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Abstract
The schooling system in South Africa is widely disparate, with the majority of learners
in the country accessing poor, under-resourced schools that were reserved for people of colour
during the apartheid regime. Given the extensive research that posits the benefits of principal
leadership for a wide array of school improvements, principal leadership would seem a useful
tool in combatting the harsh conditions and poor performance of the majority of South African
schools. However, most principals are teachers that have been promoted and have received
little to no formal leadership training. A number of principal leadership initiatives exist for this
purpose, yet the majority of them have not been quantitatively studied. This study employed a
cross-sectional descriptive design to investigate a principal leadership programme for
principals working in under-resourced schools run by a Non-Profit organisation, namely, the
Partners for Possibility (PFP) Principal Leadership and Support Programme. This
investigation, firstly, entailed assessing to what extent principals who have completed the
programme possess the leadership skills PFP seeks to build. Secondly, the study sought to
determine whether these principal leadership skills increase teacher attitudes, specifically,
engagement and motivation. Descriptive statistics and multiple regression analysis were
employed to assess whether principals who had completed the PfP programme possessed the
identified leadership skills targeted with the programme, and how these related to teacher
attitudes. Principals (n = 5) rated their perceptions of their leadership skills, while teachers (n
= 63) rated their perceptions of their principals’ leadership skills, as well as their own
engagement and motivation levels. The results revealed that both principals and teachers
perceived that the principals expressed the identified leadership skills to a large extent.
Furthermore, the more principals showed identified principal leadership skills, the greater
teacher motivation. However, teacher engagement presented as two sub-components, identified
as energy and enthusiasm, which had mixed results. The principal leadership skills were
significant predictors of teacher energy, but not enthusiasm. For both, teacher energy and
motivation, principals’ active listening was revealed to be the most important predictor, and
accounted for increases in both outcome variables over and above all other assessed principal
leadership skills. These findings could be due to the fact that active listening may act as a
coping resource for teachers, who feel supported and understood by their principals.
Ultimately, the results support PFP’s assumption that principals should have active listening
skills to be effective leaders in regard to teacher energy and motivation, while the other
assumed leadership skills may be important for other teacher outcomes.
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Chapter 1: Introduction
According to educational economist Nic Spaull (2013) the education system in South
Africa is in an ongoing crisis. Owing much to the apartheid education policies, a large majority
of public schools in South Africa are characterised by under-performance, and multiple
deprivation, which is a range of poverty indicators that decrease the quality of life (Maringe,
Masinere & Nkambule, 2015; Spaull, 2013). South African and international research has
shown that school principals can play a large role in improving school performance (Eyal &
Roth, 2011; Grissom & Loeb, 2011; Kurland, Peretz & Hertz-Lazarowitz, 2010; Maringe et
al., 2015). A number of intervention programmes to assist principals improve the functioning
of their schools in this harsh context exist, but their effectiveness has generally been assessed
qualitatively and not quantitively measured. This study seeks to add to the empirical evidence
available by quantitatively investigating the potential impact of one specific principal
leadership programme, namely, Partners for Possibility, on principal leadership and teacher
attitudes in underperforming, and often poverty-stricken schools in South Africa. The
motivation for the study is outlined in this chapter by providing an overview of the origins, and
characteristics of the declining state of education in South Africa, followed by the role of
principal leadership as a potential ameliorating factor.
1.1 Background
The Bantu Education Act (Act no. 47 of 1953) that governed education in South Africa
from 1953 to 1994, de-emphasised academic training of black students, labelled ‘non-whites’,
and prescribed schooling that trained black individuals for semi-skilled, low-income jobs. After
the cessation of apartheid and still today, many of these “black schools” remain racially
segregated, under-funded, and lack basic educational resources (Maringe et al., 2015;
Ndimande, 2013; Tomlin, 2016). South Africa’s education system is thus divided into two.
