they did 
not exhaust all issues; citing financial resources as an example:   

The model only partly gives the underlying factors. Where’s the financial factor? I feel 
it should be included. It is crucial in achieving all other factors. (Head teacher)  

Certainly financial resources are critical of school management effectiveness as was indicated 
by the key issues characterising school management in the COVID-19 era. However, with 
expert reviewers’ input, the study opted to leave finance out of the model because the 
literature that informed the study did not particularly bring it up as a CSF. The literature only 
saw finance as a negative ‘underlying condition’ (just like ‘uncertainty’ and ‘role 
intensification’) to be ‘solved’ using CSFs such as ‘stakeholder involvement’ and ‘school 
routine reorganisation’. Secondly, it was feared that if finances were included as a CSF, 
administrators might capitalise on them as the excuse for ineffective school management.  

School administrators gave their views also on the relevance of each of the four (4) factors in 
the model. They gave each factor a rank of Low, Average or High (relevance). According to 
their responses, more than 63 percent of them found each factor worth the highest rank of 
‘High relevance’; that is, Blended learning (63.7%); Stakeholder involvement (70.6%); Health 
(70.6%), and School routine reorganisation (73.5%). These findings mean that each of the four 
CSFs is necessary in the model, and so none of the four factors was (to be) dropped.  

Finally, the administrators ranked the model’s four CSFs in what, according to them, was the 
(factors’) order of importance in the effective management of schools during the COVID-19 
era. Administrators ranked the factors from ‘Most important’ to ‘Least important’. Taking 
what each administrator ranked as ‘most important’, ‘health’ came first with 38 respondents 
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(37.2%), closely followed by ‘stakeholder involvement’ (33; 32.4%). ‘School routine 
reorganisation’ came third (27; 26.3%), with ‘blended learning’ (4; 3.9%) as fourth. These 
findings imply that also according to the practitioners, health is the single most key CSF in 
the effective management of schools during the COVID-19 era. This conclusion concurs with 
Pollock’s (2020) first prong (of ‘health and safety’), and also affirms the study’s ‘health first’ 
adage.  

Respondents explained that without health, everything else is in vain. One Head teacher said: 

Health is a priority for learning to take place. Without good health, even good learning 
or planning is useless. So, life comes first in all, then the rest can follow. 

Another administrator (a Deputy Head teacher) observed that:  

For effective school management you need to put more emphasis on the lives of the 
people. You can only achieve success when you’re healthy physically, psychologically, 
spiritually.  

However, according to respondents’ rankings, ‘health’ is closely followed – not by Pollock’s 
(2020) second prong of ‘continued learning’ – but by ‘stakeholder involvement’. Such a high 
ranking of stakeholder involvement was interpreted to imply a need for collaboration with 
different people in all key decisions about health, learning, and school routine reorganisation. 
One respondent explained that:  

Stakeholders are vital from the start so that they can own decisions and help on their 
implementation. (Head teacher)  

Similarly, another believed that:  

All other factors are dependent on stakeholders’ involvement. If we engage all the 
stakeholders, they will provide solutions on how to re-organise the school, come up 
with a good learning system and lastly provide solutions to the health department. 
(Head teacher) 

Although these revelations imply ‘health first’, it does not mean that stakeholder involvement 
is of secondary importance. Rather, even in prioritising health, stakeholders should be 
involved. During the COVID-19 era every key school management move is to be interpreted 
above all from its health and safety implications to learners and staff; with stakeholders 
included in deliberating these moves, however.  

Conclusions and Recommendations  
The study’s main goal was to assemble CSFs in the effective management of schools during 
the COVID-19 era. In line with its three objectives, the study now concludes that the key issues 
characterising school management in the COVID-19 era are distress (as associated with 
uncertainty, role intensification, and negative cash flow), as well as some opportunities – 
particularly the chance for fundamental reforms in education pedagogy and management. 
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Second, the key CSFs in the effective management of schools during the COVID-19 era are 
health, stakeholder involvement, school routine reorganisation, and blended learning – in 
order of importance. This reminds us that although learning is the primary goal of schools, it 
cannot take place without stakeholders’ (physical and mental) health. Consequently, health 
first! However, the effectiveness of learning and health decisions will depend on the quality 
of stakeholder involvement, which will in turn impact on a school’s physical and programme 
structures. Thus, third, the study’s quadruple model underscores the criticality of each of the 
four factors in the effective management of schools during COVID-19 times. The four are the 
real standard operating procedures for school administrators to leverage in these times.  

Thus, however much the distress that the COVID-19 pandemic has brought to school 
management globally, existing literature is not without sample ‘solutions’ for effective school 
management. The pandemic does even occasion some management opportunities such as the 
rebirth of close working relationships between school administrators and parents. Such 
opportunities should be leveraged for more collaborative school management undertakings.  

More practically, the study recommends that school administrators organise weekly 
psychosocial programmes for their schools. This is meant to manage the distress, which is 
widely spread among learners and staff and is taking away the much needed time, energy 
and other resources for teaching and learning. Concerning the emerging quadruple model, 
the study recommends its further empirical application and validation in diverse educational 
contexts. These processes will bring to fruition the fourth and fifth phases of the ADDIE 
approach, namely model implementation and evaluation, respectively.  

Contribution, Limitations and Further Research  
The study makes three notable contributions. First, it is the first of its kind to leverage existing 
research to bring more than 50 studies on COVID-19 to one ‘round table’ to find a 
comprehensive but precise strategy to running schools in the current times. The strategy is 
contained in the quadruple model of effective school management, and it (the model) is the 
second contribution. This model, which extends knowledge from Pollock’s (2020) two-
pronged approach to a more complete ‘four-pronged approach’, is indeed a key contribution. 
School administrators, who find themselves having to make many sensitive strategic 
decisions during the COVID-19 era, will find the model handy. Finally, unlike most disaster 
studies that focus on disasters that have happened and gone, the study focuses on a disaster 
that is ongoing. Because it suggests answers to an ongoing problem, the study is not just a 
postmortem but a diagnosis and prescription at the same time.    

However, the study is considered to be limited in some respects. First, the study’s CSFs cannot 
equally apply to all categories of schools globally. Depending on each school’s more 
particular contextual realities, each school may only use these as ‘generic guides’ to more 
particular ‘solutions’. Second, what this study presents are largely ‘perceived’ CSFs and not 
CSFs that have stood the test of time; hence, the need for further empirical validation perhaps 
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using a longitudinal design. Indeed ADDIE’s fourth and fifth phases (implementation and 
evaluation) have not been included in the current study. Last, at different stages of the 
COVID-19 pandemic, the degree of criticality of each CSF may change due to the dynamic 
nature of success factors in changing contexts. However, the study remains significant 
particularly for providing practitioners and policy makers with strategic insights on how 
schools might be run during such grand-scale emergencies as COVID-19. Moreover, COVID-
19 has not made education management contexts so turbulent that no guiding CSFs 
whatsoever can be posited.  

For further model refinement and validation, future research should focus on empirical 
implementation and evaluation of the quadruple model in diverse real school settings by 
‘watching’ the model run over a period of time. 
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Identifying Agile Leadership 
Characteristics at Schools: UK Study 
Nehir Ozdemir and Munevver Cetin 

Abstract: Agile leadership has attracted the attention of organisations due to its suitability for 
uncertain and changing conditions. An Agile Leadership Model for education, and associated survey 
instrument, have been developed in Turkish by Ozdemir and Cetin. To validate an English version, 
255 teachers working in the Brighton and Hove area in the UK were surveyed, and the data collected 
led to the development of English-language five factor Agile Leadership Scale with 45 items in total. 
This survey instrument will help education organisations, using English as the primary language, 
determine the agile leadership characteristics of their leaders and help them to respond better to rapidly 
changing circumstances. In addition, it makes the instrument available to the English language 
research community.   

Keywords: Agile leadership, agile leadership scale, school leadership, leadership and crisis  

Introduction 
One of the biggest problems for organisations is responding to the sudden changes in the fast-
paced environment, and the uncertainties and chaotic processes created by unexpected 
developments. This complex and chaotic situation is captured by the term VUCA (volatility, 
uncertainty, complexity, and ambiguity), and organisational agility is seen as a solution to 
responding to a VUCA world (Bennett & Lemoine 2014; Denning 2018). 

Organisational agility is seen as a capability that embraces organisational psychology and 
structures, information technology, logistics processes, mindsets, feelings, innovation, and 
adaptation to changes (Almahamid, Awwad & McAdams 2010). The agile organisation 
creates competitive advantage by being able to adapt its people and processes to the 
continually changing needs of the marketplace and does so increasingly with the support of 
technical innovation (Glenn & Stahl 2009). 

On the grounds of the fact that all kinds of transformation, change and innovation in 
organisational life are driven by leadership, it is worthwhile considering the notion of agility 
in terms of leadership (Glenn & Stahl 2009). Agile leadership is a process of management 
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derived from information technology development which stresses the division of tasks into 
short phases of work with frequent reassessments, thus allowing organisations to adapt and 
learn fast (Marconi 2020). It is particularly well-suited to periods of rapid disruption. 

When the literature on agility is examined, there seems to be a lack of empirical studies and 
measurement tools. Moreover, the concept of agility is addressed mainly in the context of 
productive agility, or information technology (Hayward 2018; Horney, Pasmore & O’shea 
2010; Medinilla 2012; Parker, Holesgrove & Pathak 2015)). In terms of leadership there have 
been a few scales developed to measure agile leadership in non-educational organisations. 
Sharifi and Zhang (1999) developed a scale for manufacturing organisations, Zain, Kassim 
and Mokhtar (2003) focused on the information technologies sector, and Araza (2015) the 
financial sector. The only Agile Leadership Scale developed for education is the one in 
Turkish by the authors of this article (Ozdemir & Cetin 2019). This scale was used as a 
measurement tool in Ozdemir’s (2020) doctoral dissertation and forms the basis for the 
current article which describes the English language adaptation of the scale.  

Developing this scale in English is an important and worthwhile endeavour to support 
educational leaders during these times of rapid change; it provides another type of agile 
leadership survey, and it provides connection with the Turkish survey, allowing comparison 
between the Turkish/English scale and other agile leadership instruments. Once the 
instrument is adapted to English, studies between different populations that compare 
characteristics in different cultural contexts may be conducted easily and this research gains 
global value (Gjersing, Caplehorn & Clausen 2010). The process of adapting an existing 
instrument, rather than developing from scratch a new one that is specifically for the target 
population, has considerable advantages. By adapting an instrument, the researcher is able 
to compare data from different samples and different backgrounds, which enables greater 
fairness in the evaluation because the same instruments assess the construct based on the 
same theoretical and methodological perspectives (Borsa, Damásio & Bandeira 2012). 
Adapting the instrument into English language can contribute to comparative education 
studies effectively between the UK and Turkey. 

The Paradigm of Agile Leadership  
Agile Leadership utilises agile principles such as being flexible and capable of adapting to 
change rapidly and efficiently (Joiner & Josephs 2006). Ozdemir and Cetin’s (2019) agile 
leadership scale is based on five sub-dimensions as shown in Table 1, with associated 
supporting literature. Following are more detailed descriptions of each sub-dimension.  
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Table 1: Theoretical Foundations of Agile Leadership Paradigm’s Sub-Dimensions 

Agile leadership 
sub-dimensions 

Theorists 

Shared Responsibility 
and Proactive Agility 

Brockbank 1999; Doeze Jager-van Vliet 2017; Elmore 2000; Grant 
& Ashford 2008; Lunenburg & Ornstein 2012. 

Synergetic Agility Fuller 1978; Joiner & Josephs 2006; Olbrich, Bertschinger & Rauh 
2015; Ramanujam & Lee 2011; Valencia 2013. 

Emotional Agility David 2016; Goleman & Cherniss 2001; Goleman, Langer, David 
& Congleton 2017; Kaplan, Turner, Norman & Stillson 1996. 

Digital Literacy and 
Technological Agility 

Chetty et al. 2018; Dunlop-Hinkler, Parente, Marion & Friar 2011; 
Glenn & Stahl 2009; Gobillot 2007; Hayward 2018; Sambamurthy, 
Bharadwaj & Grover 2003. 

Openness to 
Innovation and 
Adaptation Agility 

Almahamid et al. 2010; Doeze Jager-van Vliet 2017; Dubey & 
Gunasekaran 2014; Ganguly, Nilchiani & Farr 2009; Heifetz & 
Linsky 2014; Kassim & Zain 2004. 

Shared Responsibility and Proactive Agility 
Agile leaders can divide the whole picture into pieces and work quickly and are more 
productive and creative than those who don’t have this flexibility. Proactive employees show 
self-starting, future-oriented behaviour that aims to create change in the work environment 
(Grant & Ashford 2008). Proactive agility relates to actively looking for changes or initiating 
innovation in one’s work organisation (Doeze Jager-van Vliet 2017). To be more proactive, it 
is essential to focus on controlling the future and to divide projects into small, more 
manageable sections. Bouncing from one item to the next makes leaders reactive. On the other 
hand, focusing on a few big goals will lead to better success and means leaders are more 
proactive (Doeze Jager-van Vliet 2017; Van Rooy, Whitman, Hart & Caleo 2011). 

Lunenburg and Ornstein (2012) showed that teachers’ productivity, motivation, and 
performance levels increase in schools prone to teamwork and sharing decision making. 
School leaders can increase proactivity and productivity by choosing ways to share with 
employees who have enough knowledge, experience, and potential for the planned actions 
(Elmore 2000). 

Emotional Agility 
Agile leaders don’t try to suppress their feelings or inner experiences. Instead, they approach 
their inner world in a sense-making, value-driven and productive way. In a complex, fast-
changing organisational world, having this emotional agility, the ability to manage one’s 
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thoughts and feelings, is important for achievement. Many studies show that emotional 
agility can help people become more innovative, reduce stress and errors, and, hence, 
improve job performance (David 2016). Managing emotions, and not being governed entirely 
by them, and using them in decision making, effectively increases leader flexibility and sense 
of hope, and leads to a more effective working environment (Goleman et al. 2017). 

Synergetic Agility 
In synergetic agility, intuitive capability can lead to agile organisational transformations, and 
provide solutions to conflicts that are beneficial for everyone. It also includes the ability to 
increase group energy dynamics for organisational benefit and enhanced trust, which can 
create better commitment even in difficult communication processes (Olbrich et al. 2015). 
Leaders having synergetic agility capability show essential disciplines such as having a 
holistic orientation, leading teams, and changes correctly, and navigating pivotal 
conversations (Joiner & Joseph 2006). 

Digital Literacy and Technological Agility 
The digital leader is unwilling to accept the current rules and is willing to think the 
unthinkable to achieve breakthroughs in innovation in organisational operating processes. 
The faster that technology comes out, the faster he/she needs to figure out how to bring it into 
the business and make use of it to get a return from the technology (Dunlop-Hinkler et al. 
2011). The key to unleashing agile improvement is fundamentally about people over tools, 
but digital agile transformation can work if it is led by technologically effective leaders 
(Hayward 2018). 

Openness to Innovations and Adaptation Agility 
A leader’s openness to innovation and adaptation agility can help to bridge the gap between 
past and current achievements, and to encourage subordinates to come into a new, radical 
and different future. A product, method or idea that has recently been valid and authentic 
can be ordinary in today’s conditions, and it can become obsolete and outdated tomorrow. 
Therefore, it is very important to adapt the innovations quickly instead of resisting change 
(Heifetz & Linsky 2014). In the light of being comfortable with change and new ideas, 
adaptive agility means people change their behaviour to increase their fit with the new 
context (Doeze Jager-van Vliet 2017). 

Methodology 
A translation process (Borsa et al. 2012) was used to convert the survey from Turkish to 
English and included the translation of items into the target language, synthesis of the 
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translated versions, evaluation of the synthesised version by experts, evaluation of the target 
population, back-translation and the conduct of a pilot study which included appropriate 
sampling, testing of the theory through Confirmatory Factor Analysis (CFA) and conducting 
a reliability analysis (Brown 2006). 

Sampling 
To conduct CFA, it is desirable to have at least 250 respondents (MacCallum, Widaman, 
Zhang & Hong 1999) and accounting for non-responses, a random sample of 400 teachers 
working at schools in the Brighton and Hove District was invited to participate with contact 
made using their official email addresses. The teachers accessed the survey anonymously 
through a website link. In total, 255 teachers completed usable surveys, representing a 
response rate of 64 percent. Participant characteristics are provided in Table 2. 

Table 2: Participant Characteristics 

Independent variables N (%) 
Gender  

Female 150 58.8  
Male 105 41.2 

Age  
21-30 109 42.7  
31-40 77 30.2  
41-50 33 12.9  
51 and over 36 14.1 

Seniority  
1-10  169 66.2  
11-20  60 23.5  
21 and over 26 10.2 

School Level  
Preschool & Primary School 101 39.6  
Middle school & High School 154 60.4 

Degree  
Undergraduate 63 24.7  
Graduate 192 75.3 
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Process of Data Analysis 
The Agile Leadership Scale (consisting of 5 sub-dimensions and 56 items) was tested using 
the Amos Package Program. Informed by the agile leadership theory, we identified five 
domains of adaptation: Shared responsibility and Proactive Agility, Emotional Agility, 
Synergetic Agility, Digital Literacy and Technological Agility, Openness to Innovations and 
Adaptation Agility. These domains are all sub-dimensions of Agile Leadership Scale, in 
Turkish, by Ozdemir and Cetin (2019).  

Findings 

Translation of the Original Scale 
To adapt the existing scale and generate a new Agile Leadership Scale in English, it was 
decided to follow the steps given in Table 3. 

Table 3: Scale Adaptation Process 

Step Tool Output 
Translation of original scale 
to English 

- (Manual Process) 1st draft scale in English 

Transliteral Equivalence 
Test 

IBM SPSS 2nd draft scale (after excluding items 
failing in this step) 

Validity Test IBM AMOS 3rd draft scale (after excluding items 
and/or factors failing in this step) 

Reliability Test IBM SPSS Final scale (after deciding the 
consistency of the scale based on test 
in this step) 

The adaptation process was started out by translating 56 items from Turkish into English in 
the original scale and re-translating them into Turkish again, to check for accuracy of 
meaning. During the translation process, three different experts in the related field examined 
the items. An open-ended question form was added to the end of the draft scale to ask the 
experts to state their opinions about the draft scale in terms of its suitability to the English 
language and culture. After the expert review, two items in the draft scale were seen as 
culturally difficult to answer and were revised. In the final translation stage, eight teachers 
working in various high performing English schools piloted the survey and were asked for 
their opinions in writing. E-mail contact details were gathered from selected schools and then 
the online scale form was shared with them via e-mail. After it was seen that the teachers gave 
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a positive opinion about the intelligibility of the items, it was decided that ‘Agile Leadership 
Scale’ measurement tool would be accepted with 56 items.  

Transliteral Equivalence 
Transliteral equivalence is the process of transferring an expression from one language to 
another. Unlike translation, transliteral equivalence provides cultural adaptation and a way 
that the reader can most easily understand (Munday 2001). In the transliteral equivalence 
process of this study, Turkish and English forms obtained for the scale draft were applied 
twice to a group of 40 English language instructors working in Turkey to determine 
‘correlation coefficients’ and ‘dependent group t-test’ results with a 3-week interval for 
reliability analyses. The operational dimension of the scale adaptation studies was based on 
the process of testing the theory with CFA. Within the scope, the Agile Leadership Scale 
(consisting of 5 sub-dimensions and 56 items) was tested with SPSS and Amos Package 
Programs. 

For reliability analyses of transliteral equivalence study, correlation coefficients and 
dependent group t-test results were examined between items in Turkish and English. Within 
the scope, Pearson Product Moment Correlation Coefficients results are expected to be 
significant, and dependent group t-test results are not expected to be significant (Dündar, 
Ekşi & Yıldız 2008). To conclude, correlation coefficients obtained from the application of 
English and Turkish forms to the same group are given in Table 4. 