Firstly, there are historically white schools, which are still prosperous, adequately resourced,
high-performing, and accommodate 25% of all students in South Africa (Maringe et al., 2015;
Spaull, 2013). Secondly, there are historically black schools, accessed by 75% of South African
students. The education provided in the majority of these schools is described as sub-standard,
with low quality teaching and poor student academic performance (Spaull, 2013). The schools
are also often under-resourced in regard to infrastructure and facilities (such as lack of staff
rooms, computers, and laboratories) (Maringe et al., 2015; Ndimande, 2013; Spaull, 2013).
Although there have been policy reforms to address these disparities, there has been no
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significant increase in the necessary student academic performance measures, and research
shows that the gap between these two schooling “systems” is actually widening (Fleisch, 2008;
Maringe et al., 2015). In addition, the policy reforms have considered the macro-educational
level based on equality, meaning that all school units are treated equally by the government,
and “white schools” no longer receive superior funding (Maringe et al., 2015). However, this
is problematic, as historically white schools that are prosperous and well-resourced, are
receiving the same attention, and funding, as schools that do not have basic amenities, such as
running water. It is thus unsurprising that the gap between these two school “systems” is
widening.
1.2 Current State of Education
Given that the majority of students access underperforming and under-resourced
schools, the overall picture of South African education is grim. Research has shown that the
national grade performance average in grade 6 maths is 27%, and 38% in the main language of
instruction (Spaull, 2013). Furthermore, the Department of Basic Education announced a
72.1% pass rate for matric students completing the National Senior Certificate in 2016 (DBE,
2016), however this figure has been criticised as being largely inflated (Spaull, 2013; Vorster,
2016). Instead, the Economic Freedom Fighters party claim that a more accurate pass rate that
accounts for those students who did not get into grade 12, would be around 43% (Vorster,
2016). Similarly, Spaull (2013) argues that the state of education is referenced more accurately
when taking into account those students who did not write matric examinations. Spaull (2013)
found that for every 100 pupils that are enrolled in school, only 50 are writing matric, and only
12 of those students will be eligible to attend university. This has dire consequences for the
country, as the youth unemployment rate stood at 38.6% in 2017, notably higher than the
overall unemployment rate in South Africa of 27.7% (Statistics South Africa, 2017).
Additionally, over half of the unemployed population, 57.4%, are those who do not have a
matric qualification level (Statistics South Africa, 2017). This poor school performance
reinforces the social inequality of the country, where children leaving schools often end up in
the same poverty-stricken, unemployment situation as their parents (Ndimande, 2013; Spaull,
2013).
In addition to the lack of resources due to historic reasons schools that are failing to
attain adequate outcomes also show a number of other typical management characteristics.
Firstly, there is a lack of improvement planning, with no overarching and aligned school vision
or strategy (Harris & Chapman, 2002; Maringe et al., 2015). Secondly, there is insufficient
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focus on instruction, in that there are few standard teaching operating procedures, and a lack
of good practice models for teachers (Bush & Glover, 2012; Maringe et al., 2015). Thirdly,
these schools are characterised as having weak management, including a lack of control, and
high teacher and pupil absenteeism rates (Bush & Glover, 2012; Maringe et al., 2015). Spaull
(2013) also noted in his research that the attendance rates of teachers in under-resourced
schools are concerning; he found that teachers frequently arrived late and left early, as well as
often being involved in strikes and stay-aways. Similarly, Boyd et al. (2011) found that schools
with high teacher turnover were more likely to be those that are low-performing, situated in
low-income areas, and non-white schools. The final indicator of ineffective schools is weak
principal leadership (Maringe et al., 2015). Weak leadership is characterised by limited support
to teaching staff, a lack of engagement and interaction with the external community, teachers
and students, instructional disengagement, and a lack of strategic focus (Bush & Glover, 2012;
Harris & Chapman, 2002; Maringe et al., 2015). Given the large body of research that supports
the role of principal leadership in improving overall school performance (for example Eyal &
Roth, 2011; Grissom & Loeb, 2011; Kurland, Peretz & Hertz-Lazarowitz, 2010; Maringe et
al., 2015), it is clear that one intervention point to address the challenges facing the South
African education system is the leadership development of principals.
1.3 The Role of the Principal and Principal Leadership
South Africa’s ministry of Basic Education listed the following key areas, and roles,
for school principals: leading the learning in the school, shaping the development of the school,
managing teaching quality and ensuring accountability, developing and empowering the self
and staff, managing the well-being of staff, managing the school as an organisation, working
with the external community, managing the human resources of the school, and managing extra
mural activities (Motsheka, 2014). The issue with principalship in South African schools is that
principals are required to cover the aforementioned, numerous, and complex roles, yet most
principals do not undergo any formal training to acquire the skills required to fulfil these roles
effectively. Most often principals are qualified teachers who have been promoted to fulfil the
role of principals. Research shows that school principals are essentially the manager of their
school, the success of which depends highly on the principals’ leadership capabilities (DoE,
2017; Kurland et al., 2010; Sebastian & Allensworth, 2012). Studies tend to reach the same
conclusions regarding the importance of principals, in that their role for the functioning of the
school cannot be over-emphasized (Grissom & Loeb, 2011; Kurland et al., 2010; Sebastian &
Allensworth, 2012). Specifically, effective principal leadership is associated with positive
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outcomes such as improved student academic performance, increased teacher job satisfaction,
commitment and engagement, and reduced teacher turnover (Boyd et al., 2011; DoE, 2017;
Grissom & Loeb, 2011; Sebastian & Allensworth, 2012). Given the importance of principals,
and their leadership, in the functioning of schools, as well as the fact that South African
principals often do not receive training to lead, leadership development programmes can be
valuable. Yet research into their effectiveness is still limited. This study focuses on one of these
programmes, namely the Partners for Possibility programme, which has been offered by
Symphonia for South Africa since 2010. This programme offers leadership development
training of skills which it sees as necessary for effective principalship.
1.4 Partners for Possibility Leadership Development and Support Programme
Partners for Possibility (PfP) is a one year-long leadership development and principal
support programme developed by Symphonia for South Africa (Conradie, 2016). Principals
can apply for admission into the programme. At the launch of the programme, each principal
enrolled is paired with a business partner, who holds a management or leader position in an
organisation. The formal training portion of the programme consists of three workshops for the
principals and business partners, namely, a one-day workshop called Time to Think, a Flawless
Consulting workshop that is run over two days, and a two-day Community Building workshop.
Simultaneously, throughout the year, partners receive ten 1-hour leadership coaching sessions
from leaning process facilitators, who are professional coaches. In addition, eight to ten
principal and business leader partner pairs meet every six weeks for Community of Practice
meetings (PfP, 2017). Additionally, each principal-business leader pair independently arranges
regular meetings, typically once every 6 weeks, to discuss issues surrounding their specific
school and develop action plans for improvement. Of importance to note is that the business
partners do not serve as mentors or coaches, but instead they are equal partners to the principals,
who share their different experiences in leadership and collaborate to make a sustainable
improvement in the school to which they have been assigned (Conradie, 2016).
The training methodology adopted by PfP is that of action learning where partners deal
with real, daily challenges in their school, and how best to lead change (PfP, 2017). Action
learning is often used as a tool to develop leadership skills and improve overall leadership
behaviours (Leonard & Lang, 2010). The goal of the action learning process in the PfP is to
facilitate interpersonal relationships and understanding, develop self-awareness, and satisfy
physical needs (Conradie, 2016; Revans, 1998). The premise of this methodology is that
individuals learn more, and more effectively, when they have to put their skills into action,
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using what they are learning, as opposed to passively listening, for example, to lectures
(Leonard & Lang, 2010; Revans, 1998). The advantage of this kind of learning, specifically for
South African principals, is that the action learning develops leadership skills that are tailored
to the individual, as well as the specific context of their school (Leonard & Lang, 2010). This
is particularly relevant for schools facing multiple deprivation, as their principals can learn
which leadership skills are most vital for the improvement of their school, and the context in
which it operates, as opposed to generalized “universal” leadership skills (Maringe et al.,
2015).