Table 4: Transliteral Equivalence - Pearson Product Moment Correlation Coefficients 

Item Pair R 
Turkish  1 - English 1 0.931 

Turkish  2 - English 2 0.813 

Turkish  3 - English 3 0.884 

Turkish  4 - English 4 0.580 

Turkish  5 - English 5 0.753 

Turkish  6 - English 6 0.790 

Turkish  7 - English 7 0.914 

Turkish  8 - English 8 0.906 

Turkish  9 - English 9 0.918 

Turkish  10 - English 10 0.980 

Turkish  11 - English 11 0.962 
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Item Pair R 
Turkish  12 - English 12 0.922 

Turkish  13 - English 13 0.929 

Turkish  14 - English 14 0.864 

Turkish  15 - English 15 0.857 

Turkish  16 - English 16 0.907 

Turkish  17 - English 17 0.908 

Turkish  18 - English 18 0.751 

Turkish  19 - English 19 0.727 

Turkish  20 - English 20 0.584 

Turkish  21 - English 21 0.677 

Turkish  22 - English 22 0.924 

Turkish  23 - English 23 0.861 

Turkish  24 - English 24 0.850 

Turkish  25 - English 25 0.563 

Turkish  26 - English 26 0.736 

Turkish  27 - English 27 0.815 

Turkish  28 - English 28 0.842 

Turkish  29 - English 29 0.834 

Turkish  30 - English 30 0.947 

Turkish  31 - English 31 0.478 

Turkish  32 - English 32 0.624 

Turkish  33 - English 33 0.616 

Turkish  34 - English 34 0.895 

Turkish  35 - English 35 0.971 

Turkish  36 - English 36 0.856 

Turkish  37 - English 37 0.896 

Turkish  38 - English 38 0.638 
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Item Pair R 
Turkish  39 - English 39 0.915 

Turkish  40 - English 40 0.583 

Turkish  41 - English 41 0.783 

Turkish  42 - English 42 0.891 

Turkish  43 - English 43 0.753 

Turkish  44 - English 44 0.625 

Turkish  45 - English 45 0.743 

Turkish  46 - English 46 0.401 

Turkish  47 - English 47 0.930 

Turkish  48 - English 48 0.640 

Turkish  49 - English 49 0.899 

Turkish  50 - English 50 0.675 

Turkish  51 - English 51 0.956 

Turkish  52 - English 52 0.861 

Turkish  53 - English 53 0.682 

Turkish  54 - English 54 0.729 

Turkish  55 - English 55 0.914 

Turkish  56 - English 56 0.558 

N=40, p<0.01 for all items 

As shown in Table 4, 41 items (not shaded) of the scale between the Turkish form and the 
English form have high level of positive (r> 0.7) and significant relationship (p <.01). The other 
15 items (shaded) have moderately positive (r> 0.4 and r <0.7) and have a significant 
relationship (p <.01). Accordingly, it can be said that the responses of the participant teachers 
were similar to both forms of the scale. 

Using dependent group t-tests, there are significant differences between the Turkish and 
English draft scales for only two items: item 2 (t = 2.157, p < 0.05) and item 27 (t = -2.218, p < 
0.05). There are no significant differences in the mean scores of all other items (p> .05). Since 
both analyses results did not appear to be problematic, the items in the adapted draft scale 
were considered to have transliteral equivalence. 
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Validity 
At the end of the transliteral equivalence process, the operational dimension of scale 
adaptation studies is based on the processes of testing the theory with CFA. Instead of 
analysing data with an exploratory factor analysis as in the first version of the scale (where 
each item is free to load on each factor) and potentially facing a solution inconsistent with the 
initial theory, a CFA can give the investigator valuable information regarding the fit of the 
data to the specific, theory-derived measurement model (where items load only on the factors 
they were designed to measure), and point to the potential weakness of specific items 
(Mueller & Hancock 2001). 

Within the scope of the analysis performed, 11 items (5, 9, 15, 19, 20, 24, 29, 42, 43, 51, 53) 
affected the model negatively due to the low standard regression coefficient values and were 
excluded from the draft scale. After applying the correlations suggested for the items under 
the same factor, the result seen in Figure 1 was obtained. Standardized Regression Estimates 
of each item to their factors are listed in Table 5. 

As a result of the CFA testing, the fit indices calculated are as follows: x ^ 2 / df = 1.489, CFI = 
0.906, RMR = 0.055, IFI = 0.907, TLI = 0.900 and RMSEA = 0.044. The chi-square value, which 
is an indicator of a model fit, is below the value of 3, and so it can be said that the model fits 
perfectly (Brown 2006). For other fit values, CFI >0.90, RMR < 0.05, IFI> 0.90, TLI > 0.90, 0.050 
>RMSEA > 0.080, these are the indicators of good fit in the field (Wang & Wang 2012). 
Consequently, it can be said that there is an acceptable fit between the model and data for the 
five factored Agile Leadership Scale. 
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Figure 1: Adaptation Scale - Confirmatory Factor Analysis - Factor and Substance Distribution 
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Table 5: Standardised Regression Weights 

 Regression Estimate 

m11 <— Shared Responsibility and Proactive Agility 0.667 

m12 <— Shared Responsibility and Proactive Agility 0.654 

m13 <— Shared Responsibility and Proactive Agility 0.592 

m14 <— Shared Responsibility and Proactive Agility 0.613 

m16 <— Shared Responsibility and Proactive Agility 0.546 

m17 <— Shared Responsibility and Proactive Agility 0.514 

m18 <— Shared Responsibility and Proactive Agility 0.542 

m38 <— Shared Responsibility and Proactive Agility 0.660 

m39 <— Shared Responsibility and Proactive Agility 0.615 

m40 <— Shared Responsibility and Proactive Agility 0.596 

m41 <— Shared Responsibility and Proactive Agility 0.608 

m50 <— Shared Responsibility and Proactive Agility 0.558 

m52 <— Shared Responsibility and Proactive Agility 0.654 

m01 <— Synergy Agility 0.644 

m02 <— Synergy Agility 0.644 

m04 <— Synergy Agility 0.597 

m06 <— Synergy Agility 0.582 

m08 <— Synergy Agility 0.701 

m10 <— Synergy Agility 0.689 

m21 <— Synergy Agility 0.697 

m22 <— Synergy Agility 0.600 

m44 <— Synergy Agility 0.543 

m45 <— Synergy Agility 0.605 

m46 <— Synergy Agility 0.584 

m03 <— Emotional Agility 0.629 

m23 <— Emotional Agility 0.576 
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 Regression Estimate 

m25 <— Emotional Agility 0.614 

m26 <— Emotional Agility 0.628 

m27 <— Emotional Agility 0.588 

m28 <— Emotional Agility 0.507 

m55 <— Emotional Agility 0.574 

m33 <— Digital Literacy and Technology Agility 0.585 

m34 <— Digital Literacy and Technology Agility 0.644 

m35 <— Digital Literacy and Technology Agility 0.571 

m36 <— Digital Literacy and Technology Agility 0.664 

m37 <— Digital Literacy and Technology Agility 0.627 

m47 <— Digital Literacy and Technology Agility 0.633 

m48 <— Digital Literacy and Technology Agility 0.629 

m49 <— Digital Literacy and Technology Agility 0.584 

m07 <— Open to Innovation and Adaptation Agility 0.571 

m30 <— Open to Innovation and Adaptation Agility 0.682 

m31 <— Open to Innovation and Adaptation Agility 0.606 

m32 <— Open to Innovation and Adaptation Agility 0.533 

m54 <— Open to Innovation and Adaptation Agility 0.669 

m56 <— Open to Innovation and Adaptation Agility 0.685 

Reliability 
Cronbach’s Alpha values for the reliability coefficients of the adapted scale and its sub-
dimensions are given in Table 6. As shown in the table, the alpha coefficient numbers of the 
factors of Agile Leadership Scale were calculated for ‘Shared Responsibility and Proactive 
Agility’ as 0.97, for ‘Synergy Agility’ as 0.97, for ‘Emotional Agility’ as 0.92, for ‘Digital 
Literacy and Technology Agility’ as 0.95 and for ‘Open to Innovation and Adaptation Agility’ 
as 0.98. The total value of the alpha coefficient for the scale is 0.98. Consequently, the values 
are sufficient to show that the consistency of the scale is quite high. 
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Table 6: Reliability Coefficients Values for Agile Leadership Scale and Sub-dimensions  

Factor  Cronbach’s alpha         

1-Shared Responsibility and Proactive Agility 0.97 

2-Synergy Agility 0.97 

3-Emotional Agility 0.92 

4-Digital Literacy and Technology Agility 0.94 

5-Open to Innovation and Adaptation Agility 0.95 

TOTAL 0.98 

Factor and Item Structure  
As a result of the previous analysis, and to enhance validity and reliability, a five dimension 
and 45 item scale was developed. This meant that 11 items from the Turkish scale were 
excluded. The dimensions and items in the English version are presented below. 

1st Factor: Shared Responsibility and Proactive Agility 
1. Our administrator gives feedback regularly to improve employee’s performance. 

2. Our administrator exhibits determination to cope with challenges. 

3. Our administrator is successful in ‘self-learning ‘and ’self-evaluation’. 

4. Our administrator supports employee’s entrepreneurship and new projects. 

5. Our administrator benefits from his/her own information and expertise power in 
managerial processes. 

6. Our administrator argues that tasks should be divided into subtasks to accomplish 
efficiently. 

7. Our administrator encourages his/her employees to create different solutions for 
problems. 

8. Our administrator plays a rapid and effective role in the development and 
improvement of the organisation. 

9. Our administrator is successful in deriving new information from existing 
information. 

10. Our administrator carries out improvement and development efforts in physical 
conditions of the organisation promptly to increase success. 

11. Our administrator takes measures to support the professional development of 
employees to increase success. 
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12. Our administrator takes additional measures in the middle of the academic period 
in case of a failure in evaluation results. 

13. Our administrator encourages his/her employees to take part in undiscovered areas 
(new projects, in-service training, etc.). 

2nd Factor: Synergy Agility 
14. Our administrator cares about acting with his/her team. 

15. Our administrator provides co-coordination among employees. 

16. Our administrator acts as a bridge among different departments. 

17. Our administrator can be contacted easily in case of a personal problem. 

18. Our administrator has a high level of awareness of his/her team’s needs. 

19. Our administrator motivates his/her team to achieve the goals of change. 

20. Our administrator is successful in strengthening employees’ weak points. 

21. Our administrator defines the task sharing as inter-employee cooperation processes. 

22. Our administrator does not hesitate to authorise an employee to perform a 
leadership role in some projects or problem situations. 

23. Our administrator fulfils the coaching and mentoring roles required by the 
employees effectively. 

24. It is also important for our administrator to meet the needs and expectations of the 
employees as well as the organisation’s objectives. 

3rd Factor: Emotional Agility 
25. Our administrator guides his/her employees against future uncertainties. 

26. Our administrator supports each employee to express his/her feelings and thoughts 
independently. 

27. Our administrator provides flexibility in working programmes, if necessary, in case 
of a failure. 

28. Our administrator shows sincere and honest behaviour towards his/her team. 

29. Our administrator has the ability to accept the current situation where struggling is 
unnecessary. 

30. Our administrator can speak frankly if something goes wrong. 

31. Our administrator may direct his/her team correctly in the tempered situations 
resulted by contradictions. 
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4th Factor: Digital Literacy and Technology Agility 
32. Our administrator follows scientific and technological developments related to 

sector in time. 

33. Our administrator can easily adapt to new technologies. 

34. Our organisation uses e-communication networks to share information. 

35. Our administrator is fast enough to provide information flow. 

36. Our administrator has implemented technology related programmes in our 
organisation. 

37. Our administrator provides the necessary physical conditions for the use of 
interactive course contents. 

38. Our administrator reaches the data in real and virtual environment in the desired 
purpose correctly. 

39. Our administrator supports employees to have digital literacy skills. 

5th Factor: Open to Innovation and Adaptation Agility 
40. Our administrator often speaks about the positive aspects of change and innovation. 

41. Our administrator has made the organisation open to innovation. 

42. Our administrator is sensitive to track changes. 

43. Our administrator can foresee the change processes that are likely to occur. 

44. Our administrator designs projects for change processes (in which areas, how long 
it will take, methods to use, etc.). 

45. Our administrator tends to adapt to change rather than blindly accept what the 
change brings. 

Discussion 
As a result of this study, the English adapted version of Agile Leadership Scale has five factors 
as in the original form, namely: ‘Shared Responsibility and Proactive Agility’, ‘Synergy 
Agility’, ‘Emotional Agility’, ‘Digital Literacy and Technology Agility’ and ‘Open to 
Innovation and Adaptation Agility’. As seen in the field, these factors are parallel with most 
studies in the literature.  

The first factor of the Agile Leadership Scale is ‘Shared Responsibility and Proactive Agility’. 
Doeze Jager-van Vliet (2017) claimed that proactive agility refers to foreseeing of problems 
and creating of solutions on the spot decision. The second factor of the Agile Leadership Scale 
is ‘Synergy Agility’, and synergetic level of agile leader is the highest level of mastering in 
agile leadership properties because it is highly responsive to all the needs of stakeholders in 
the organisation (Joiner & Joseph 2006). Another factor of the Agile Leadership Scale is 
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‘Emotional Agility’. Similarly, David (2016) indicated that being emotionally agile is to be 
flexible with someone’s sentimental objectives and thoughts, and not hold the beliefs of 
his/her past to be immutable, as this cannot lead to change. An emotionally agile leader is the 
one who allows a combination of even the worst frustrating experiences and feelings to shape 
him/her. The other factor of the Agile Leadership Scale is ‘Digital Literacy and Technology 
Agility’. This perspective of agility places importance on technological development and 
creating an agile business in the digital world. Therefore, Hayward (2018) emphasised that a 
successful leader embraces the agile challenge effectively and develops their organisation to 
operate in ever-reducing cycle times in technological arenas. The last factor of the Agile 
Leadership Scale is ‘Open to Innovation and Adaptation Agility’. Adaptive agility is seen to 
be a combination of coping with change and decisiveness, and this leads to people increasing 
their fit with the new environment or innovations.  

In conclusion, the five factors of the Agile Leadership Scale identify important areas for school 
leaders to consider as they cope with complex environments. Determining the leadership 
agility characteristics in educational settings may create higher standards in education. 
Therefore, Agile Leadership Scale provides a way to assess leadership effectiveness in 
changing contexts, and to provide appropriate system support and professional learning. 

Limitations 
This study has some limitations about sampling size and applications. Firstly, the sampling 
group compromises teachers working at schools in the Brighton and Hove region in England. 
Secondly, it is limited by the validity and reliability of the measurement tool used with the 
questions specified in the research purposes and statistical techniques used. 

Research Implications for Future Studies 
The article provides a valid and reliable scale to measure the characteristics of agile leaders at 
school and stimulate new avenues for future studies. Educational leaders can use the scale to 
measure agile leadership properties that will likely help them be more effective leaders.  

In the academic field, the scale can be used to measure agile leadership as a dependent 
variable on topics such as organisational commitment, culture, or climate. In addition, the 
scale could be adapted for other sampling groups working in different organisations such as 
engineers, hospital staff, academic staff, and so on. The Agile Leadership Scale adapted for 
other settings may contribute to Agile Leadership Theory development in wider fields. 
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Secondary Teacher Collaboration in the 
Democratic Republic of the Congo: 
Obstacles and Strategies for 
Improvement 
Eloi Luheho Mbetengoy and Yamina Bouchamma 

Abstract: In this quantitative study, we examined secondary teacher collaboration practices in three 
provinces of the Democratic Republic of the Congo to identify the challenges experienced by teachers 
(N = 281) in collaborating with their peers, establish connections between these obstacles and the 
teachers’ socio-demographic and socio-professional characteristics, and propose strategies for effective 
action to overcome these obstacles. The t-test, linear regression, and ANOVA analysis results reveal 
that six of the nine identified obstacles were linked to the teachers’ socio-demographic and socio-
professional characteristics, two were related to economic capital (lack of adequate work conditions and 
financial resources), three with human capital (lack of encouragement from the principal for 
collaborative initiatives, teachers’ low sense of self-efficacy toward self-improvement, and lack of human 
resources), and one with social capital (teachers’ low self-efficacy toward collaborating with other 
members of their pedagogical team). Strategies for effective improvement are proposed. 

Keywords: Collective teacher supervision, cellule de base, learning circle, professional learning 
community, obstacle 

Introduction 
In the Democratic Republic of the Congo (DRC), teacher professional development is 
regulated by the country’s national training service (SERNAFOR), as decreed by 
departmental law (DEPS/CCE/001/002/84, March 1984) within the country’s Primary and 
Secondary Teacher Supervision Policy division (Ministère de l’éducation nationale 1998). 

Responsible for all things related to teacher training, this service is represented at each level 
of the Ministry of Primary, Secondary, and Adult Education through province-wide general 
inspections, local district actions, and direct teacher supervision in schools (Inspection 
générale de l’education [IGE] 2010). The mandate of the service is to uphold high teacher 
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qualification standards to improve the quality of learning (IGE 2010) and to raise the country’s 
education system to a level where its citizens are trained to not only become productive 
individuals but also contribute to the society in which they evolve (Journal official 2014: Law 
14/004). 

In the school setting, this structure favours collaborative efforts by pedagogical teams to 
encourage productive interactions between teachers and their collective growth in what is 
known in the DRC as cellule de base (Lupungana 2010), a type of professional learning circle 
for teachers. Although teacher collaboration is mandatory, this teacher supervision practice 
is rare in some schools, while in other establishments the approach is used but does not home 
in on the teachers’ actual professional preoccupations (IGE 2010), which raises concerns as to 
the current leadership practices of school leaders and their ability to rally their teachers 
around the objectives put forth in this professional learning cluster. 

In the country’s 2016-2025 education and training strategy, this proposed work model, 
namely, to have schools function as professional learning circles, has been reinforced to 
enable teachers to collaborate, plan activities with peers, evaluate the impact of various 
interventions on student learning, and collectively engage in addressing their continuing 
education needs (Ministère de l’EPSP et al. 2015; Pamijeko & Savard 2018). However, this 
strategy to enhance direct teacher supervision has raised concerns and even reluctance on the 
part of teachers who negatively view this approach as another task added to an already 
complex workload (Roberge 2021). 

In one study on secondary teachers’ professional training needs and socio-professional 
conditions in post-war DRC, teachers stated that schools should first be equipped with 
textbooks to update the students’ learning environment, considered by many as obsolete and 
not truly student-centred (Pamijeko 2020). This obstacle to collaboration is highlighted in 
another study in which teachers were shown to prefer working alone rather than with peers, 
despite the fact that discussions with colleagues are known to be highly beneficial in today’s 
schools where teachers are increasingly urged to collaborate with others on different concerns 
(Bouchamma, April & Basque 2017). 

Research shows that the two conditions teachers attribute the most to their lack of 
collaboration are the lack of remuneration and the lack of didactic materials, which are in fact 
prerequisites for effective collaboration among teachers (Bouchamma, Basque, Giguère & 
April  2020; Leclerc & Moreau 2011; Mercier 2011; Savoie-Zajc & Peters 2011). It would thus 
be of interest to extend our understanding of these challenges to uncover other such needs, 
which could help develop concrete actions to improve both their ability to work in teams 
(Leclerc 2012) and their sense of self-efficacy (Bandura 2003) to pursue career-related growth 
activities. 

https://www.google.ca/search?hl=fr&q=inauthor:%22Yamina+Bouchamma%22&tbm=bks
https://www.google.ca/search?hl=fr&q=inauthor:%22Marc+Basque%22&tbm=bks
https://www.google.ca/search?hl=fr&q=inauthor:%22Marc+Gigu%C3%A8re%22&tbm=bks
https://www.google.ca/search?hl=fr&q=inauthor:%22Daniel+April%22&tbm=bks
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We sought to (1) identify the challenges faced by secondary teachers; (2) establish connections 
between these obstacles and the teachers’ socio-demographic and socio-professional 
characteristics; and (3) propose effective actions to address and overcome these obstacles. A 
clear identification of these concerns will thus enable education stakeholders to learn and 
deploy targeted strategies and better engage teachers in their professional development 
processes. 

Literature Review 
Teacher-teacher collaboration refers to pedagogical supervision by peers or collective teacher 
supervision (Bouchamma et al. 2020; Tesfaw & Hofman 2014). The latter constitutes a positive 
alternative to individual teacher supervision, which requires significant time, improves the 
effectiveness of teaching practices and nurtures reflection in a climate of collaboration and 
collegiality (Bouchamma et al. 2020; Dufour & Eaker 2004; Nolan & Hoover 2008). Indeed, it 
serves both principals and their teachers by involving small- or large-group supervisory 
actions to bring about changes that ensure the best possible outcomes (Bouchamma, Giguère 
& April 2016). In other words, this approach favours collaborative practices that support 
continuous teacher professional development (April & Bouchamma 2015) and reflection.  

Collective teacher supervision approaches come in different shapes and sizes, such as groups, 
circles, communities, or research teams, to name a few. These networks bring together 
teachers who want to better serve their students by engaging in a group development 
initiative that focuses on collaborative actions and fruitful discussions and sharing between 
colleagues on a particular aspect of the practice (Nault 2005). In our study, we examined the 
activities of one such collective teacher learning circle (TLC) in the DRC education system 
called cellule de base, a group work model used by teachers to collaborate with peers. Figure 1 
highlights the principal’s mandate as pedagogical supervisor through the different types of 
collective teacher supervision employed. 