The driving theories of PfP are conscious capitalism, executive development through
consciousness-raising experiences, Field Immersion Experience for Leadership Development

(FIELD), and the 50 + 20 theory (Harvard Magazine, 2017; Mirvis, 2008; O’Toole & Vogel,
2011; The John Maxwell Company, 2013). According to O’Toole and Vogel (2011) conscious
capitalism comprises of four components, namely, higher purpose, stakeholder orientation,
integrated strategies, healthy cultures, and value-based leaders. The element of higher purpose
explains the leading of an organisation based on ethical considerations, where leaders operate
based on higher human values, as opposed to on the basis of generating profit. Stakeholder
orientation translates into the commitment of leaders to act in accordance with the needs of the
individuals in their organisation, for example teachers, administrative staff, and pupils. The
integration of strategies involves aligning ethical and social responsibility considerations with
the overall organisational strategy, vision and mission. Healthy culture focuses on increasing
employee participation and decision-making, in order to create an organisational culture that
emphasises inclusion and a sense of community. Lastly, conscious capitalism emphasises the
use of value-based leadership, where leadership is driven by shared values of the organisation,
as opposed to the leading by authority and command.
The second driving theory of PfP, executive development through consciousnessraising activities, emphasises the role of self-awareness in leadership. Mirvis (2008) describes
consciousness-raising experiences as activities that develop individuals’ mindfulness of
themselves and the broader context in which they live. The theory states that these experiences
increase introspection, as well as a deeper understanding for others. These skills, such as
introspections and mindfulness, are related to emotional intelligence and said to improve
leadership skills, foster improved interpersonal relations, and elicit cooperation in the leader’s
organisation (Mirvis, 2008).

6

The third driving theory (FIELD) was developed by the Harvard Business School and
is aligned with action learning, as it aims to develop leadership skills through reflection on the
behaviour shown in novel situations, that often cannot be taught in a classroom, and provides
individuals with opportunities to practice these skills (Harvard Magazine, 2017; Conradie,
2016).
The final driving theory of the PfP programme is the 50 + 20 theory, which is an
approach that seeks ways for management education to improve and transform (Conradie,
2016). This theory is based on the 20-50-30 rule developed by John Maxwell, a management
expert, who states that when initiating change in an organisation 20% of people will support
the change efforts, 50% will be undecided, and 30% will resist (The John Maxwell Company,
2013). He further states that to optimise the results of change efforts, leaders need to focus on,
and encourage, the 50% of employees who are undecided and the 20% that are supportive.
Trying to convince the 30% resistors to embrace the change will waste valuable time and
energy and could further strengthen their problematic behaviour.
The three formal workshops offered as a part of the PfP programme are based on Nancy
Kline and Peter Block’s work (Block, 2011; Kline, 1999; PfP, 2017). Kline and Block are
consulting practitioners, and the programme is thus grounded in practice rather than insights
from academic research. The Time to Think workshop was developed based on the self-help
book ‘Time to Think’ by Nancy Kline (1999), and revolves around teaching principals to
master particular thinking skills (Conradie, 2016). Kline (2012) advocates for listening with
respect and without interruption, giving equal opportunity to all to speak and listen, finding
and removing sources of distorted thinking, ensuring divergent thinking, and creating a
physical space that allows individuals to feel that they matter. Based on Peter Block’s (2011)
‘Flawless Consulting’ book, which is a guide to consultants on how to deal with commonly
emerging challenges, principals are taught how to have productive adult-to-adult relationships
in order to equip them with skills to communicate with and mobilise their teachers, and the
surrounding community. Principals are also taught here about reframing challenges as positive
opportunities for change (Conradie, 2016). The community building workshops are also based
on Peter Block (2011). Here, principals and business partners meet with the other active PfP
principal-business leader partnerships. These workshops are facilitated and used to teach
principal skills required to effectively convene groups, and their larger community. These
workshops aim to build active listening skills, expressing one’s self with honesty, and effective
communication skills (PfP, 2017). At the beginning of the year-long programme, business
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partners, i.e. the principals and their business leader partners, are given Kline’s (1999) and
Block’s (2011) books, which they are encouraged to read, and study, in order to enhance their
learnings in the workshops.