This figure shows four actions successful teachers use to collaborate or engage in activities of 
collective pedagogical supervision: group training activities; various forums and conferences; 
professional development days; and different work structures, such as the community of 
practice (CoP), learning community (LC), and professional learning community (PLC). In this 
study, we examined only the latter, as it focuses on improving student outcomes. Indeed, 
although these forms of collaboration all have the same goals, namely, teacher professional 
development and the improvement of teaching practices, they do not directly focus on 
student achievement. We thus examined these forms of collective supervision as well as some 
of the issues impeding successful collaboration between teachers. 

 

 

https://www.google.ca/search?hl=fr&q=inauthor:%22Marc+Gigu%C3%A8re%22&tbm=bks
https://www.google.ca/search?hl=fr&q=inauthor:%22Daniel+April%22&tbm=bks
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Figure 1: The Different Types of Collective Teacher Supervision 

 

Group Training Activities  
The organisation of this activity may differ, depending on the context. In the DRC, hierarchy 
(district inspectors or school principals) most often initiates this process. Training is usually 
organised for a group of teachers in a theme-based workshop setting to create opportunities 
for interaction between participants (Fonterme 2017), thus promoting a culture of 
professional learning grounded in structures of support, mutual assistance, and trust, in 
addition to knowledge and competence building (Davel & Tremblay 2009). That said, this 
approach does have limitations, as the theme proposed may not appeal to every participant 
and does not consider the different personalities involved. Some individuals may have 
difficulty participating, speaking, or making decisions during the proposed training 
activities, which can make some members feel uncomfortable or not truly included or 
integrated within the group (Fonterme 2017). Furthermore, these workshops usually take 
place after the teachers’ workday and do not address the realities of the classroom or the 
teachers’ practice-related concerns (April & Bouchamma 2015; Snyder & Bae 2017). 

Conferences and Forums 
This type of collective instructional supervision makes it possible for teachers to gather 
around a table to present, discuss, and debate their respective ideas and opinions on a given 
topic. Its activities serve to gather the information that will feed the group’s analysis of a given 
situation or subject (Legendre 2005). This approach requires that teachers actively participate 
in the research to discover new possibilities for action that will contribute to the advancement 
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of their respective disciplines. We observed that this supervision model was rarely if at all 
used in the schools participating in this study, and the forums and conferences, similar to the 
group training workshops, also took place outside of the teachers’ normal work hours and 
did not automatically address their professional preoccupations (April & Bouchamma 2015; 
Snyder & Bae 2017). 

Professional Development Day 
In the DRC education system, one professional development day per week is set aside for 
teachers to plan and evaluate teaching activities (Ministère de l’EPSP et al. 2015). Under the 
direction of the school principal, this day centres on student learning and progress and school 
organisation, with teacher professional growth activities in both individual and group form 
(IGE 2010).  

Professional Learning Community (PLC) 
The PLC is defined as a school organisational model that focuses on collaboration within the 
school team and encourages its members to engage in group activities and collective reflection 
for the continuous improvement of student outcomes (Roy & Hord 2006). This model has 
generated much interest in the field of education research because it helps develop teacher 
empowerment, autonomy, and professionalism, consolidates knowledge, practices, attitudes, 
and competencies, and supports teacher professional growth by improving instructional 
practices (Bouchamma, April & Basque 2019b; Roy & Hord 2006; Tesfaw & Hofman 2014; 
Vescio, Ross & Adams 2008). 

This type of collective pedagogical supervision is of interest in this study because its format 
involving small collaborative work groups resembles the model used in the DRC called cellule 
de base (teacher learning circle, TLC). Indeed, similar to the school teams we see in Québec, 
for example, the TLC refers to a pedagogical team of educators who meet on a regular basis 
to discuss mutual concerns, reflect on the teaching practice, and implement strategies for the 
improvement of student results (Labelle & Leclerc 2014). These pedagogical units require the 
strong participation of its members with the goal of better understanding and improving 
teaching and learning (Bouchamma & April 2017). Involvement in the group depends on 
certain key conditions that contribute to teacher professional development; when these 
conditions are absent, however, they become obstacles that block teacher engagement in their 
professional growth process (Bouchamma et al. 2017). 

Obstacles Hindering Collaboration Between Teachers 
Several negative elements can impact collaborative efforts between teachers, such as a lack of 
time, financial and material resources, weak leadership, absent expert resources, low teacher 
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commitment, and lack of trust within the school. The following, in our view, represent the 
most important challenges in DRC schools: 

Lack of Time for the Collaborative Activities 
The Organisation for Economic Cooperation and Development has stated that the most 
important thing principals can give their teachers is time: time to participate in group 
professional training activities, time to observe in their colleagues’ classrooms, or time to plan 
and prepare new programmes and courses for many students in the same class or for different 
groups of classes and age groups (OECD 2020). This crucial factor for the success of any 
collaborative meeting is the responsibility of the school’s pedagogical leader (Lafond 2013). 
Unfortunately, some principals fail to promote, plan, schedule, or integrate these vital 
collaboration activities in their school calendar (Bouchamma, Kalule, April & Basque 2014; 
IGE 2010), which can slow down the process of teacher professional development (Leclerc & 
Moreau 2011; Pamijeko & Savard 2018).  

Lack of Material and Financial Resources 

Investing in physical and temporal resources supports the sustainment of collaborative 
processes (Bouchamma et al. 2017; Roberts & Prutt 2010). These work initiatives call for the 
proper organisational infrastructure that includes didactic materials, relevant technology, 
and the appropriately allocated budget to acquire these materials and bolster teacher 
motivation (Bouchamma et al. 2020). In the DRC, teacher participation in collaboration 
activities in their pedagogical units is weakened by a lack of adequate financial and material 
resources (Luboya, Shanga & Bakar 2018; Pamijeko & Savard 2018). 

Weak Leadership 
This obstacle refers to the lack of involvement of the school leader in all activities related to 
collective teacher supervision. The effective management of a collaborative team requires that 
the principal integrate principles of shared, situational, and transformational leadership to 
reinforce the teachers’ sense of belonging, meet their needs, and support their commitment 
to the school’s objectives (Uhl-Bien, Schermerhorn, Osborn & Billy 2018). In reality, school 
principals are expected to develop collaborative processes dedicated to teaching and learning 
by not only promoting co-teaching and mentoring but also encouraging winning practices 
and the sharing of knowledge (DuFour & Eaker 2004). In the DRC education system, 
leadership is lacking with regard to ensuring the effective and sustained management of the 
teachers’ professional learning circle (IGE 2010), which in turn hinders the adoption of 
winning collaborative practices among teachers (Ministère de l’EPSP et al. 2015). 
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Lack of Expert Resources  
During collaborative meetings, practical demonstrations or methodologies are often 
presented or discussed. These actions are often performed by experienced teachers or other 
educators who have developed an expertise in a particular domain or subject (IGE 2010; 
Leclerc 2012). When a collaborative team lacks these specialists on whom they can rely for 
counsel, support, and knowledge acquisition, it is harder for the group to pursue its 
professional development process (Lupungana 2010). 

Lack of Member Commitment 
The success of the collaborative group demands that each team member be committed to the 
process, be present at every meeting, share their experiences with their colleagues, welcome 
a group analysis of their students’ outcomes, validate the interventions made, and go back 
and forth between reflection and action (IGE 2010; Mercier 2011). Studies however show a 
lack of interest on the part of teachers toward collaborative activities in the pedagogical unit 
format (Luboya et al. 2018; Ministère de l’EPSP 2014; Phambu 2014). In the DRC, the IGE 
(2010) observed that this lack of commitment prevented teachers from forming a cohesive and 
productive research unit to overcome teaching challenges through mutual support (Ministère 
de l’EPSP et al. 2015).  

Lack of Trust  
A weak climate of trust prevents teachers from taking risks and sharing, whether it be their 
successes or problem situations (Leclerc & Moreau 2011). Indeed, when a climate of trust is 
present in a school, the teachers will more readily ask their peers for help to resolve practice-
related issues, which positively influences their sense of professional satisfaction and efficacy 
(OECD 2020). In the context of the DRC, this lack of trust ultimately blocks the development 
of positive interpersonal relationships and collegiality during the pedagogical unit meetings 
(Phambu 2014). 

Conceptual Framework 

The conceptual framework for this study is an adaptation of that used by Bouchamma et al. 
(2019b) on communities of practice. Our model nuances the PLC with the following concepts: 
(1) the professional learning community (PLC); (2) collaboration; and (3) the notion of capital, 
which is divided into three categories: economic, human, and social capital. These three types 
of cultural capital, as put forth by Bourdieu (1979), enabled us to categorise the obstacles to 
collaboration between the participating teachers in our study. 

Figure 2 shows that economic capital, a prerequisite condition for PLC implementation, 
makes it possible to access human and social capital. 
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Figure 2: Factors Supporting PLC Implementation and Development (adapted from 
Bouchamma et al. 2019b) 

 

Professional Learning Community 
We recall that the PLC is characterised by a structure that is similar to that of the teacher 
learning circle (cellule de base) approach used in the DRC. This model brings together 
individuals who collectively engage in a learning project or activity for a certain period of 
time toward a common objective (Savoie-Zajc 2013). In this case, it invites teachers to 
participate in group activities and reflection with the goal of improving and sustaining 
student achievement (Bouchamma et al. 2020). Collaboration between teachers is key and 
depends on having appropriate access to economic, human, and social capital (Bouchamma, 
April & Basque 2019a). 

Collaboration 
Collaboration is a process that encourages mutual support as well as the sharing of 
responsibilities, and according to Bouchamma et al. (2019b), it is the foundation for any 
successful CoP. This work model is dedicated to problem solving as a team and thus enables 
its members to not only know who they can count on when they have concerns but also learn 
how to articulate their needs to be better understood by their peers (Bouchamma et al. 2019b). 
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Economic, Human, and Social Capital  
In their framework, Bouchamma et al. (2019b) considered all three types of cultural capital 
(Bourdieu 1979) to be predictors of the process of establishing and developing a successful 
CoP. 
 

• Economic Capital: Bouchamma et al. (2019b) showed that to optimise the quality of 
interactions between members and improve productivity, the CoP must have the 
necessary financial and material resources to adequately support the group’s activities. 
These authors refer to these resources as economic capital, which includes time and 
money. Having economic capital allows for easier access to human and social capital. 
 

• Human Capital: This capital is associated with a person’s qualifications, knowledge, 
skills, and other characteristics that enable the creation of personal, social, and economic 
well-being (Bouchamma et al. 2019b). 

 

• Social Capital: This capital is presented as an ensemble of available or potential resources 
associated with a lasting network of more or less established relationships that combine 
personal knowledge and that of others (Bouchamma et al. 2019b). In other words, social 
capital refers to the ability of the members to collaborate with others. 

Research Aim and Purposes for this Study  
Our study was to pursue the following objectives: 

1. Identify the obstacles and challenges impeding the involvement of secondary 
teachers in the DRC in collective teacher supervision activities; 

2. Establish a link between these challenges and the teachers’ socio-demographic and 
socio-professional characteristics; and  

3. Propose effective strategies to overcome these obstacles and concerns. 

Methodology 
This section presents the participants, the data collection instrument, and the t-test used to 
analyse the data. 

Participants 
Our participants were teachers (N = 281) from 12 secondary schools in three provinces of the 
DRC (Equator, Congo Central, and Kinshasa). Among the teachers, 42 percent were from 
government-run public establishments, while 58 percent hailed from Catholic schools. 
Furthermore, 245 teachers were men (87.2%) and 36 were women (12.8%), and the average 
age was 45 years. 
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Data Collection Instrument 
The data collection questionnaire used in this study was inspired from the literature on the 
subject and took into account the realities of the research environment involved. The 
questionnaire was tested and validated by professionals prior to its administration.  

To analyse the types of obstacles hindering collaboration among the participating secondary 
teachers, and in order to propose appropriate strategies for improvement, we devised the 
questionnaire Obstacles to Teacher Collaboration and Strategies for Improvement. Prior to its 
administration, the questionnaire was validated by professionals (two secondary education 
inspectors and two secondary teachers). The process of validation enabled us to clarify two 
questions and remove three questions which were deemed irrelevant in this context. The final 
questionnaire was thus composed of four sections. 
• Section 1 gathered the general information on the participants’ socio-demographic 

(gender, age) and socio-professional characteristics (school status, teachers’ education 
level, teaching experience, and teaching experience in the school).  

• Section 2 listed the collective teacher supervision activities taking place within the teacher 
learning circles (TLCs), measured these activities on a Likert-type scale, and determined 
their correlation with the teachers’ practices and professional development.  

• Section 3 identified the challenges experienced by the teachers in their professional 
development process. 

• Section 4 proposed strategies to improve the collective supervision activities. 

Data Analysis 
SPSS version 21 statistical software was chosen for our data analysis using a Student 
independent samples t-test, linear regression, and a one-factor ANOVA to determine the 
presence of connections between the obstacles to collaboration and the socio-demographic 
and socio-professional characteristics of the participating secondary teachers. Prior to this 
three-tiered analysis, a reliability analysis was conducted using Cronbach’s alpha coefficient 
for internal consistency between the questionnaire’s items. 

Results 

Obstacles to Collaboration According to Gender, School Status, Teachers’ 
Education Level, Teaching Experience, and Teaching Experience in the 
School 
The data were retrieved from a questionnaire (see Appendix 1) measuring the obstacles 
impeding teacher collaboration. A total of 281 teachers answered the nine-item questionnaire 
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using a six-point Likert-type scale. Internal consistency validation of the scale using 
Cronbach’s alpha recorded 0.862, which strongly exceeded the required minimum threshold 
of 0.70 (Hogan 2007). 

The results of the Student t-test have been presented in Tables 1 and 2 and indicate no 
significant difference between the male and female participants (Table 1) nor the type of 
school involved (state-run or Catholic school) (Table 2). 

Table 1: Student T-Test: Obstacles According to Gender 

Teachers’ characteristics 

Gender   

F H t Df 

M SD M SD   

1. Lack of encouragement from the 
principal for collaboration initiatives.  

 

3.04 1.62 3.03 1.46 -0.03 279 

2. Lack of a climate of trust in the 
school.  

 

2.41 1.62 2.69 1.47 0.99 279 

3. Low motivation due to a low salary.  
 

3.25 1.65 3.28 1.78 0.09 279 

4. Low self-efficacy to collaborate with 
other TLC members. 

 

2.59 1.54 2.78 1.62 0.68 279 

5. Lack of adequate work conditions 
(meeting spaces, time allotments, 
etc.).  

2.90 1.73 2.75 1.73 -0.47 279 

6. Low self-efficacy to pursue self-
improvement.  

 

2.72 1.49 2.69 1.30 -0.09 279 

7. Lack of human resources/specialists. 
 

2.82 1.62 2.69 1.26 -0.43 279 

8. Lack of material resources (library, 
various didactic materials, 
technology). 

 

3.43 1.42 3.58 1.20 0.60 279 

9. Lack of financial resources.  3.57 1.44 3.39 1.49 -0.70 279 
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Table 2: Student T-test: Obstacles According to School Status 

Teachers’ characteristics 

School status   

State-run Catholic t Df 

M SD M SD   

1. Lack of encouragement from the 
principal for collaboration initiatives.  

 

3.11 1.56 2.98 1.62 0.66 279 

2. Lack of a climate of trust in the school.  
 

2.61 1.50 2.33 1.66 1.47 279 

3. Low motivation due to a low salary.  
 

3.09 1.67 3.37 1.66 -1.36 279 

4. Low self-efficacy to collaborate with 
other TLC members.  
 

2.71 1.43 2.54 1.63 0.91 279 

5. Lack of adequate work conditions 
(meeting spaces, time allotments, etc.).  
 

2.97 1.66 2.81 1.78 0.78 279 

6. Low self-efficacy to pursue self-
improvement.  

 

2.65 1.35 2.76 1.55 -0.60 279 

7. Lack of human resources/specialists.  
 

2.96 1.55 2.69 1.60 1.41 279 

8. Lack of material resources (library, 
various didactic materials, 
technology).  

 

3.35 1.52 3.53 1.29 -1.03 226.55 

9. Lack of financial resources.  3.53 1.41 3.56 1.47 -0.22 279 

 
However, the linear regression results presented in Table 3 reveal significant negative 
correlations between age and the lack of adequate work conditions (β = -0.20; p < 0.05), the 
teachers’ experience in the school and the lack of encouragement shown by the principal for 
the teachers’ collaborative initiatives (β = -0.16; p < 0.05), the teachers’ sense of self-efficacy to 
collaborate with other members of the team (TLC) (β = -0.17; p < 0.05) and the lack of financial 
resources (β = - 0.22; p < 0.01). The regression data also show a significant positive correlation 
between teaching experience and lack of adequate work conditions (β = 0.37; p < 0.01). 
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Table 3: Linear Regression: Obstacle, Age, Teaching Experience and Experience in the School  

Teachers’ 
Characteristics 

Age Teaching Experience Experience in the School 

B SE β R2 B SE β R2 B SE Β R2 

1. Lack of 
encouragement 
from the 
principal for 
collaboration 
initiatives. 

-0.00 0.01 -0.04 0.20 0.17 0.09 0.20 0.20 -0.12 0.05 -0.16* 0.20 

2. Lack of a climate 
of trust in the 
school.  

0.00 0.01 0.02 0.00 0.00 0.09 0.00 0.00 -0.03 0.06 -0.05 0.00 

3. Low motivation 
due to a low 
salary.  

-0.00 0.01 -0.03 0.00 0.10 0.09 0.12 0.00 -0.04 0.06 -0.05 0.00 

4. Low self-
efficacy to 
collaborate with 
other TLC 
members.  

-0.01 0.01 -0.09 0.02 0.15 0.09 0.19 0.02 -0.12 0.05 -0.17* 0.02 

5. Lack of 
adequate work 
conditions 
(meeting spaces, 
time allotments, 
etc.). 

-0.03 0.01 -0.20* 0.04 0.33 0.10 0.37** 0.04 -0.09 0.06 -0.11 0.04 

6. Low self-
efficacy to 
pursue self-
improvement.  

-0.00 0.01 -0.01 0.04 0.06 0.08 0.08 0.04 -0.03 0.05 -0.05 0.04 

7. Lack of human 
resources/ 
specialists. 

0.00 0.01 0.03 0.00 0.01 0.09 0.01 0.00 -0.04 0.05 -0.05 0.00 

8. Lack of material 
resources 
(library, various 
didactic 

0.00 0.01 0.07 0.01 0.07 0.08 0.10 0.01 -0.05 0.05 -0.08 0.01 
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Teachers’ 
Characteristics 

Age Teaching Experience Experience in the School 

B SE β R2 B SE β R2 B SE Β R2 

materials, 
technology).  

9. Lack of financial 
resources.  

0.02 0.01 0.18 0.35 0.03 0.08 0.04 0.35 -0.14 0.05 -0.22** 0.35 

*p < 0.05; **p < 0.01. The significant variables are indicated in boldface.  
The ANOVA results presented in Table 4 indicate a significant difference between the 
teachers’ average level of education and the following: 
• Low sense of self-efficacy to collaborate with other members of the TLC. The education level 

recording the lowest average was Licence [diploma obtained two years after the 
Bachelor’s degree] (M = 2.39; SD = 1.43; F(280) = 3.33; p < 0.05), while that with the highest 
average was Master [diploma obtained one year after the Licence] (M = 5.00; SD = 1.41; 
F(280) = 3.33; p < 0.05);  

• Lack of adequate work conditions. Here, too, the lowest average was recorded by Licence (L: 
M = 2.55; SD = 1.61; F(280) = 3.80; p < 0.01), compared to Master (M: M = 4.00; SD = 1.41; 
F(280) = 3.80; p < 0.01), which had the highest average; 

• Low sense of self-efficacy to pursue self-improvement activities. Here, Licence recorded the 
lowest average (L: M = 2.52; SD = 1.29; F(280) = 2.31; p < 0.05), while Master had the highest 
average (M: M = 5.00; SD = 1.41; F(280) = 2.31; p < 0.05); and  

• Lack of human resources or specialists. Licence once again had the lowest average (L: M = 
2.59; SD = 1.43; F(280) = 3.66; p < 0.01), with Master reporting the highest average (M: M = 
5.00; SD = 1.41; F(280) = 3.66; p < 0.01). 

Table 4: ANOVA: Obstacles and Teachers’ Education Level 

Teachers’ characteristics 
HSD G L M O  

 
M SD M SD M SD M SD M SD F(280) 

1. Lack of encouragement from 
the principal for 
collaboration initiatives. 

2.32 1.65 3.18 1.60 3.02 1.52 4.00 1.41 3.67 2.33 2.08 

2. Lack of a climate of trust in 
the school.  

2.29 1.76 2.50 1.71 2.35 1.42 4.00 0.00 4.00 2.28 2.13 
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Teachers’ characteristics 
HSD G L M O  

 
M SD M SD M SD M SD M SD F(280) 

3. Low motivation due to a low 
salary.  

2.79 1.89 3.20 1.59 3.32 1.65 5.50 0.70 4.17 1.94 2.00 

4. Low self-efficacy to 
collaborate with other TLC 
members.  

2.43 1.64 2.83 1.59 2.39 1.43 5.00 1.41 3.67 2.06 3.33* 

5. Lack of adequate work 
conditions (meeting spaces, 
time allotments, etc.). 

2.61 1.89 3.28 1.73 2.55 1.61 4.00 1.41 4.00 1.89 3.80** 

6. Low self-efficacy to pursue 
self-improvement.  

2.71 1.53 2.90 1.61 2.52 1.29 5.00 1.41 3.00 1.67 2.31* 

7. Lack of human 
resources/specialists. 

2.75 1.95 2.94 1.59 2.59 1.43 5.00 1.41 4.50 1.37 3.66** 

8. Lack of material resources 
(library, various didactic 
materials, technology).  

3.04 1.57 3.35 1.43 3.57 1.31 4.00 1.41 4.50 1.37 1.94 

9. Lack of financial resources.  3.75 1.69 3.57 1.37 3.45 1.47 4.00 1.41 4.33 1.03 0.78 

*p < 0.05; **p < 0.01. 

HSD: High school diploma; G: Graduate [= Bachelor]; L: Licence; M: Master; O: Other 

The presented findings answer our second research objective, namely, establishing a link 
between the obstacles encountered by the teachers and their socio-demographic/socio-
professional characteristics. Correlations were found between the following: 
• Age and lack of adequate work conditions. Compared to the older teachers in our study, the 

younger teachers expressed a greater desire to have a better work environment with 
access to internet, computer technology, and a functional library; 

• Teaching experience and lack of adequate work conditions. The teachers with less experience in 
the profession were less productive in an inadequate environment than were the more 
experienced teachers;  

• Teaching experience in the school and lack of encouragement from the principal for collaborative 
initiatives. Compared to the longer-standing teachers in the school, the newer teachers 
expressed needing greater encouragement from their principal to engage in collaborative 
actions; 

• Teaching experience in the school and low sense of self-efficacy to collaborate with other TLC 
members. The teachers with less experience in the school were more likely to collaborate 
with the other team members than were those who had more experience in the school; 
and 
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• Teaching experience in the school and lack of financial resources. The teachers with less 
experience in the school were more affected by the lack of financial resources than were 
their longer-standing colleagues. 

Also observed was a significant difference between the following variables: 
• Teachers’ education level and low sense of self-efficacy to collaborate with other TLC members. 

The teachers with the lowest level of education felt less able to collaborate with their peers, 
compared to the teachers with a higher level of education; 

• Teachers’ education level and low sense of self-efficacy to pursue self-improvement activities. 
Again, the teachers with a lower education level had greater difficulty engaging in their 
own professional development, compared to those with a higher education level; 

• Teachers’ education level and lack of adequate work conditions. The teachers with a lower level 
of education were more inclined to desire a better work environment in which to 
collaborate and learn than were their colleagues who had a higher level of education; and 

• Teachers’ education level and lack of human resources or specialists. Compared to their 
colleagues with a higher education level, the teachers with a lower level of education 
stated needing the support of specialists. 

However, our study shows that gender and the school’s status did not correlate with the 
obstacles under study. That said, the perception of these obstacles depended on competencies 
of each teacher. In other words, what one person considered to be an obstacle in the process 
of change was not automatically considered the same way by a colleague. At this point in our 
study, we put forth that an adequate response must be evidenced to address and overcome 
each obstacle to be able to facilitate collaboration between secondary teachers. In the 
following discussion, strategies for effective actions are proposed for each identified obstacle. 

Discussion 
We sought to identify the most prevalent obstacles hindering collaboration among secondary 
teachers in the DRC, to establish ties between these issues and the teachers’ socio-
demographic and socio-professional characteristics, and finally to highlight strategies to 
alleviate these issues. Our results reveal six main obstacles, two of which were associated with 
economic capital (lack of proper work conditions and financial resources), one with social 
capital (low sense of efficacy to collaborate with other members of the TLC), and three with 
human capital (lack of encouragement from the principal for collaborative initiatives, low 
sense of self-efficacy toward self-improvement, and lack of human resources). 
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Obstacles Related to Economic Capital  

Lack of Adequate Work Conditions  
This obstacle correlated negatively with the teachers’ age, signifying that this perception 
regarding the lack of appropriate working conditions was not shared by all of the teachers in 
this study. Our results indeed show that the younger teachers (23–40 years of age) were more 
adamant in their desire for a better, more dynamic work environment with easier access to 
internet, technology, a library, and other didactic materials. This obstacle also correlated 
positively with teaching experience, as the teachers with between 1 and 5 years of teaching 
experience felt stronger about the lack of adequate work conditions in their school and the 
effect this had on their work. Finally, this first obstacle recorded a significant difference in 
terms of the teachers’ education level, as the teachers possessing a Licence expressed a greater 
need for better work conditions, compared to their colleagues possessing a Master. 

The strategy to overcome this obstacle lies in the administrative management practices of the 
principal. This leader must make provisions for appropriate work space to be provided for 
the teachers to engage together in collaborative meetings, organise the teaching schedule to 
include collaboration activities, and make adequate provision of proper materials for these 
meetings, such as a library, relevant computer software, and other didactic materials 
(Bouchamma et al. 2020). To further meet the needs of their teachers, the school leader must 
also ensure appropriate internet access, which teachers feel is crucial, to facilitate their 
collective learning processes (Duquesnoy 2015). 

Lack of Financial Resources  
This obstacle correlated negatively with the number of years of teaching experience in the 
school. According to our participants, this issue had the greatest effect on their motivation to 
become involved in the professional development process (Luboya et al. 2018). Indeed, this 
well-acknowledged concern is a serious and ongoing challenge for many schools and is in 
fact another prerequisite that the findings indicated was blocking teachers from working 
together as a team, reflect on their professional practice and grow, and keep up with relevant 
pedagogical models and methods. In our study, the teachers with the least amount of 
experience in their school (1–6 years) demonstrated the most concern for this obstacle. 

To be effective in addressing this concern, the principal must allocate specific funds to 
support pedagogical projects and the teachers’ continuing education needs (Bouchamma et 
al. 2020). Without adequate financial support provided, the principal and their school will be 
unable to overcome this issue, which involves developing both human and social capital. 
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Obstacles Related to Social Capital  

Low Sense of Self-Efficacy to Collaborate with Other TLC Members  
This obstacle recorded a significant negative correlation with the number of years of teaching 
experience in the school: the more experience the teachers had in the school, the less likely 
they were to collaborate with their colleagues. Also evidenced was a significant difference 
between the teachers’ level of education; the education level with the lowest average was 
Licence, while the highest reported average was Master. Furthermore, the teachers with a 
Licence demonstrated a lower sense of efficacy with regard to collaboration, compared to 
those with a higher level of education. 

Teacher self-efficacy is known to determine their aptitude to interact with their co-workers 
(Bandura 2003). It not only influences their teaching behaviours and their degree of 
accountability in their work but also affects the efforts they are willing to deploy to overcome 
the difficulties they face, their motivation, and ultimately their students’ success (Amamou, 
Desbien, Spallanzani & Vandercleyen 2017).  

To reinforce and support teacher self-efficacy, we believe that teachers must first learn to 
develop collaboration skills during their pre-service training. During initial training, teachers 
generally learn to work alone rather than as part of a team (Mattatall & Power 2019; Roberge 
2021), yet it is precisely at this stage of their professional development that future educators 
should learn how to work with others, learn more about themselves and how to manage their 
emotions, and develop their relationships with their peers (Bouchamma et al. 2017). In short, 
they must learn and understand the different facets of emotional intelligence (Uhl-Bien et al. 
2018: 82), which are characterised by: 

Self-awareness (my ability to understand my attitudes and emotions and their effect 
on my life and that of others); Social awareness (the ability to demonstrate empathy, 
to understand the emotions of others and their effect on relationships); Relationship 
management (the ability to establish good connections with others, to use emotions to 
create and maintain good relationships with others); and Self-management (self-
regulation, self-control, the ability to think before speaking, and keep emotions in 
check).  

The principal must also be an agent of change by promoting shared leadership (Uhl-Bien et 
al. 2018) in the school to enable each member to actively contribute to the achievement of 
common goals. Grounded in relationships of cooperation between individuals, groups, or 
organisations, this type of leadership provides the building blocks toward a greater 
understanding of the issues at hand and encourages greater participation by all for the 
common good (Luc 2016). Success will be measured by how well they prioritise 
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communication and make sure that each school member experiences a sense of belonging to 
the school, gets involved, and participates in the different scheduled activities (Leclerc 2012). 
Finally, to be successful, the school leader must regularly express their confidence in their 
teachers by recognising their efforts to collaborate to analyse their student data or address 
problem situations involving a student or colleague (Leclerc & Moreau 2011). This pro-active 
leadership is known to positively influence teaching and learning and improve both student 
outcomes and teacher-parent collaboration (Lépine 2011; Prud’Homme & Leclerc 2014). 

Obstacles Related to Human Capital  

Lack of Encouragement from the Principal for Collaborative Initiatives 
This obstacle produced a significant negative correlation with teaching experience in the 
school, which suggests that the more seniority the teachers had in their school, the less 
encouragement they needed from their principal in order to collaborate. The critical role of 
the principal comes into play here to facilitate collaborative actions between their teachers, 
particularly for newly appointed teachers in the school. The principal must indeed be 
involved in the process by encouraging collaborative practices that strengthen the teachers’ 
sense of belonging, enhance their practices, and ultimately improve their school’s 
performance (Bouchamma et al. 2019a). To achieve this, the principal must first demonstrate 
their pedagogical leadership by sharing their vision of the school system, their practice-
related orientations, and their educational values, and by nurturing the professional growth 
of their staff by supporting pedagogical initiatives and innovations (Lafond 2013). 

Leclerc (2012) has expressed that principals must constantly strive to: protect their teachers 
from time-consuming distractions; get directly involved in the pedagogy, teaching, and 
assessment practices; be informed on curriculum content; know and promote winning 
teaching practices and strategies; interact regularly with both staff and students and share 
their pedagogical view; recognise and support all forms of achievement, involve the teachers 
in the decision-making process; question the status quo; and finally, possess and deploy the 
means and measures to efficiently supervise the effects of the teachers’ practices on how well 
their students learn and perform (Leclerc 2012). 

According to Leclerc (2012), these actions associated with the principal’s instructional 
leadership are indeed the most effective interventions to encourage teachers to work together 
toward a high standard of performance. That said, instructional leadership alone does not 
suffice, as the other forms of leadership must also be exercised, namely, situational leadership, 
which requires that they adapt to each context but also to the teachers’ nature and preferences, 
to existing work conditions, and to the tasks ahead (Northouse 2007 as cited in Bouchamma 
et al. 2017), and transformational leadership to help raise the level of commitment of their 
teachers with regard to the school’s objectives (Leclerc 2012); this type of leadership tends to 
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inspire and more readily attract teachers around a common goal or vision. This can be 
achieved if the principal: 
• has the charisma to motivate their teachers by example (Bouchamma et al. 2017);  
• sets aside time in the school schedule for collaborative meetings and provides the 

necessary funds and resources (Mercier 2011); and  
• attends the collaborative meetings whenever possible and asks to be kept informed 

regarding the decisions made by this professional learning team (Mercier 2011).  

Low Sense of Self-Efficacy Toward Self-Improvement  
This obstacle also recorded a significant difference between education levels, similar with 
what was observed with social capital but also highlights the inability of the teachers with a 
lower education level to change their practices, use research data, and self-evaluate the effects 
of their practices on their students’ results (Hattie 2017). Of interest is that the teachers 
possessing a Licence (the second highest education level) recorded the lowest average, 
followed by those with a high school diploma. In our view, to participate effectively in 
collaborative activities with their peers, teachers must be able to do the necessary research to 
prepare their contribution before interacting with their colleagues; this is, in fact, a sine qua 
non condition of any active participation in collaborative activities within a professional 
pedagogical unit (Davel & Tremblay 2009).  

Our recommended solution to bolster teacher efficacy is to teach them the research process 
during their pre-service training to help them better embrace their chosen profession. In short, 
they must start becoming interested in research data and results to improve their view of the 
practice, enhance their critical thinking processes, and gradually build a repertoire of effective 
strategies and practices for their future career (Hattie 2017). 

Lack of Human Resources/Specialists 
This issue also presented a significant difference in terms of the teachers’ education level, as 
the lower the level, the more the teachers expressed needing help from specialists for their 
professional development. The input of these experts is vital during the learning circle 
meetings (cellule de base) to ensure not only a proper modelling of the lessons learnt but also 
the transfer of expertise within the school (Leclerc 2012). These specialists may be teachers 
who have mastered a particular aspect or technique or outside inspectors who contribute by 
providing training and guidance within the learning circle (Bouchamma et al. 2017).   

To alleviate the problem, it is recommended that the principal not only have a solid 
understanding of their teachers’ competencies before bringing in outside experts, but also 
make supervision of these collaborative activities a priority (Bouchamma et al. 2020). 
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Conclusion 
This study reviews the obstacles blocking the collaboration practices of secondary teachers in 
the DRC. Nine main issues were identified as hindering the involvement of these teachers in 
collaborative activities within a professional learning circle (cellule de base). Six of these 
obstacles were associated with the teachers’ socio-demographic and socio-professional 
characteristics: the lack of encouragement from the principal for collaborative initiatives; the 
teachers’ low self-efficacy to pursue self-improvement activities; their low self-efficacy to 
collaborate with other team members; the lack of financial resources; the lack of adequate 
work conditions; and the lack of human resources or specialists. 

Several actions are possible to help the leaders of these pedagogical circles to overcome these 
obstacles. Regarding the lack of encouragement from the principal for collaborative 
initiatives, we suggest that the principals hone and develop their leadership skills using 
(a) strong instructional leadership, to share and apply their pedagogical vision and objectives; 
(b) situational leadership, to put their actions into context while considering their teachers’ 
needs and workplace reality; and (c) transformational leadership, to improve teacher 
commitment to the school’s established goals. 

Concerning the teachers’ low sense of self-efficacy to collaborate with the other members in 
the learning circle, we recommend that the teachers learn to develop this skill during their 
initial training, prior to entering into service. This pre-service period could best serve by 
helping teachers master the various components of emotional intelligence, which 
encompasses self-awareness, social awareness, relationship management, and self-control. 
We also suggest that principals use the shared leadership approach within the teachers’ 
learning circle (cellule de base) to enable each member to actively contribute to the attainment 
of the group’s pedagogical objectives. To enhance teacher autonomy and empowerment, 
principals are invited to trust their teachers and acknowledge their collaborative efforts 
undertaken in the teachers’ professional learning circle. 

As for the teachers’ low sense of self-efficacy to pursue self-improvement activities, we 
strongly recommend that teacher initial training include an introduction to research processes 
and methodologies. Indeed, future teachers should learn how to research and interpret 
student data to be better equipped to adjust their pedagogical practices using these research 
results. 

Regarding the three other obstacles, namely, the lack of financial resources, adequate work 
conditions, and human resources, we encourage the principals and learning circle leaders to 
examine ways to make more effective and efficient planning and use of their available 
resources. These obstacles are directly related to the administrative management of the 
pedagogical learning circle. 

It will be of interest to investigate whether primary teachers experience the same challenges 
as their colleagues in secondary education do in the areas of collaboration and professional 
development. Future research could also include correlational studies of the obstacles and 
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collaboration practices between teachers to determine which ones have the most impact on 
these practices. Action research initiatives also represent a notable option to supervise the 
collaboration practices of secondary teachers. 
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Appendix 1 
 

Obstacles to Teacher Collaboration and Strategies for 
Improvement (Excerpt) 

 
1. General Information 

 
SCHOOL 
Name of the school: ________________________________________________________________ 

Address: __________________________________________________________________________ 

School status: ______________________________________________________________________ 

    Government public  

    Catholic public 

Number of organised options: Check the appropriate box. 

1 2 3 4 + 

     

 

RESPONDENT 

Gender:  Male  Female 

Age:   

Education level:  High school diploma 

  Graduate [= Bachelor’s] 

  Licence 

  Master 

  Other 

Teaching discipline: ________________________________________________________________ 

Overall teaching experience (years): __________________________________________________ 

Teaching experience in this school (years): ____________________________________________ 
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Obstacles to Collaboration 
Which obstacles do you believe block collaboration between teachers in your school?  

Please indicate your level of agreement with each obstacle identified in the following table. 
 

Never Rarely Sometimes Often Always Does not apply 
1 2 3 4 5 N/A 
      

In terms of organisation, environment, and participating teachers, 
the activities of my teacher learning circle (cellule de base) are hindered by: 

 1 2 3 4 5 N/A 
1. Lack of human resources or specialists.        
2. Lack of financial resources.        
3. Lack of material resources (library, various didactic materials, 

computer technology, etc.). 
      

4. Lack of adequate work conditions (meeting spaces, time 
allotments, etc.).  

      

5. Lack of encouragement from the principal for collaborative 
initiatives.  

      

6. Lack of a climate of trust in the school.        
7. Low sense of self-efficacy to pursue self-improvement 

activities.  
      

8. Low sense of self-efficacy to collaborate with the other 
members of the learning circle. 

      

9. Low motivation due to a low salary.        
10. Other obstacles (explain): 

  
 

      

Strategies for Improvement 
 

1. Regarding the difficulties or obstacles that you encounter in your Learning Circle (Cellule de 
base), what would you propose to your school or Ministry of Education to improve the 
situation? ________________________________________________________________________ 

_________________________________________________________________________________
_________________________________________________________________________________ 

2. Do you have any comments regarding your professional development and the organisation 
or operation of your Learning Circle (Cellule de base)?  ____________________________ 

_________________________________________________________________________________
_________________________________________________________________________________ 
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Examining the Relationship Between 
Principal Leadership, Collective Efficacy, 
and Teacher Commitment in Saudi 
Arabia 
Eman Ahmed, Waheed Hammad and Hisham Hamid Hawass   
Note: All the authors have contributed equally to this research. Names are ordered 
alphabetically. 

Abstract: This study’s purpose is to model the relationship between instructional leadership and 
teacher commitment in Saudi schools in the presence of collective teacher efficacy as a mediator. This 
study relied upon cross-sectional survey data collected from 509 teachers in Dammam. Confirmatory 
factor analysis and structural equation modeling were used to analyze the data. The results indicated 
the relationship between principal instructional leadership and teacher commitment to be partially 
mediated by collective teacher efficacy. This means that Saudi school principals can enhance teacher 
commitment both directly through their instructional leadership practices and indirectly by increasing 
the collective efficacy of their faculty. 

Keywords: Instructional leadership, collective efficacy, teacher commitment, Saudi Arabia, 
Arab societies 

Introduction  
The past few decades have witnessed a growing interest among scholars to unpack the 
potential role of school leadership in supporting educational reform and improving school 
outcomes (Harris et al. 2013; Leithwood & Jantzi 2006; Riley & Louis 2000; Valentine & Prater 
2011). Indeed, the growing emphasis placed on relevant issues, such as accountability, teacher 
evaluation and educational equity has led to new expectations of today’s school leaders 
(Grissom et al. 2021). This has encouraged researchers to expand their research beyond the 
traditional conceptualizations of the role of school principals. For example, a significant line 
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of inquiry has focused on understanding how principal leadership can affect school 
outcomes, with evidence suggesting that school principals can do so indirectly by promoting 
positive beliefs and work attitudes among their teachers through their leadership behaviors 
(Al-Mahdy, Emam & Hallinger 2018; Cansoy, Hanifi & Polatcan 2020; Geijsel, Sleegers, 
Leithwood & Jantzi 2003; Hallinger, Hosseingholizadeh, Hashemi & Kouhsari 2018; Sun & 
Leithwood 2015).  

Among other positive attitudes, collective efficacy and teacher commitment emerged as 
especially influential in enhancing school outcomes (Goddard, Goddard, Kim & Miller 2015; 
Ross & Gray 2006; Voelkel & Chrispeels 2017). Collective efficacy refers to teachers’ belief 
‘that the faculty as a whole can organize and execute the courses of action required to have a 
positive effect on students’ (Goddard, Hoy & Hoy 2004: 4). Teacher commitment refers to 
teachers’ identification with the goals and purposes of the school and their engagement with 
its endeavors to change (Cansoy et al. 2020; Ross & Gray 2006). Commitment has been linked 
to successful change implementation in schools (Kushman 1992; Yu, Leithwood & Jantzi 
2002).   

The need to foster teacher commitment is even more pressing in Saudi Arabia, given the 
current reforms aimed at improving the overall quality of the education system. The changes 
have particularly emphasized student learning as a top priority and, thus, reconsidered the 
role of school leadership in accomplishing this goal. More powers have been devolved to 
school principals to enable them to play a greater role in leading change and improving school 
outcomes (Algarni & Male 2014; Alsaleh 2019; Alyami & Floyd 2019). It could be argued that 
such developments require further research to identify the possible ‘paths’ through which 
school principals can effect change in their schools and contribute to current reform efforts in 
the country. While scholars in Saudi Arabia have sought to understand principalship through 
studies focused on core leadership practices (Alqahtani, Noman & Kaur 2020), distributed 
leadership (Alyami & Floyd 2019), instructional leadership (Vogel & Alhudithi 2021) and 
novice principals (Ahmed & Al-Dhuwaihi 2020), the relationship between principal 
leadership and work attitudes that can influence school outcomes, such as collective efficacy 
and commitment, remains unexplored (Ahmed 2020; Hammad & Alazmi 2022; Hammad, 
Samier & Mohammed 2022). Thus, we aim to bridge this gap in extant literature by answering 
the following research questions: 

RQ1: What are the effects of principal instructional leadership on collective teacher 
efficacy and commitment in Saudi public schools? 

RQ2: To what extent does collective teacher efficacy mediate the relationship between 
principal instructional leadership and teacher commitment in these schools? 

Our selection of variables was encouraged by prior research evidence regarding the link 
between instructional leadership and positive teacher attitudes that are expected to influence 
teaching and learning effectiveness in schools, specifically collective efficacy and teacher 
commitment (Al-Mahdy et al. 2018; Cansoy et al. 2020; Hallinger et al. 2018; Sun & Leithwood 
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2015). We expect that the findings of this study will contribute towards the growth of global 
scholarship in this area of research. The relationships among the same three variables have 
been previously investigated in Iran (Hallinger et al. 2018), Oman (Al-Mahdy et al. 2018), and 
Turkey (Cansoy et al. 2020). We intend to extend this research by testing the same model in 
the context of Saudi Arabia. Just as Hallinger and colleagues (2018: 811) have argued, ‘efforts 
to build a truly global knowledge base require studies that use common constructs across a 
diverse set of non-Western developing societies’. 

School Leadership Context in Saudi Arabia 
The education system in Saudi Arabia is highly centralized, with the adherence to a top-down 
decision-making approach at the three administrative levels. At the central level, the Ministry 
of Education (MoE) is responsible for selecting and recruiting staff, creating strategies, and 
determining the content of the curriculum and selecting textbooks (Alsaleh 2019). At the local 
level, the general directorates of education are responsible for supervising the 
implementation of national educational policies and the functioning of schools within their 
respective provinces. At the school level, principals carry out routine managerial operations 
in their schools. Their responsibilities include enforcing the educational policies, managing 
the budget, maintaining discipline, ensuring a safe environment, providing support for the 
instructional programs, reinforcing high academic standards, and ensuring compliance with 
the Saudi Vision 2030 (MoE 2019). Within such a hierarchical, high power distance structure, 
teachers do not expect to be actively involved in making school decisions; thus, an autocratic 
style of leadership tends to be more prevalent (Alqahtani et al. 2020). 

In recognition of the weaknesses of the public education system, the Saudi Ministry of 
Education launched two reform initiatives, namely the Tatweer Education Reform Project (in 
Arabic language, Tatweer means development) and the 2020 National Transformation Plan. 
These initiatives seek to improve the effectiveness of schools by renovating their roles and 
processes (Alyami & Floyd 2019; Meemar 2014). As part of the reform program, greater 
autonomy has been granted to school principals in managing their schools, with more 
emphasis on the role of school principals as instructional leaders who are expected to ensure 
academic excellence, set achievement goals, and develop teachers (Alqahtani et al. 2020). 
Clearly, these responsibilities have further complicated the role of school principals in Saudi 
Arabia. Therefore, an extensive professional development program for the existing principals 
was initiated as part of the reform process (Alqahtani et al. 2020; Al-Thobyani 2017). 
However, there is evidence suggesting that many of these principals are still facing difficulties 
as they attempt to handle the new roles assigned to them within a centralized bureaucratic 
context (Ahmed & Al-Dhuwaihi 2020). This highlights the need for the reform initiatives to 
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consider how to liberate school leadership from such a bureaucratic influence (Algarni & 
Male 2014). We argue that this is important for enabling both school leaders and teachers to 
implement change and bring about the desired school improvement.  

Theoretical Framework 
In this section, we define the constructs investigated in this study and examine their proposed 
relationships. 

Instructional Leadership 
Over the past few decades, instructional leadership has gained increasing attention due to its 
potential role in enhancing teacher and student learning and achieving school improvement 
(Bellibas, Polatcan & Kilinc 2020; Heck & Hallinger 2014). The concept has evolved over time, 
developing from a classical conceptualization in terms of there being an authoritative 
principal who observed teachers and advised them on how to conduct themselves in 
classrooms, to one that is informed by shared, collaborative and transformational theories of 
leadership (MacNeill, Cavanagh & Silcox 2005; Salo, Nylund & Stjernstrøm 2015).  

The literature has emphasized instructional leadership as an organizational characteristic that 
targets school effectiveness (Hallinger & Heck 2011; Hallinger & Murphy 1985; Spillane, 
Hallett & Diamond 2003). As Hallinger and Murphy (1985: 217) argue, by ‘acting as the 
school’s instructional manager or leader’, the principal can positively influence school 
outcomes. School principals are expected to be effective instructional leaders who facilitate 
teaching processes and reciprocally reflect on the effectiveness of teaching practices (Spillane 
et al. 2003). They are also expected to coordinate instructional programs, spend time in the 
classrooms, provide adequate feedback and resources, share instructional experiences, assess 
teachers’ performances, and facilitate relevant professional development opportunities 
(DiPaola & Tschannen-Moran 2003). In their meta-analysis study, Robinson, Lloyd and Rowe 
(2008) found the impact of instructional leadership on student achievement to be significantly 
higher than that of transformational leadership.  

In this study, we used the conceptual framework of instructional leadership developed by 
Hallinger and Murphy (1985). The role of instructional leaders defined by this framework 
covers three dimensions: defining the school mission; managing the instructional program; 
and promoting a positive school learning climate. The first dimension focuses on the role of 
school leaders in creating a vision for learning within schools and communicating it widely 
to the school community. The second dimension concerns the role of leaders in directing and 
monitoring the teaching and learning processes adopted in schools. The third dimension 
describes the leadership practices that are aimed at creating a school climate that supports the 
meaningful engagement of both teachers and students in teaching and learning activities 
(Hallinger et al. 2018). 
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Collective Teacher Efficacy  
The concept of collective efficacy is drawn from the social-cognitive theory, with the basic 
assumption that individuals’ actions are greatly influenced by their collective efficacy 
(Goddard et al. 2004). Despite the apparent similarity found between self-efficacy and 
collective efficacy, the two constructs are conceptually different. While teacher self-efficacy 
reflects beliefs pertaining to an individual’s capability, collective efficacy refers to the 
effectiveness of the group to which one belongs (Ross & Gray 2006). According to Bandura 
(1986), the sources of collective teacher efficacy include mastery experiences, vicarious 
experiences, social persuasion, and affective states.  

Collective efficacy has been recognized as an essential determinant of group effectiveness 
(Goddard et al. 2004). It has also been associated with a wide array of positive organizational 
behaviors such as persistence, effort, innovation, and problem-solving (Ross 1992; Ross & 
Gray 2006). Since it refers to teachers’ beliefs pertaining to their capability to positively 
influence students, it has been recognized as one of the most important factors associated 
with student development (Bandura 1997). The reason for this is that teachers with positive 
beliefs pertaining to their capabilities try harder, motivate students and change their beliefs 
about their own abilities which, in turn, results in them performing better (Cansoy & Parlar 
2018; Ross & Cousins 1993; Ross & Gray 2006).  

Teacher Commitment  
Organizational commitment refers to an individual’s ‘emotional attachment to the 
organization, such that the strongly committed individual identifies with, is involved in, and 
enjoys membership in the organization’ (Allen & Meyer 1990: 2). In this sense, it reflects 
people’s ‘psychological identification’ with their respective institutions (BinBakr & Ahmed 
2018). Specifically, individuals with strong affective commitment choose to be a part of an 
organization because they want to. Affective commitment has been found to have the 
strongest impact on organizational outcomes (Meyer, Stanley, Herscovitch & Topolnytsky 
2002), including job performance, readiness for change, job satisfaction, and organizational 
effectiveness (Madsen, Miller & John 2005; Meyer et al. 2002; Yu et al. 2002). From an affective 
perspective, teacher commitment refers to the emotional bond teachers have with their 
schools. Teachers with high commitment levels have been found to demonstrate ‘strong 
psychological ties to their school, their students, or their subject areas’ (Firestone & Pennell 
1993: 489). Meyer, Allen and Smith (1993) have proposed three dimensions for the teacher 
commitment construct, namely affective commitment, continuance commitment, and 
normative commitment. However, the current study focuses on the affective commitment 
aspect. 
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Instructional Leadership, Collective Efficacy, and Teacher Commitment  
The impact of principal leadership on the individual and collective efficacy of teachers has 
been investigated in a considerable body of research (Brinson & Steiner 2007; Cansoy et al. 
2020; Cansoy & Parlar 2018; Hallinger et al. 2018; Liu & Hallinger 2018). Findings from this 
research indicate a positive correlation between instructional leadership and teacher efficacy 
beliefs (Cansoy et al. 2020; Cansoy & Parlar 2018; Hallinger et al. 2018). Instructional leaders 
can influence collective efficacy by setting school goals, coordinating teachers’ efforts to 
accomplish these goals, building instructional capacity, creating a supportive school learning 
climate, shaping teachers’ instructional behaviors, and engaging in constructive 
conversations with them about the quality of their classroom performance (Blase & Blase 
2000; Goddard, Hoy & Hoy 2000; Le Fevre & Robinson 2015). More specifically, Leithwood 
(1993) viewed the school principal’s role in building a supportive school environment to be a 
central mechanism to support teacher collaborations that enhance collective capacity. Further, 
Demir (2008) argued that, by creating a school system that stimulates staff to work together, 
instructional leaders can encourage teachers to share their challenges and successes and think 
about their teaching strategies together.  

Studies examining the impact of school leadership on teacher commitment have found 
evidence suggesting a positive association between the various leadership styles and the 
organizational commitment of teachers (Cansoy et al. 2020; Geijsel et al. 2003; Hulpia, Devos 
& Rosseel 2009; Ross & Gray 2006). Bellibas and Liu (2018) argued that distributed and 
instructional leadership create a positive school climate characterized by mutual respect and 
trust which, in turn, increases the teachers’ commitment to their schools. Moreover, Sarikaya 
and Erdogan (2016) and Cansoy et al. (2020) reported instructional leadership practices to 
significantly predict teacher commitment in Turkish schools. Similar findings were reported 
by studies conducted in Iran (Hallinger et al. 2018) and Oman (Al-Mahdy et al. 2018). The 
instructional leadership practices highlighted in these studies included supporting teacher 
collaboration, facilitating teachers’ development, providing emotional and financial support, 
encouraging teacher participation, and recognizing and celebrating teachers’ achievements 
and contributions.  

Research investigating the relationship between collective efficacy and teacher commitment 
has provided evidence of a positive correlation between the two constructs (Al-Mahdy et al. 
2018; Cansoy et al. 2020; Hallinger et al. 2018; Ross & Gray 2006). Hallinger and colleagues 
(2018) stated that, ‘teacher commitment can be enhanced when principals articulate positive 
efficacy beliefs and demonstrate achievement-directed behaviors’ (p. 805). Cansoy et al. (2020) 
and Coladarci (1992) found collective efficacy to significantly predict teacher commitment. 
Teachers’ verbal and social collaboration with their colleagues enable them to strive for 
success and develop their collective efficacy beliefs. This increases their sense of belonging 
and, in turn, increases their affective commitment to work (Brinson & Steiner 2007).  
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Studies investigating the relationship between instructional leadership and teacher 
commitment have considered the mediating role that collective efficacy can play in this 
relationship, yielding powerful evidence suggesting the presence of partially mediated effects 
models (see Al-Mahdy et al. 2018; Cansoy et al. 2020; Hallinger et al. 2018). This means that 
principals can increase their teachers’ commitment both directly by exercising instructional 
leadership practices and indirectly by shaping their collective efficacy beliefs.  

Based on the above discussion, the conceptual framework used in this study (see Figure 1) 
suggests that, with the inclusion of collective teacher efficacy as a mediator, instructional 
leadership has both direct and indirect effects on teacher commitment. This ‘partial mediation 
model’ was tested in public schools in Saudi Arabia to unravel the nature of these 
relationships in that context.  

Figure 1: Hypothesized Model of Principal Leadership Effects 

 

 

 

  

   

                                

                                                                                   

  

 

 

Method 
This quantitative study adopted a cross-sectional survey design to model the relationships 
found among the three constructs proposed in Figure 1. This section describes the measures 
taken, the sampling conducted, the data collection performed, and the procedures adopted to 
carry out the concerned data analysis. 
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Measures 
The Principal Instructional Management Rating Scale (PIMRS)-Teacher Short Form 
(Hallinger 1990) was used to measure instructional leadership. The scale consists of 22 items 
and three dimensions (Defines a School Mission, Manages the Instructional Program, and 
Develops a Positive School Learning Climate). Sample items included ‘Communicate the 
school mission effectively to members of the school community’ and ‘Ensure that the 
classroom priorities of teachers are consistent with the goals and direction of the school’.  

Tschannen-Moran and Barr’s (2004) scale was used to measure collective teacher efficacy. The 
scale consists of 12 items distributed over two dimensions, namely Student Discipline and 
Instructional Strategies. Sample items included ‘Teachers in your school promote deep 
understanding of academic concepts’ and ‘Teachers in your school make expectations clear 
about appropriate student behavior’. To measure affective commitment, the authors used 
Meyer et al.’s (1993) 6-item scale. Sample items included ‘'I do not feel a strong sense of 
belonging to my organization’.' All the measures used a 5-point Likert scale. 

Since the measures were developed for use in English-speaking countries, it was necessary to 
translate them and ensure their suitability in the context of Saudi Arabia. For this purpose, 
we used Brislin’s (1970) translation technique that lays down the following procedure: have 
the three measures translated into Arabic by a bilingual scholar, get the Arabic version 
translated back into English by another scholar and, finally, compare the two versions and 
make amendments accordingly. The Arabic version was also reviewed by seven educators to 
ensure the relevance and clarity of the scales without changing the intended meaning of the 
original items.  

Sampling and Data Collection 
Data collection was conducted between August and October 2020 in the eastern city of 
Dammam, Saudi Arabia. Data were collected with the support of the General Directorate of 
Education (GDE) after obtaining the necessary approval. Due to the COVID-19 situation and 
school closures at the time of data collection, convenience sampling was considered the most 
suitable option for recruiting research participants. For this purpose, the researchers created 
an online version of the survey, the link to which was distributed by the GDE to all the public 
school principals in Eastern Dammam via their electronic correspondence system. Following 
this, the principals oversaw the data collection process within their respective schools. The 
study population consisted of teachers from all the three levels (i.e., primary, middle, and 
secondary) of public schooling. A total of 509 valid responses were considered for the 
analysis, with the response rate being 31.6 percent. While relatively low, this response rate is 
acceptable. In online surveys, response rates get lower as the number of survey items 
increases (Deutskens, De Ruyter, Wetzels & Oosterveld 2004). The demographics of the 
research participants are presented in Table 1. 
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Table 1: Participants’ Demographics  

Characteristics % 

Gender: 

Male  

Female 

Age: 

<25 years 

25-34 years 

35-44 years 

45-54 years 

50 years old or above 

Teaching experience: 

<5 years 

5-9 years 

More than 9 years 

School level: 

Primary 

Middle 

Secondary 

 

30.3 

69.7 

 

0.1 

12.8 

52.2 

31.5 

2.5 

 

8.9 

21.5 

69.7 

 

44.7 

25.6 

29.7 
 

Data Analysis  
Several statistical analyses were conducted to answer the research questions. Descriptive 
statistics (i.e., means and standard deviations) were performed to determine the perceived 
level of the variables in the sample schools. Confirmatory factor analysis (CFA) was 
employed, using AMOS 19, to examine the construct validity of the measurement model. We 
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used multiple fit indices including relative chi-square degrees of freedom ratio (x2/df), 
comparative fit index (CFI), incremental fit index (IFI), root mean square error of 
approximation (RMSEA), and standardized root mean square residual (SRMR). Structural 
equation modeling (SEM) was applied to estimate the relationships found among the studied 
variables and define the measurement model.  

Results 
This section presents the results of the study by first describing the properties of the 
measurement model in the context of Saudi Arabia, and then analyzing the data related to 
our research questions. 

Examining the Validity of the Measurement Model  
Confirmatory factor analysis (CFA) with maximum likelihood estimation was conducted to 
investigate the reproducibility of the factor structure of the principal instructional leadership 
(PIL) construct, the collective teacher efficacy (CTE) construct, and the teacher commitment 
(TC) construct in the context of Saudi Arabia. The CFA results are presented in Table 2. The 
table shows both the results of the hypothesized measurement models and those of the rival 
models. A rival model is one which describes the hypothesized construct, using a factorial 
structure which is different from that of the originally designed one. This step is considered 
crucial before conducting structural equation modeling because it provides empirical 
evidence concerning model disconfirmability (Alhija 2010). In other words, it helps to 
investigate whether the originally hypothesized model structure fits the data more validly 
than other potential models of the same construct. In this sense, the proposed measurement 
model is considered valid when it provides better model fit values than those of the rivals.  

As shown in Table 2, three different factorial structures of the principal instructional 
leadership (PIL) construct were compared. The values of the fit indices suggest that the global 
factor structure poorly fits the data of the current sample (a global factor structure means that 
the construct is unidimensional). This study rejects the global factor solution because the X2/df 
and RMSEA values are much higher than the commonly agreed threshold values of 5 and .08, 
respectively (MacCallum, Browne & Sugawara 1996; Marsh & Hocevar 1985). Furthermore, 
the findings reveal that the three-first-order factor structure and the higher-order three-first-
order structure of the construct show identical index values and adequate validity. Thus, both 
models can be validly incorporated into the hypothesized research model. However, we 
argue that the incorporation of a higher-order factor structure within the model would be 
more suitable as it validly resembles the sample data and helps interpreting the model 
findings in a simpler and more practical form. Thus, the three first-order factor solution is 
rejected in favor of the higher-order factor solution.  
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Table 2: Fit Indices for the Studied Constructs  

Constructs Models x2 

/df 
CFI IFI RMSEA SRMR 

Principal 
Instructional 
Leadership 

Three-first order 
factor structure 

3.746 .932 .932 .074 .0358 

Higher-order three- 
first order factor 
structure 

3.746 .932 .932 .074 .0358 

Global factor 
structure 

5.884 .876 .877 .098 .0495 

Collective Teacher 
Efficacy 

First-order factor 
structure 

6.5 .933 .934 .104 .0453 

Higher-order two- 
first order factor 
structure 

6.5 .933 .934 .104 .0453 

Global factor 
structure 
 

6.397 .933 .933 .103 .0451 

In addition, Table 2 compares the three different factor structures of the CTE construct. The 
findings indicate that a global structure provides a slightly better factorial validity than those 
of the first-order and higher-order structures. This is in alignment with the findings of Cansoy 
et al. (2020) who found the unidimensional construct to explain 69.48 percent of the total 
variance. Thus, the current study rejects a higher-order structure solution. However, Table 2 
shows that the X2/df and RMSEA values of the global factor structure are higher than the 
threshold values (MacCallum et al. 1996; Marsh & Hocevar 1985). Jackson, Stephenson and 
Gillapsy (2009) argued that the researchers may conduct model modification when the 
various model-related factorial structures do not yield the expected threshold fit values. 
Chan, Lee, Lee, Kubota and Allen (2007) indicated that a model can be modified by having 
the new paths found among the error terms of the scale’s indicators specified. They further 
emphasized that the modification of the model is justifiable only when researchers covary the 
error terms of the items that are theoretically related. In other words, the indicators that do 
not conceptually relate to each other must not be allowed to covary.  

Table 3 outlines the correlations found among the error terms of the CTE scale indicators. 
These modifications greatly improved the model fit indices of the CTE construct. The new 
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X2/df, CFI, IFI, RMSEA, and SRMR values are 4.688, .96, .96, .085, and .0365, respectively. It 
should be noted that the RMSEA value was slightly higher than the threshold value of .08. 
Browne and Cudeck (1993) state that they ‘would not want to employ a model with an 
RMSEA greater than .1’ (p. 144). We conclude that the modified global factor structure 
reasonably fits the Saudi sample. However, future empirical studies are needed to confirm 
the validity of the original CTE scale in the context of Saudi Arabia. 

Table 3: Error Term Correlations 

Item error term correlations Reduction 
in X2 value  

Expected parameter 
change for the 
correlated path 

Item 2: ‘how much can your school do to get 
students to believe they can do well in 
schoolwork?’ 
Item 9: ‘how much can teachers in your school 
do to help students think critically?’ 

22.193 .083 

Item 10: ‘how well can adults in your school 
get students to follow school rules?’ 
Item 12: ‘how much can your school do to help 
students feel safe while they are at school?’ 

21.902 .07 

Item 5: ‘how much can teachers in your school 
do to help students master complex content?’ 
Item 9: ‘how much can teachers in your school 
do to help students think critically?’ 

19.566 .094 

Item 1: ‘how much can teachers in your school 
do to produce meaningful student learning?’ 

Item 3: ‘to what extent can teachers in your 
school make expectations clear about 
appropriate student behavior?’ 

16.305 .07 

Item 5: ‘how much can teachers in your school 
do to help students master complex content?’ 
Item 6: ‘how much can teachers in your school 
do to promote deep understanding of 
academic concepts?’ 

11.734 .082 

Item 6: ‘how much can teachers in your school 
do to promote deep understanding of 
academic concepts?’   

Item 11: ‘how much can your school do to 
foster student creativity?’ 

6.525 .04 
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Finally, a CFA was conducted to investigate the measurement validity of the TC scale. 
Interestingly, the results revealed the current form of the measurement model to be 
inappropriate for further structural analyses. The X2/df, CFI, IFI, RMSEA, and SRMR values 
were 34.285, .78.2, .783, .256, and .1501, respectively. The average variance extracted and the 
composite reliability values were .42 and .782, respectively. In response to this validity 
concern, the authors shifted to exploratory factor analysis (EFA) to investigate the potential 
problems that might be related to the factor loadings of affective commitment. The EFA using 
the principal component extraction method and promax rotation method yielded two 
distinctive factors that strongly represented the affective commitment construct. The total 
initial Eigenvalues of both the factors were 3.013 and 1.448, respectively. The first factor 
involves the first, second, and sixth items, with the factor loadings being .862, .792, and .775, 
respectively. The second factor involves the third, fourth, and fifth items, with the factor 
loadings being .897, .916, and .905, respectively.  

Based on the results of the EFA, the authors conducted an additional CFA to examine the 
validity of a higher-order factor structure of TC involving two dimensions. The X2/df, CFI, IFI, 
RMSEA, and SRMR values were 2.828, .989, .989, .0161, and .0322, respectively. It should be 
noted that a first-order factor structure involving the two dimensions of affective commitment 
yields the same validity index results. However, the authors chose the higher-order construct 
because it delivers a theoretically reasonable meaning that resembles the original form of the 
affective commitment structure.  

In this study, we covaried the three scales (i.e., PIL, CTE, and TC) into one measurement 
model to examine if it reasonably fits the Saudi sample. A CFA with the maximum likelihood 
estimation was used to investigate the overall measurement model. The X2/df, CFI, IFI, 
RMSEA, and SRMR values were 2.874, .91, .91, .061, and .0712, respectively. The index values 
show that the model fits the data reasonably well.  

Descriptive Statistics, Reliability, and Convergent and Divergent Validity 
An analysis of the descriptive statistics (see Table 4) demonstrated the principals’ engagement 
in instructional leadership behaviors, as perceived by their teachers, to be at a moderate level 
(M = 3.82; SD = 1.18). A similar pattern was observed for the teachers’ perceptions of the level 
of TC (M = 3.89, SD = 1.23). However, the level of CTE was perceived to be slightly above 
moderate (M = 4.14; SD = 0.94). 

The composite reliabilities of PIL, CTE, and TC are well above or equal to the threshold value 
of .7, as shown in Table 4. Moreover, it has been clearly shown in Table 4 that their average 
variance extracted (AVE) values are higher than the threshold value of .5 (Fornell & Larcker 
1981).  
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Table 4: Descriptive Statistics, Composite Reliability, Average Variance Extracted, Square 
Root of the AVE, and Correlations for the Variables 
 

Variables Mean SD CR AVE Sq. Rt. of AVE 1 2 3 

1. PIL 3.82 1.18 .98 .936 .9664 - .685* .669* 

2. CTE 4.14 0.94 .928 .562 .75 - - - 

3. TC 
 

3.89 1.23 .7 .534 .731 - .684* - 

PIL = principal instructional leadership; CTE = collective teacher efficacy; TC = teacher 
commitment. 

 *Correlation is significant at p < .01 
 

Table 4 presents the square roots of the AVE values for the divergent validity of the examined 
constructs. Fornell and Larcker (1981) argue that the square roots of the AVE values of the 
construct should be higher than the values of the inter-construct correlations to confirm 
divergent validity. As shown in Table 4, the square root values of the AVE of PIL, CTE, and 
TC are higher than those of their respective inter-construct correlations. These results indicate 
that the constructs examined show appropriate divergent validity. 

Common Method Bias  
To detect the common method bias effect, Harman’s single factor test was applied in this 
study (Podsakoff, MacKenzie & Podsakoff 2012). This test helps to find out if a common factor 
accounts for the majority of the variance found in the measurement model. An EFA was 
conducted to measure the percentage of variance which is explained by the first (i.e., largest) 
factor. The results reveal 8 factors whose values are above the Eigenvalue of 1. The first factor 
has an Eigenvalue of 17.7. It explains only 36.9 percent of the total variance which is below 
the cutoff percentage of 50 percent (Podsakoff et al. 2012). These results show that common 
method bias is not a major concern in this study. 

Testing the Direct, Indirect, and Total Effects 
Structural Equation Modeling (SEM) was applied using AMOS 19 to examine the 
hypothesized relationships between PIL, CTE, and TC. Table 5 presents the direct associations 
found between the constructs. As presented in Table 5, PIL is positively associated with CTE 
(r = .685, P < .05), and CTE is positively associated with TC (r = .425, P < .05). In addition, PIL 
is positively associated with TC (r = .378, P < .05). Moreover, the indirect effects of the 
hypothesized interrelationships among the constructs indicate that CTE significantly 
mediates the relationship between PIL and TC. The specific indirect effect is .291 and the 
significance level is (p < .05). By applying the bias-corrected percentile method, we found the 
values of the lower and upper confidence intervals to be .161 and .41, respectively, with the 
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standard error value being .071. The analysis further showed that specific total effect of PIL 
on TC through CTE (.669) to be significant (P < .05). By applying the bias-corrected percentile 
method, we found the values of the lower and upper confidence intervals to be .568 and .747, 
respectively, with the standard error value being .052. These results affirm that the effects of 
PIL on TC are partially mediated by CTE in the respective Saudi schools. 

Table 5: Results of the Standardized Direct Effects of the Structural Equation Model 

Variable PIL CTE TC 

Estimate LCI** UCI** SE*** Estimate LCI** UCI** SE*** Estimate LCI** UCI** SE*** 

PIL - - - - .685 .597 .723 .04 .378 .222 .528 .09 

CTE - - - - - - - - .425 .237 .566 .096 

*Bias-corrected percentile method 

** LCI = low confidence interval, ** UCI = upper confidence interval 

*** SE = standard error 

Figure 2: Results of the SEM Analysis of the Hypothesized Relationships Among Principal 
Leadership, Collective Efficacy and Teacher Commitment 
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Discussion 
Although there is evidence suggesting a steady growth in the literature on educational 
administration and leadership in Arab societies, studies adopting ‘multivariate designs’' that 
can address the growing complexities that characterize the work of school principals in the 
region remain scarce (Ahmed 2020; Hammad & Alazmi 2022). This study aimed to address 
this lacuna. Specifically, it sought to understand whether and in what way principal 
instructional leadership practices influence teacher commitment in public schools in Saudi 
Arabia. This was considered important, given the current reforms being implemented in the 
country (Alsaleh 2019; Alyami & Floyd 2019). The study also aimed to extend prior research 
on the relationship between school leadership and teacher attitudes (e.g., Al-Mahdy et al. 
2018; Cansoy et al. 2020; Geijsel et al. 2003; Hallinger et al. 2018; Sun & Leithwood 2015) by 
examining this phenomenon in an educational context which is relatively underrepresented 
in the global literature.  

Consistent with the findings of prior research, this study confirms the impact of principal 
leadership behaviors on teachers’ beliefs and work attitudes (Al-Mahdy et al. 2018; Cansoy et 
al. 2020; Geijsel et al. 2003; Hallinger & Lu 2014; Hallinger et al. 2018; Hulpia et al. 2009; Marks 
& Printy 2003; Sun & Leithwood 2015). To be specific, by acting as instructional leaders, school 
principals in Saudi Arabis can enhance teacher commitment by creating ‘a sense of shared 
purpose among stakeholders in the school’ and by exhibiting leadership behaviors ‘that give 
meaning to the work of teachers’ (Al-Mahdy et al. 2018: 198) and promote a school culture 
that encourages collaboration and support teachers’ self-efficacy (Liu, Bellibaş & Gümüş 
2021).  

Our findings support prior studies from Iran (Hallinger et al. 2018), Oman (Al-Mahdy et al. 
2018), and Turkey (Cansoy et al. 2020) regarding the direct and indirect significant effects of 
instructional leadership on teacher commitment. In the Saudi sample, these effects were 
achieved both directly through the significant positive association between the two variables 
and indirectly through the mediation of collective efficacy, thus, suggesting a partially 
mediated model. This finding affirms the ‘transformational’ effects of instructional 
leadership. In other words, by enhancing teacher commitment, instructional leaders act as 
transformational leaders (Al-Mahdy et al. 2018; Hallinger et al. 2018; Marks & Printy 2003). 
This finding is significant, as it is relevant to the current context of educational reform in Saudi 
Arabia where school principals need to foster teachers’ commitment to change. As the 
findings indicate, they can do so by engaging the teachers ‘in a collective effort with a 
meaningful purpose’ and supporting them in their professional workplace learning (Al-
Mahdy et al. 2018: 198).  

A positive relationship was found between instructional leadership and collective efficacy, 
offering support to the prior research studies conducted in the field. For example, Cansoy et 
al. (2020) and Goddard et al. (2015) found instructional leadership to be a significant predictor 
of collective efficacy by enhancing the teachers’ collaborative work. Demir (2008) reported the 
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existence of a significant and positive direct relationship between the two variables, in 
addition to the indirect relationship that exists through the enhancement of teacher self-
efficacy and collaborative climate. Other instructional leadership practices have been 
reported to increase collective efficacy, including setting instructional goals, providing 
professional programs, modeling successful instruction, and providing supportive feedback 
(Hallinger & Lu 2014; Leithwood & Jantzi 2006; Ross & Gray 2006). 

Our findings also reveal a positive and significant relationship between collective efficacy and 
teacher commitment. This aligns with the results of similar research studies conducted in 
other school contexts (see Al-Mahdy et al. 2018; Cansoy et al. 2020; Hallinger et al. 2018; Ross 
& Gray 2006). Teachers’ organizational commitment can be enhanced if they happen to have 
the collective belief in their capabilities to affect their students’ learning (Ross & Gray 2006). 
Teachers become more committed when they work together towards a specific goal (Marks 
& Printy 2003; Sun & Leithwood 2015). This is crucial for enacting change and bringing about 
school improvement (Ross & Gray 2006).  

Limitations 
It is important to note that the findings discussed above should be understood by keeping the 
study’s limitations in mind. First, this study adopted a cross-sectional research design, 
implying that the inferences of causality ought to be limited. However, we believe that the 
current results provide useful insights that could further strengthen our understanding of the 
relationships that exist between the examined constructs. Second, this study relied on data 
collected from a relatively small convenience sample of just one region, which might limit the 
ability to generalize the results to a wider population of public school teachers in Saudi 
Arabia. Therefore, it is important that future research studies involve larger samples from 
other parts of the country to enable the formulation of more generalizable claims pertaining 
to the interactions found among the investigated constructs. 

Implications and Conclusion 
The findings of this study have implications for school leaders and the providers of leadership 
preparation programs. Regarding school leaders, our findings concerning the relationship 
between principal leadership and teacher attitudes point to the important role that Saudi 
school principals can play in supporting ongoing reform initiatives. More specifically, our 
observation that the effects of instructional leadership on teacher commitment in the sample 
schools were partially mediated by collective efficacy suggests that the leaders of these 
schools should work harder to sustain a high level of commitment to school improvement 
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among their teachers via the provision of opportunities to share their experiences and work 
collectively toward a common goal (Al-Mahdy et al. 2018; Cansoy et al. 2020; Marks & Printy 
2003). This requires the creation of a positive school climate facilitating collaboration among 
teachers and ensuring that they take the responsibility to improve their own performances to 
enhance student learning (Bellibas & Liu 2018). Related to this is the need to support the 
professional learning of teachers in Saudi schools. Relevant research studies have found 
school principals to increase teacher engagement in professional learning activities by 
promoting positive work attitudes, including commitment and efficacy (Hallinger, Piyaman 
& Viseshsiri 2017; Karacabey, Bellibaş & Adams 2020). 

Like other Gulf states, instructional leadership has not been part of the traditional role of 
school principals in Saudi Arabia (Al-Mahdy et al. 2018); our findings indicate only a 
moderate level of principals’ engagement in instructional leadership practices. It could be 
argued that the lack of principals’ attention to instructional issues may pose a threat to the 
current reforms which have a particular focus on enhancing student learning and which 
expect school leaders to play a more active role in this regard (Alyami & Floyd 2019; Meemar 
2014). In times of rapid educational change, preparing those responsible for change 
implementation, mainly school leaders, becomes a high priority (Darling-Hammond, 
LaPoine, Meyerson, Orr & Cohen 2007). Our findings point to the need for leadership 
preparation programs to place greater emphasis on reinforcing leadership behaviors that 
enable school principals to assume these new roles and responsibilities. Therefore, we 
recommend that the skills associated with instructional leadership, such as creating and 
sharing a clear school vision, managing curriculum and instruction, and developing a positive 
learning environment, should be included in the training programs targeting aspiring and 
practicing school principals.  

In conclusion, it is important to indicate that, despite its limitations, we expect that the initial 
perspective provided by this small-scale study will encourage other Saudi scholars to 
undertake further research employing qualitative and mixed methods to explore at a greater 
depth how instructional and other types of leadership are conceptualized and enacted in the 
context of Saudi Arabia, and how they interact with other school-level factors to shape the 
attitudes of teachers. We believe that it is only by deeply investigating how these leadership 
styles function in different cultural settings that we can fully understand how they can be 
used to support school improvement efforts not only in Saudi Arabia, but in other 
international contexts as well. 
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Leading for Teacher Professional Capital 
in Chinese Turnaround Schools: A Case 
Study 
Peng Liu, Qi Xiu, Zelin Zhuo and Wenchen Hao 

Abstract: The development of professional capital is important to ensure teachers’ effective 
performance in schools. The literature has demonstrated that teachers’ professional capital, which 
includes the three elements of human capital, social capital, and decisional capital, will make a 
contribution to promoting a school’s leadership strategy; however, less is known about how Chinese 
school leaders conduct their leadership through improving teacher professional capital. This article 
reports an in-depth qualitative case study of a turnaround school in China. By collecting data from 
school staff, including the principal, vice principal, two deans (in teaching and administration), three 
department heads, and seven teachers, this study shows how the promotion of teachers’ performance in 
a school through developing their professional capital can be used as a leadership strategy within the 
context of a Chinese turnaround school. The research identified a variety of strategies the principal in 
this study used to promote teacher professional capital building from the perspective of social capital, 
human capital, and decisional capital building. These findings will contribute to the understanding of 
strategies used by principals in turnaround school transformation in China in particular and will also 
contribute to cross-cultural understanding of turnaround strategies. 

Keywords: Teacher professional capital, turnaround school, case study, China 

Introduction 
A rich body of research has been amassed on the development of turnaround schools (see 
Leithwood, Harris & Strauss 2010; Leithwood & Strauss 2008; Murphy 2008a, 2008b; Murphy 
& Meyers 2007, 2009). The Wallace Foundation (Kutash, Nico, Gorin, Rahmatullah & Tallant 
2010) once defined ‘turnaround schools’ as low-performing schools in need of holistic 
intervention. These are schools that can produce substantial achievements in two years and 
become high-performing organizations (Liu 2017). The definition of turnaround schools is 
broader in the Chinese literature than in the Western literature (Liu 2017). In the Chinese 
context, turnaround schools are also called ‘weak schools’. These terms refer to low-
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performing schools that cannot meet the basic standards for school operation (Liu 2017). 
According to Yang (2019), most of the turnaround schools in China have characteristics that 
include poor schooling conditions, low quality of school leadership, poor teaching quality, 
poor student quality, and poor social reputation. The reason why turnaround schools (or 
weak schools) occur is complex. Yang (2019) summarized that poor locations for schools with 
weak educational support, relatively lagging management philosophy, difficulties in the 
development of teaching staff, and weak student learning foundations can be regarded as the 
main reasons leading to the existence of turnaround schools in mainland China. Kong (2019) 
also dug into the underlying causes of the emergence of turnaround schools. He claimed that 
China’s economic structure and social system, its system of key schools, unequal investment 
in different schools in different districts, and the negative effects of accelerating urbanization 
have made the situation of turnaround schools become even worse.  

A large number of studies have been done by both Western and Eastern researchers to find 
ways to improve the quality of turnaround schools. In the West, for example, the School 
Improvement Grant (SIG) program that began in 2009 in the United States supports low-
performing school improvement through four prescriptive intervention models including 
turnaround, restart, school closure, and transformation. In Murphy’s (2008b) view, there are 
three main policy dimensions that touch on turnaround school improvement in the West: 
leadership, efficiency, and focus. In the Chinese context, meanwhile, Liu (2017) suggested that 
Chinese education authorities have implemented six methods to improve turnaround 
schools, including realizing equality in school funding allocation, building up the capacity of 
turnaround schools by merging them with key schools, using mandatory management, improving 
teaching resources in all ways possible, implementing standardization or fostering the unique 
characteristics of turnaround schools, obtaining support from the community, and focusing on student 
growth and enrollment. In both the Western and Eastern contexts, leadership in turnaround 
schools has been widely discussed by researchers for a long time (Hochbein & Duke 2011). It 
has been proved that a good principal with proper leadership strategies is crucial for school 
development. 

Teacher professional development has been one of the most important methods for 
promoting school improvement around the world, including in China. It is regarded as one 
of the most efficient ways to improve teaching and students’ academic performance. In the 
most recent PISA test, when the students from Shanghai have achieved an impressive 
performance, many scholars claimed that this performance should be credited to the various 
teacher professional development activities enacted there. Turnaround schools, which are 
regarded as low-performing schools, need a more efficient way to promote teachers’ 
professional development in order to improve their overall school performance. However, 
how to improve the level of teachers’ professional development is still an important area that 
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needs to be explored further, especially in the context of turnaround schools. Teacher 
professional capital is an important construct for understanding the ecology of teachers’ 
professional lives (Campbell, Lieberman & Yashkina 2016). This construct is meaningful in 
education reform as it is an important foundation that allows teachers to be effective in the 
change process and in their teaching practice. A variety of education studies have proved that 
teachers with strong professional capital will contribute to student learning at large 
(Hargreaves & Fullan 2012, 2013). However, there has been a lack of sufficient research on 
how school principals can improve the elements of teacher professional capital (human, 
social, and decisional capital), particularly in a turnaround school context. This is important 
because professional capital is prominent in the school improvement process. This article 
reports a case study showing how school leaders positively built up teacher professional 
capital in a Chinese turnaround school.  

It is worthwhile to pose the question of how a school principal can improve teacher 
professional capital because teacher development lies at the core of school improvement. In 
order to answer this question, seven teachers and seven administrators were invited to 
participate in this study by sharing their experiences of how a principal can improve teacher 
professional capital. A turnaround school in Shanghai was selected as the context for this 
study. As explained above, turnaround schools are also referred to as ‘low-performing 
schools’, and school turnaround means the ‘rapid and significant improvement in the 
achievement of low-performing schools’ (Peck & Reitzug 2014: 9). There were three reasons 
for choosing a turnaround school in Shanghai as the context for this study. First, although 
Shanghai has achieved great PISA scores, a certain number of turnaround schools still exist 
within the city. Second, leadership in turnaround schools is unique compared with that in 
other schools; the conditions in these schools require principals to demonstrate exceptional 
courage and wisdom to improve the situation. Third, because how to successfully transform 
turnaround schools is an important problem that remains to be solved, the successful 
experience of promoting teacher professional capital in the turnaround school in this study 
can be helpful to other schools in the Shanghai area or even schools in other areas in China. 
This study endeavored to explore leadership theories to understand the influence of 
leadership on teacher professional capital in a turnaround school context.  

Conceptual Framework  

Teacher Professional Capital 
Capital has been defined as the assets that can be utilized to pursue desired objectives 
(Hargreaves & Fullan 2012). Teacher professional capital is made up of three elements: human 
capital, which consists of teachers’ fundamental knowledge of teaching as a profession; social 
capital, which includes permanent support and collective capacity; and decisional capital, or 
teachers’ professional agency (Hargreaves & Fullan 2013). The development of teacher 
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professional capital is achieved via the structuring of these three elements. In the education 
field, human capital involves a teachers’ knowledge of their subject and how to teach it, their 
knowledge of students, and their knowledge of how students learn (Hargreaves & Fullan 
2012). Human capital encompasses the knowledge, skills, and dispositions that are necessary 
for any changes to be enacted in schools; therefore, it is critical for teachers to gain human 
capital through professional development (Callingham, Beswick & Ferme 2015; Nolan & 
Molla 2017; Watkins & Mortimore 1999).  

Social capital is a form of collective capacity. The social capital of teachers involves the 
quantity and quality of their engagements and social relationships with other teachers and 
the people relevant to them, and the influence these relationships have on teachers’ 
knowledge and information. It also includes teachers’ perceptions of expectations, 
responsibility, and trust, and the extent to which teachers are inclined to stick to regulations 
or a code of ethics (Hargreaves & Fullan 2012). Social capital stresses the significance of trust, 
communities, and regulations for mutual benefits among teachers (Nolan & Molla 2017). 
Hargreaves and Fullan (2012) maintained that social capital is more crucial than human 
capital, because the latter cannot be used efficiently without social capital. Social capital plays 
an important role in structuring teachers’ talents and competence (or human capital).  

Decisional capital emphasizes an individual’s talent for making informed decisions when 
there are no specific answers (Hargreaves & Fullan 2013). For teachers to be professionals, 
they must have not only the capacity but also the authority to make instructional decisions 
(Boote 2006; Giroux 2010; Hargreaves & Fullan 2012, 2013). Decisional capital is associated 
with the degree of empowerment, voice, and autonomy teachers have in their day-in-and-
day-out professional practices (Nolan & Molla 2017). The center of decisional capital is 
reflection and practical judgment (Schon 1987). Hattie (2012) pinpointed that teacher 
professionalism exists in teachers’ assessable ability to comprehend both the influence of their 
interventions and the capacities and progress of their students, abilities that are related to 
decisional capital. Teachers have also been shown to place great value on decisional capital; 
they attach great importance to uncertainties concerning their own abilities to make informed 
decisions (Kumpulainen, Lipponen, Hilppö & Mikkola 2014), work on what matters to them 
(Alkire 2005), and achieve desired objectives that they value and have reason to value 
(Comim, Ballet, Biggeri & Iervese 2011). 

Leading for Teacher Professional Capital 
The development of teacher professional capital is a complicated subject, and school leaders 
are required to play an essential role in this endeavor (Callingham et al. 2015; Flores 2017; Li, 
Hallinger & Ko 2016). Freiler et al. (2012) showed the significance of professional capital by 
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outlining the elements that support teachers to teach in ways that are engaging for them. 
Collaborative leadership is important to social capital, as it offers more relevant and engaging 
professional learning opportunities (Callingham et al. 2015; Freiler et al. 2012). Consequently, 
school leaders must be responsible for boosting school environments that nurture collegiality, 
collaboration, and innovation in the school system (Callingham et al. 2015). In the process of 
structuring teacher professional capital, school leaders must have a deep comprehension of 
their school’s entire culture and be watchful of their staff’s demands, strengths, and 
pedagogies (Callingham et al. 2015). Additionally, Stoll (2010) asserted that principal 
commitment, distributed leadership, and the coordination of professional learning are 
significant to teacher professional capital.  

Nappi (2014) emphasized that teachers feel more ownership of decisions when school leaders 
engage them in the decision-making process. Moreover, various studies have evaluated the 
influences of leadership on student learning (e.g., Robinson 2011) and have found that 
instructional leadership, of all the different leadership constructs, has the greatest influence 
on teacher professional capital (Li et al. 2016). Furthermore, increasing teachers’ social 
networks makes them more likely to be the proponents, professional enactors, and leaders of 
educational practices and improvements (Campbell et al. 2016). Moreover, a recent study 
about education in mainland China found that school-level leadership and teacher 
professional learning lie at the core of human capital in urban and rural schools (Vanblaere & 
Devos 2016). Learning-centered leadership, which involves these elements, allows school 
leaders to influence teachers and student learning through vision enactment, learning 
encouragement, program management, and modeling (Hallinger & Liu 2016).  

Previous studies also revealed that successful turnaround principals with instructional 
leadership behaviors leverage teacher professional capital (Terrell 2015). School leadership 
focused on instructional improvement cultivates an environment in which teachers work 
together and efficiently communicate with each other about questions related to teaching and 
learning (Supovitz, Sirinides & May 2009). There is a close relationship between teacher 
professional capital and contexts in which teachers receive training on a sustainable basis to 
encourage instruction and support school improvement (Duke 2006; Supovitz & Turner 
2000). The development of teacher professional capital should concentrate on instruction and 
student outcomes, offer opportunities for collegial investigation, support, and feedback, and 
engage teachers with external expertise while respecting teachers’ discretion and creativity 
(Newmann, King & Youngs 2000).  

The past research above has shown that the following leadership practices contribute to the 
growth of teacher professional capital: building a collective working environment; 
empowering more collaboration among teachers; using instructional leadership, 
transformational leadership, and distributed leadership; demonstrating principal 
commitment; and coordinating professional learning. Although this is not an exhaustive list 
of the leadership practices that can facilitate teacher professional capital, it lays out a broad 
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conceptual framework for understanding the effects of leadership practices on teacher 
professional capital.   

Context of Chinese Turnaround Schools 
The term ‘turnaround schools’ in China usually refers to K–12 schools with low academic 
performance, poor facilities, fragile leadership, low teacher professional capacity, and bad 
social reputation (Liu 2017; Tao 2022). Although, in recent years, the rapid development of 
the Chinese economy has attracted worldwide attention, there is still a large number of 
turnaround schools in China, not only in underdeveloped cities but also in first-tier cities 
including Beijing and Shanghai. Therefore, how to promote the development of turnaround 
schools in China is regarded as a very important topic waiting for further solutions.  

Actually, the Chinese government has made great efforts to improve turnaround school 
quality. For example, Liu (2017), in his review of Chinese turnaround school development, 
suggested eight main categories of transformation approaches the Chinese government had 
used to promote turnaround school improvement, including implementing more reasonable 
funding allocation, creating collaborations with key schools, promoting teacher capacity 
building, earning the support of the community, and focusing on student development. In 
the category of promoting teacher capacity, Liu (2017) mentioned that the Chinese education 
administration had used many methods to improve teachers’ human resources, such as 
providing sufficient teachers for turnaround schools, making good use of senior teachers, 
giving teachers more working motivation, and providing more qualified trainings. Moreover, 
Qian and Walker (2022) suggested that teacher leaders play an important role in improving 
teaching quality in the Chinese context. Promoting professional capital, including human 
capital, social capital, and symbolic capital, is an efficient way to cultivate teacher leaders who 
will make great contributions to school improvement. It is reasonable to believe that teacher 
professional capital building will be helpful in promoting turnaround school improvement 
in the Chinese context. However, there has been insufficient research on how to improve 
teacher professional capital in China, and whether the improvement of teacher professional 
capital can help in turnaround schools awaits further exploration.  

Methodology  
Case study is a research method that focuses on understanding a particular phenomenon in 
a certain context and tries to answer ‘how’ and ‘why’ questions (Yin 2006). This study aimed 
to explore how school leadership improves teacher professional capital; therefore, it was 
appropriate to use a case study method.   
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School Context, Sample and Methods 
The school in this study was a suburban turnaround secondary school with about 1,000 
students and 70 teaching staff. This turnaround school had experienced a decline and 
subsequent return to prosperity in the past several years. It used to be a good school with 
good student achievement. However, due to a rigid budgeting system, it gradually became a 
turnaround school without sufficient educational funding. The school principal, Principal T, 
commenced work there in 2002 and had experienced the dynamic changes in the school.  

The reason this school was chosen for this case study was to illustrate an extreme case to 
inspire other schools that might be in a similar situation. Additionally, through the 
observation for around two months in that school, the teachers in this school showed strong 
consent for the school strategies used to improve teacher professional capital in the 
transformation process. Under the leadership of Principal T, this school achieved a great 
transformation from a turnaround school to a successful school. Principal T claimed he helped 
the school achieve this through facilitating teacher professional development and building 
school capacity. 

A purposive sampling strategy was used to select participants in the school for this study. 
Since the research purpose was to incorporate as broad a range of views as possible from 
participants, maximum variation in the purposive sampling was used (Patton 1990, 2002). 
The sampling criteria included: (1) school administrators who had working experience with 
the principal in this turnaround school; (2) teachers who had varying backgrounds in terms 
of their teaching subject backgrounds, working experience, and career stages; and (3) teachers 
who had working experience with the school principal in this turnaround school. In total, 14 
school staff members participated in this project, including seven administrators and seven 
teachers. Table 1 depicts the detailed demographic information of the research participants.  

Table 1: Informants' Demographic Information 

Post  Age 

Years of 
work 
experience  

Years working 
in sample 
school Gender 

Principal (P-1) 45 23 15 M 

Vice Principal (VP-1) 38 15 14 F 

Dean (D-1） 36 13 13 F 

Dean (D-2) 37 15 15 M 

Department Head (DH-1) 35 13 13 M 

Department Head (DH-2)               34 11 11 M 

Department Head (DH-3) 32 10 8 F 
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Post  Age 

Years of 
work 
experience  

Years working 
in sample 
school Gender 

Physics teacher (T-1) 34 12 10 M 

Math teacher (T-2) 27 4 4 F 

Math teacher (T-3) 41 19 16 M 

English teacher (T-4) 37 15 10 F 

Politics teacher (T-5) 50 27 18 M 

Chinese teacher (T-6) 42 19 16 F 

Chinese teacher (T-7) 35 11 11 M 

 

Fourteen face-to-face interviews were conducted with school administrators and teachers (the 
principal, the vice principal, two deans in teaching and administration, three department 
heads, and seven teachers). The reason to use interviews was to elicit more information 
beyond what would have been obtainable through a survey study. All interviews were 
around 50 to 60 minutes. The interview questions were about how to promote teachers’ 
professional capital development including social capital, human capital and decisional 
capital from the perspective of principals, administrators and teachers. In addition, school 
documents including the school newspaper and openly accessible meeting notes such as 
department meeting notes were also included as research material. These documents 
functioned to triangulate the interview data to improve its credibility. For instance, teachers 
reported that democratic management was a basic philosophy valued in this school, which 
was also evidenced by a news article about how teacher management operated in practice 
and how teachers were offered opportunities to participate in school management, resulting 
in the growth of teacher professional capital.  

Data Analysis 
Data were analyzed using an inductive analysis method with an initial framework whose 
dimensions were structured according to the dimensions of turnaround leadership. 
Meanwhile, the research also used a deductive analysis method to analyse principal 
leadership through drawing on theories related to professional capital development and 
leadership theories. Comparative analysis, which is a main method of inductive data analysis, 
is a process of identifying themes through constant comparison (Creswell 2013). The process 



128 | ISEA • Volume 50, Number 3, 2022  
 

of analysis includes preparing and organizing the data, coding them, comparing the codes to 
identify categories, and then combining the categories into themes. At the same time, a 
theoretical framework of teacher professional capital and principal leadership theory was 
used to help analyse the data. In this study, the first step in this process was to give codes to 
words, sentences, or even paragraphs of the transcribed interviews, based on their essential 
meaning. This process was used to codify the data from each interview. The second step was 
to make comparisons across the interviews to find common codes and themes. Through this 
process, the original analytical framework was revised based on the identified data. Table 2 
shows examples of the coding process.   

Table 2: Coding Example 

Code Category Theme 

Connection  Relationship Interpersonal relationship 
(Social capital) 

Expression of idea Participation in decision making Decision-making structure 
(Decisional capital) 

Limitations 
Limitations in the data analysis need to be acknowledged. The small number of participants 
might not represent all the views of the teachers in this school, although it seemed that all the 
teachers and administrators were familiar with the school’s operation. Additionally, multiple 
data collection methods would help to further identify changes that had taken place in teacher 
practices since self-reports in interviews alone could not objectively identify changes in 
classrooms.   

Findings 
This section reports the findings and answers the research question: How can a school 
principal in a turnaround school build teacher professional capital? It includes three kinds of 
leadership strategies used to improve teacher professional capital. The subsection on building 
teachers’ social capital includes specific strategies like building interpersonal relationships, 
facilitating communication among teachers, building up a collaborative culture, building up 
trust within the school, and building close connections with parents. The subsection on 
building teachers’ human capital includes building community for teachers, facilitating 
lifelong learning and strengthening teaching capacity, providing sufficient time for teachers 
to improve their teaching, learning advanced education technology, and conducting 
classroom observation. The subsection on building teachers’ decisional capital includes 
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building up the decision-making structure in the school and improving the management 
system.  

Building Social Capital for Teachers 

Focusing on Building Interpersonal Relationships and Collaborative Culture  
Social capital refers to resources embedded in a social structure that are accessed and/or 
mobilized in purposive actions (Hargreaves & Fullan 2012, 2013). It plays an important 
function in the process of teacher socialization. In terms of building teacher social capital, 
teachers in this study believed that social capital referred particularly to relationships within 
the school, with families, and with the external organization. Collegial relationships between 
teachers were regarded as an important element of social capital because these relationships 
allowed teachers opportunities to learn from other colleagues in the organization. One of the 
department heads reported:  

In our school, the principal focuses on the collaborative culture building. In fact, it 
does make sense ... For example, it is beneficial for teachers to have good networking 
with colleagues in the organization. In this way, the teachers will get a chance to learn 
from other teachers. Building up a good relationship with colleagues will make a 
contribution to their improvement in professional knowledge and working quality. 
(DH-3) 

Teachers’ opinions also supported this point of view. For example, one of the teachers claimed 
that they had no pressure related to interpersonal relationships with other teachers because 
the principal cultivated a good atmosphere in the school (T-2).   

Team learning was one of the main strategies used to cultivate a collaborative culture in this 
school. The school principal believed that team learning could effectively contribute to the 
formation of teacher professional capital, and therefore, team learning was strongly promoted 
in this school (P-1). It was used as the main model for learning. Other scholars have found 
that various kinds of activities have been organized to foster collaborative culture in Chinese 
schools including collaborative reading, collective preparation for classes, and other activities 
(Qian, Walker & Yang 2017). These activities contribute to teachers’ sense of belonging and 
intention to collaborate and thus promote the development of teachers’ professional capital.  

A mentor system was established in the school in this study to facilitate teachers’ collaborative 
culture. This method ensured that teachers at different career stages had the chance to 
communicate and collaborate with each other. Establishing a mentor system was considered 
an effective way to improve teacher professional capital. One of the teachers commented: 
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In a mentoring relationship, the experienced teacher provides great experience for 
younger teachers to improve their professional knowledge and help them to get used 
to the turnaround school situation. They share their teaching experience with young 
teachers, and prestigious teachers are invited to participate in the learning process. 
Through frequent interaction between teachers inside and outside the school, a 
collaborative culture is gradually formed. (DH-1) 

In the process of building collaborative networking, the teachers can make full use of school 
human capital resources to improve their personal capacity. Meanwhile, a friendly 
environment in schools is also beneficial. 

Creating More Communication Opportunities Among Teachers 
Segmentation in a school can cause miscommunication among teachers. This directly reduces 
the chances for teachers to learn from each other. The principal in this school made efforts to 
remove barriers in organizational communication including creating mechanisms for 
communication like weekly meetings, joint working projects, and daily tea activities (P-1). 
These mechanisms gave teachers a chance to meet and chat with each other, and in this way 
a positive communication atmosphere was created in the organization (T-3 & T-6). The reason 
the school principal facilitated communication among teachers was that he believed 
communication was the crucial medium for teachers to build up their social capital with 
students and other community members. This finding reflected those of other scholars, who 
also found that communication is important to build up system change and capacity (Fullan, 
Rincon-Gallardo & Hargreaves 2015).  

In addition, regular meetings were set up for teachers to learn from others and build up 
relationships with other teachers. The formal and informal communications among teachers 
and colleagues offered opportunities for the teachers’ professional capital growth. One 
teacher commented: 

As a form of communication platform, diverse internal forums were set up for teachers 
to communicate and learn from each other, for example, reading clubs, teacher forums, 
curriculum development groups, collective class preparation groups, etc. All these 
activities provided good opportunities for teachers to get more useful and helpful 
information from each other. (T-5) 

During the pandemic, schools in China constructed a systematic online communication 
platform to help teachers improve their working efficiency. Moreover, the ability of social 
media to promote communication between teachers and leaders in the absence of face-to-face 
meetings cannot be dismissed.  

Building up Trust in Schools  
Based on the previously discussed efforts to build communication within the school in this 
study, the principal also organized diverse activities to build trust in the organization. It has 
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been recognized that trust in schools can be regarded as a core resource for school reform 
(Bryk & Schneider 2003; Kochanek 2005). The principal in this study endeavored to create a 
sense of family within the school through an assortment of special activities to show the 
school’s concern and love for its teachers, particularly by marking teachers’ special days, such 
as their birthdays or wedding anniversaries. These activities, which align with Chinese 
values, could effectively enhance teachers’ sense of belonging. The process of trust building 
is complicated in the Chinese context because the relationship between leaders and followers 
is complicated. Leaders in the Chinese context are not only concerned about their followers’ 
working relationships but also their personal relationships. This means that, in the Chinese 
context, trust is built on both these types of relationships. One administrator said: 

In Chinese culture, being a leader is also called ‘Fumu Guan’ [an official who functions 
like a parent]. This means we have to not only build working relationships with 
subordinates but also personal relationships. For instance, sometimes, we even have 
to care about their marriage and personal life. This could be different from the Western 
definition of leadership. (VP-1) 

Actually, this is a unique phenomenon in Confucian culture. Compared with working 
relationships, leaders pay more attention to cultivating personal relationships in order to keep 
a stable environment in schools. Through cultivating trust and teachers’ sense of belonging, 
the principal created a situation in which the teachers in this school wanted to devote 
themselves to the school (T-5 & T-7). One of the teachers explained: 

Although this school is not a high-quality school in our district, we would like to give 
more time and energy to improve the students’ academic performance. The principal 
and other leaders in our school treat us like family. The relationship among us is not 
just like leaders and subordinates. We trust each other, and sometimes we are just like 
friends. (T-7)  

Building up Close Connections with Parents 
In fact, trust is needed not only in schools but also in the relationship between teachers and 
parents (Bryk & Schneider 2003). Support from parents has been regarded as a very crucial 
dynamic in school turnaround. In the school in this study, teachers tried to connect the school 
and parents by various means, including WeChat and other social media platforms. Parents 
were also invited to volunteer for school projects. For instance, parents were involved in the 
school management in different ways. Some parents were actively engaged in the parent–
school association that gave suggestions on the teaching and management of this school. At 
the same time, parents had been making huge efforts to contribute to the school’s daily 
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management such as by organizing student activities, and some parents even gave lectures 
to students. One teacher commented: 

One important model suggested by our principal is that the school makes efforts in 
establishing a parent school, through which parents can fully understand the 
operation of the school, the principles of educating children, the ways for parents to 
cooperate with schools, the strategies to motivate students, the cultivation of the good 
learning habits of students, and the emotional situation of the children. (T-4)  

The principal believed that communication between teachers and parents would be beneficial 
to the teachers’ social capital building. Meanwhile, he felt the close relationship between 
teachers and parents would be helpful in promoting parent participation in the process of 
improving students’ academic performance (P-1).  

Building Human Capital for Teachers 
Teachers’ human capital in the process of school change refers to the knowledge, skills, and 
dispositions teachers possess (Callingham et al. 2015). Various strategies were adopted in the 
case study school to improve its human capital including improving teacher morality, 
fostering education beliefs, nurturing a sense of belonging, facilitating lifelong learning, 
providing sufficient time for teachers to improve their teaching, promoting advanced 
education ideology and instructional knowledge, and conducting classroom observation. 

Improving Teachers’ Morality Through Being Affected by Experienced 
Teachers  
Morality was treated as the essential element for organizational development, and teachers 
could learn it from other experienced teachers in the school learning community (P-1). The 
moral level of all teachers was improved under the influence of the expert teachers, and this 
change was evident in how the teachers interacted with each other. This phenomenon is 
unique to the Chinese cultural context. Basic morality is considered very crucial for Chinese 
teaching jobs; this morality includes reliability, kindness, honesty, openness, and capability. 
One teacher commented that they were influenced by the experienced teachers’ moral 
support and moral behaviors: 

These (experienced) teachers have strong education beliefs, and they believe that all 
students can succeed, only caring can support student success, only sacrifice can 
contribute to the organization, and these values can promote the organization’s 
success. Teachers need to make themselves consistent with the basic values of the 
organization. (T-6)  

In fact, improving teachers’ morality has been the focus of Chinese education administration 
since morality plays an essential role in teacher professional development. In all kinds of 
schools, morality is treated as an important element of educational leadership training. 
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Diverse methods have been adopted to improve teacher morality. For example, school 
principals may try to model behavior for teachers, and excellent model teachers have been 
established in different sites to improve the teacher morality level. The principal in this study 
commented: 

Morality level has been regarded as an important element in teacher professional 
development, particularly in the Chinese cultural context. The school offers a course 
in moral education relevant to how to make effective decisions about diverse ethical 
dilemmas, such as situations involving individual benefit and collective benefit, 
punishment, and normal management. These topics greatly benefit the teaching 
practices of teachers. (P-1) 

The modeling method was adopted by this school, and teachers were inclined to learn from 
other teachers who performed very well in education.  

Facilitating Lifelong Learning and Strengthening Teaching Capacity 
Expert teachers showed their enthusiasm and loyalty to the school, which influenced other 
teachers to work for the organization and community. In the school, some expert teachers 
demonstrated their working ability, which influenced other teacher to work harder. These 
expert teachers were treated as examples for other teachers in their daily practice. These 
expert teachers adopted the strategy of using school-based research to promote their teaching. 
One administrator commented: 

Expert teachers are teachers who have strong knowledge in one specific subject. Over 
the year, they do play an important role in the development of teacher professional 
capacity. (DH-2)  

Facilitating an atmosphere of lifelong learning is also helpful for cultivating teachers’ 
motivation to take part in professional learning and thus improve their human capital (DH-1 
& T-3). Meanwhile, this professional learning will strengthen their teaching capacity, which 
will also improve their human capital.  

Providing Sufficient Time for Teachers to Improve Their Teaching 
The school principal believed that providing more time for teachers was very crucial for 
allowing them to make reasonable decisions before class and after class; normally Chinese 
teachers are fully occupied with heavy workloads. In this school, the principal tried to be 
more accommodating with regard to teaching hours, and accordingly, the teachers were able 
to make more effective teaching decisions in their education practice. Another important 
reason for the school principal to offer more time to teachers was that this allowed teachers 
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sufficient opportunities to communicate and interact with organizational members, 
facilitating rational decision making in the organization. One administrator commented:  

As a school principal, from my perspective, it is wise for [principals] to provide 
sufficient time for teachers to improve their teaching. Through many interactive 
professional activities, teachers can learn from others about how to make appropriate 
pedagogical decisions. (DH-1) 

Facilitating Teachers’ Use of Advanced Education Technology 
In Chinese schools, teachers are encouraged to learn advanced technology in order to meet 
the new challenges in society. It is the responsibility of the school principal to pass on and 
instill new ideas into teachers that they can use in their teaching and research. Principals in 
the 21st century need to show teachers that mastering and using advanced technology is an 
essential skill because of the dramatic changes that will happen in teachers’ daily practice. 
Moreover, it is essential for teachers to understand the merits of advanced education ideology 
and technology so that they are likely to link it to their own teaching practices (Wang 2017). 
One teacher reflected that: 

I appreciate very much that my school principal can always introduce new ideas about 
teaching so that we can improve our teaching practice accordingly based on his ideas. 
He encouraged us to use the new technology to promote our teaching quality. For 
example, he made efforts to build an online learning platform for both teachers and 
students. Teachers and students share their learning materials including teaching 
plans, online resources, reflection notes, etc. on that platform, and the learning 
efficiency of teachers has been improved a lot through this innovation.  (T-7) 

By facilitating teachers’ understanding and use of advanced education technology, the 
teachers’ teaching efficiency was greatly improved, and the students became more interested 
in class due to the diverse activities brought in by the new form of teaching (T-1, T-2, & T-5).  

Conducting Classroom Observation 
Classroom observation is common in Chinese educational practice. It allows a trainee to 
observe good teaching in person to comprehend the most updated educational philosophy 
and new teaching skills. This kind of management method requires strong modeling skills, 
high teaching capacity, and the provision of sufficient teaching facilities; this kind of 
professional development activity has proved to be an effective way of improving teacher 
professional capital. 

In this study, according to the school documents and the interview, it can be found that the 
school principal made efforts to foster the following abilities through classroom observation. 
Through participating in the public class (Gongkai ke), the principal encouraged teachers to 
evaluate their strengths and weaknesses effectively because the objective evaluation of 
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personal strengths and weaknesses is the starting point for teachers to improve their teaching 
capacity. One young teacher explained:  

We have various kinds of public class. No matter trainees or experienced teachers, 
teachers need to open their classes. At first, we feel much pressure because it means 
that every teacher needs to be evaluated by the teachers from the whole school, but 
later we feel that this strategy helps us a lot to improve our teaching capacity. We can 
get suggestions from an experienced teacher, and we can learn some good teaching 
skills from others as well. (T-2) 

This kind of public class plays an important role in improving teachers’ teaching capacity. By 
observing other teachers’ performance in class, both new teachers and experienced teachers 
can reflect on their teaching practices. Building reflection opportunities for teachers is also an 
important way to improve teacher capacity. This mode creates chances for teachers to 
critically evaluate their performance and adapt their teaching based on actual feedback. 
Policies had been set up in the school for facilitating teachers’ reflection on their teaching. One 
teacher explained: 

I think reflection is very important for improving teacher capital because in this 
process teachers get a chance to critically evaluate their teaching practice. I can get the 
chance to identify the weaknesses and strengthens of my teaching, and accordingly I 
can make efforts to improve my teaching in practice. (T-3)  

Through promoting class observation and teachers’ teaching reflection, the principal built up 
an environment of learning from each other among teachers. In addition, the principal 
encouraged teachers to participate in cross-school class observation in order to get more 
experience from the teachers in other advanced schools. Moreover, an excellent teaching plan 
and reflection notes would be selected to show in teachers’ group learning (T-4 & T-7). The 
human capital of teachers was improved through these activities.  

Building Teachers’ Decisional Capital 
Decisional capital is at the core of professional capital, which indicates the importance of 
agency beliefs for professionals. Professional agency is about the empowerment, voice, and 
autonomy of teachers in their daily lives, and teachers’ reactiveness to professional 
development. In the school in this study, teachers were invited to participate in the policy-
making process. The teacher assembly and teacher union were regarded as the important 
places for school administrators to engage teachers in this process and improve their sense of 
policy making. Teachers felt that they were empowered in this process. Meanwhile, the 
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principal focused on teachers’ professional knowledge building, which also made a difference 
to the teachers’ decisional capital building.  

Improving the Management System and Building up the Decision-Making 
Structure in the School 
The principal in this study believed that the completion of an educational management 
system was the precondition for teachers to have strong decision-making capital. The reason 
for this was that a good management system in a school provides the foundation for teachers 
to make rational decisions in practice. Otherwise, the decisions teachers make will not have 
sufficient theoretical background to support them. One school administrator commented that: 

We appreciate very much the good management in this school because it provided 
sufficient background for teachers to make rational decisions. For instance, school 
policies clearly encourage teachers to participate in the school decision-making 
process. (D-2) 

Teachers believed that building the decision-making structure was crucial for building 
decisional capital, as the structure provided teachers with chances to be part of the decision-
making process. The school principal made efforts to establish and improve the decision-
making mechanism, focusing on building relevant rules and regulations for engaging 
teachers in decision making. A common practice across schools, which was used in the school 
in this study, is to implement decentralized management, trying to empower teachers in the 
management process (VP-1). This reduces the management distance in practice and also 
increases the direct connection between the school principal and grade group leaders. This 
new mode of management offers the chance for teachers to express their ideas and participate 
in the school management process. In this process, creating a distributed leadership model is 
necessary for staff members to feel empowered to contribute to the school’s decision making 
(Minckler 2014). One administrator reflected that: 

I think it is necessary to build up a good decision-making mechanism so teachers can 
get chances to express their ideas and participate in the decision-making process. For 
instance, in my school, teachers were engaged in management meetings at the school, 
department, and year-group level, so teachers can truly have an opportunity to be part 
of the school decision-making process. (P-1)  

The teachers had the same feeling. For example, one of the teachers said that: 

… the principal created a flexible atmosphere in the school and among the teachers in 
the school. No matter how long you work [in this school], you can express your 
opinion with your leaders and even the principal without any concern. And if your 
suggestions benefit the school development, then they will be adopted. (T-6)  

This kind of decision-making structure made the teachers have a sense of belonging and 
improved their decisional capital as well.  
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Optimizing the Knowledge Structure of Teachers 
The principal in this study focused on teachers’ professional learning in order to improve 
their decisional capital. Inviting experts from outside into the school to hold workshops, 
inviting experienced teachers to share their experience, and organizing collective learning 
were the strategies the school usually used to improve the teachers’ ability to make correct 
decisions. Teachers believed that optimizing their knowledge structure improved their 
decision-making ability (D-1, T-2, T-3, T-5, & T-6). Knowledge is believed to be crucial for 
wisely making policy in school context, and this knowledge normally includes subject 
knowledge, student knowledge, pedagogical knowledge, and policy knowledge. These kinds 
of knowledge can contribute to effective policy making in practice. For example, one of the 
teachers claimed:  

I think our principal pays much attention to improving ability to make correct 
decisions ... Learning new knowledge is important for us ... and the rich experience 
learned from experienced teachers is crucial for us. The principal cultivates an 
atmosphere of sharing, and this really helps us a lot. (T-6) 

The improvement of decision-making ability also relies on an efficient knowledge sharing 
process. In order to make sure that teachers can make correct decisions, a sharing system for 
teaching plans and reflection was built. Teachers could check the teaching notes of 
experienced teachers immediately on the sharing system to help them make better decisions 
(T-6). At the same time, according to the teachers, social media (like Wechat, QQ, and 
Dingding) played an important role in the sharing of information and promoting teachers 
making better decisions with help from the teacher group (T-2 & T-7).  

Discussion  
In this section, the findings related to building social capital, human capital and decisional 
capital for teachers are interpreted based on knowledge of the Chinese education system and 
previous research. The section concludes with suggestions for future research directions.  

The main strategies used to build social capital in the school in this study included building 
connections among teachers, facilitating trust and communication, building a collaborative 
culture within the school, and collaboration with parents.  

Building connections between teachers is important in the Chinese context, and it is a crucial 
strategy for building up teacher social capital. In particular, in a Chinese turnaround school 
context, junior teachers need more opportunities to build up relationships with senior 
members. This collaborative process can give them the chance to identify mentors and 
improve their professional skills, which in turn will facilitate their professional development 
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process (Qian et al. 2017). These collegial relationships include both personal and professional 
connections. Good connections such as trust among teachers will create a better teacher 
professional community, which will promote school development (Ye 2022). In fact, 
promoting trust among teachers is one of the important strategies the principal used in the 
school in this study. Tschannen-Moran and Hoy (1998) claimed that trust can be regarded as 
an important component of well-functioning organizations. Trust-building can contribute to 
teacher collaboration and finally improve teacher professional capital (Brown & Daly 2016). 
Bryk and Schneider (2003) suggested four aspects of collective work that are helpful to 
developing trust among teachers, including respectful exchanges with people genuinely 
listening to each other; personal regard and willingness to extend oneself beyond formal 
requirements; competence in core role responsibility; and an ethical commitment to the 
education and welfare of children. Through cultivating an atmosphere of trust, teachers are 
able to share their experiences and communicate with each other; obviously, this can promote 
teachers’ social capital development. This finding confirms the work of Fox and Wilson (2015) 
who strongly suggested that a good network is essential for teachers in helping them build 
professional capital. Fox and Wilson (2015) reported that good personal networks can give 
access to affective and cognitive support for teachers’ professional development. Working in 
teams with colleagues, planning collaboratively, and achieving goals together will make 
contributions to teachers’ job satisfaction (Scott, Stone & Dinham 2001).   

Facilitating effective communication is used as another effective strategy to improve teacher 
social capital because it gives teachers the chance to have a voice in the decision-making 
process. In turn, their decisional capital has been improved. Also, teachers’ morale and 
satisfaction are improved so that they can fully release their human potential. However, in 
turnaround schools, due to the low quality of the teachers, they usually are afraid of 
expressing themselves and have no motivation to take part in school-level discussions (Wu, 
Qi & Luo 2021). Effective communication reduces misunderstandings and ultimately makes 
it easier for teachers to build social capital. This finding is consistent with Hargreaves and 
Fullan’s (2012) statement that close communication among teachers means learning, trust, 
and collaboration.   

Building a collaborative culture was employed in this study as another effective strategy to 
build teacher professional capital. Because capital can only be built up through effective 
interaction among teachers (Fullan & Hargreaves 2016), and teacher collaboration has been 
shown to make a difference in teachers’ professional development and improvements in 
teaching (Desimone 2009; DuFour & Fullan 2013), collaborative culture has been regarded as 
an important tool that school principals in turnaround schools can use to facilitate the growth 
of teacher professional capital. Considering that teachers are normally fully occupied by their 
regular work, the school principal in this study made efforts to ensure a certain amount of 
time for teachers to communicate with each other by reducing their workload. The fact is that 
teachers in this turnaround school had larger workloads compared with other schools due to 
insufficient staffing levels within the school. Through reducing the workload of the teachers 
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and building a collaborative culture, the professional capital of the teachers was promoted. 
Allocating more time to teachers was used as another strategy to promote teacher social 
capital. This was because they could participate in more formal and informal learning 
activities, and the teachers had more energy for self-enhancement (Tong & Razniak 2017). In 
Chinese education practice, normally diverse activities are planned for this specially allocated 
time. In the school of the study, one of these activities consisted of opportunities for teachers 
to work together to design a school-based curriculum. Such a curriculum is an essential 
component of school transformation because a school-based curriculum represents the 
important characteristic of a successful turnaround school. In the process of school-based 
curriculum development, teachers had the chance to get to know each other and understand 
other research focuses, while engaging other stakeholders in the school organization, like 
parents and other community members. Through this process, teachers could communicate 
with parents and get suggestions from them on how to insert certain local elements into the 
school’s education processes. In this way, the relationship between teachers and parents was 
strengthened for the purpose of improving education practice, and the social capital of 
teachers was promoted as well.  

Additionally, building solid relationships with parents was another important strategy used 
in the school in this study to build teacher social capital. For instance, school open days for 
parents were created to meet the need for parents to understand the normal operation of the 
school. Also, parents were actively invited to participate in diverse organizational activities 
including flag raising, visiting the dining room, auditing classes, and communicating with 
school administrators. In addition to the communication described above, paper-based 
communication was implemented in the school. These communication tools included notes, 
communication cards for the school and families, parent cards, and school performance 
evaluation forms. These were effective ways to establish good communication between the 
school and parents. Furthermore, teachers were also encouraged to spend more time visiting 
families regularly. Diverse modes were adopted for these visits, including phone visiting and 
book note visiting. Close relationships had been built using these diverse communication 
methods. According to research from Visković and Višnjić Jevtić (2017), the development of 
teacher professional capital will also benefit cooperation with parents. 

Just as the school administrators in this study used various strategies to build teachers’ social 
capital, they also used diverse strategies to build their human capital. These included 
improving teachers’ moral level and facilitating teacher reflection in the process of learning 
new technology and classroom observation.  

The ways that the expert teachers nurtured their morality and were loyal to their position 
influenced other teachers. In Chinese culture, nurturing yourself with a positive attitude and 
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good habits is an eternal goal for Chinese scholars, and the teachers in this school had made 
all efforts to achieve this goal in their teaching practice. The school adopted a modeling 
method, and teachers were inclined to learn from other teachers who performed very well. 
Other strategies adopted by the school included strengthening the communication among 
various stakeholders in the school community, for example among teachers, parents, and the 
school. Liu (2006) suggested that the moral model is essential to teachers’ moral education; 
however, he also claimed that it is not necessary to build up a perfect image among teachers 
because no one is perfect. Therefore, schools need to pay attention to establishing a multi-
faceted role model for teachers. Turnaround school teachers need a role model who can 
provide a reference for improving their professional and moral behavior. Emphasizing 
teacher morality is a unique characteristic in Chinese culture. 

Teachers’ reflection, especially teachers’ critical reflection, has been regarded as a crucial 
activity for helping teachers engage in the era of globalization. This reflection is required in 
the process of learning new technology and receiving observation from school administrators. 
It is necessary for teachers to re-examine their familiar practices if they are to be effective in 
helping their students to face the challenges of a democratic society in the new era (Zhao 
2010). Reflection is directly related to teacher professional development (Goodnough 2021). 

In addition to using various strategies to build teachers’ social and human capital, the school 
administrators in this study used the strategies of improving the school management system 
and building an effective decision-making structure in order to improve teachers’ decisional 
capital.  

One of the main characteristics of turnaround schools is self-management (Tao 2022). School-
based management, a widely used management mode, reduces management distance in 
Chinese education practice and also increases the direct connection between the school 
principal and grade group leaders. This system was used in the school in this study. This new 
mode of management offers the chance for teachers to express their ideas and participate in 
school management. In this process, creating a distributed leadership model is necessary for 
staff members to feel empowered to contribute to the school’s decision making (Minckler 
2014). 

Chinese administrators also often make efforts to build an effective management system for 
improving decisional capital, as the administrators in this study did (Tao 2022). For instance, 
the school administration systematically allocated more time for teachers to participate in 
school management and engage in decision-making processes. Additionally, teachers also got 
the chance to learn about school management policies, which helped teachers to increase their 
decisional capital. This finding echoes Visone’s (2018) research, which suggested that teachers 
should have regular time and space to collaborate about important instructional matters, or 
their social and decisional capital will both be limited. Allocating more time to teachers will 
allow them to have a chance to be part of decision-making processes. In turn, their decisional 
capital will be improved.  
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Conclusion  
By analyzing the data collected from this turnaround school in mainland China, this study 
demonstrated that three dimensions of capital, including human capital, social capital, and 
decisional capital, will make a difference in the development of teacher professional capital. 
Many strategies have been used to build teacher professional capital, including fostering 
closer relationships between teachers, parents, and schools and building up a collaborative 
culture; promoting the development of teachers’ morality as well as their instructional 
capacity; and cultivating teachers’ decisional ability and giving them opportunities to take 
part in school decisions. With a rethinking of teachers’ capacity building in the form of 
professional development in the turnaround schools in mainland China, this research 
enriched the evidence on how to develop teachers’ professional capital in Chinese schools, 
especially in turnaround schools. Although the results of this case study cannot represent all 
of the situations turnaround schools in China, this successful case can still offer some 
experiences from which other turnaround schools can learn. These experiences will also be 
valuable for other turnaround schools in countries with a high power distance. Teachers’ 
professional development is crucial for school reform. This study also identified unique 
cultural phenomena in the Chinese school context, such as caring for teachers’ personal lives 
and an intricate leader and follower relationship. Under the influence of Confucian culture, 
Chinese turnaround school principals make more efforts to build teachers’ social capital, and 
this is also one of the secrets of successful reform. It is hoped that this research will serve as a 
reference that can help explain Chinese turnaround school reform from the viewpoint of the 
development of teacher professional capital. 
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