The envisaged outcomes of the PfP programme are numerous and far-reaching (PfP,
2017):
The short-term outcomes are to develop competent, confident school principals, who
collaborate with the various stakeholders involved in their school, engage teachers in decisionmaking, proactively communicate the school vision, and promote teacher development.
The medium-term outcomes are to develop a cohesive and aligned school management
team that is capable of effective planning, co-ordination, and delegation of school tasks. In
addition, PfP assumes that the programme would, in the medium term, energise and motivate
teachers, who then express enthusiasm for teaching and learning, engage in more professional
development activities, cover more of the prescribed curriculum, and reduce their absenteeism.
Lastly, the programme aims to engage the parents and community in supporting school
initiatives.
The long-term impact of the programme is to achieve improved educational outcomes,
with fewer students dropping out before matric, an increased number of students reaching
numeracy and literacy milestones, increasing the number of students passing the matric
National Senior Certificate exams, and developing students’ critical thinking, problem solving,
and digital literacy skills.
While PfP programme has the potential to benefit a wide range of stakeholders and
tackling the principal leadership challenges in the South African education, the programme
logic has not been tested empirically, although qualitative research has been conducted to
assess the programme’s impact on principals and teachers. This research reveals positive
outcomes. These, however, have focused on a small sample of around three to five schools
(Conradie, 2016; Jansen, 2015; Naidoo, 2015). The PfP staff had expressed an interest in
complementing these qualitative results through quantitative indicators about the effectiveness
of the programme. Firstly, PfP was interested in assessing if principals possessed the targeted
PfP leadership skills after completing the programme. This led to the development of the first
research question:
To what extent does the PfP build principals’ leadership capacity?
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As the available sample of principals and schools consisted of principals who had
participated in the PfP programme, it was not possible to compare baseline data to data
collected after the programme. This made it impossible to evaluate if the training had indeed
increased the envisaged leadership skills among principals. Instead, it was only possible to
evaluate if principals demonstrated those skills post the programme, regardless of the way in
which they were acquired.
The second interest that PfP expressed was whether the programme would have the
expected impact on teachers at participating schools. It was agreed that the focus of the study
would be on teacher attitudes. Thus, the second research question was:
How does this principal leadership relate to the teacher attitudes, such as
engagement and motivation?
The next chapter of this dissertation will discuss how the programme theory outlined in
section 1.4 relates to academic literature. The third chapter will outline the method section of
the study, including the participants of the study, measurement instruments used, and the data
collection process. The fourth chapter presents the study results. This chapter will be followed
by the discussion section, which discusses the results of the study, the implications of the
findings, and the study limitations, closing with an overall conclusion.
Chapter 2: Literature Review
Based on verbal communication and reports written on PfP, a number of skills were
identified, and agreed upon by the PfP staff as suitable indicators of success of the programme
(see Table 2.1 below). Given that both of the programme’s driving theories (Flawless
Consulting and Time to Think) are grounded in popular psychology, the purpose of this
literature review is to align the identified skills with established, and tested, academic
constructs and theories. The chapter also outlines how these constructs have been found to be
related to two positive teacher attitudes, which the PfP programme indirectly seeks to build,
namely engagement and motivation.
2.1 PfP’s Principal Leadership Skills
The skills principals are expected to develop from the Time to Think, Flawless
Consulting and Community Building workshops are outlined in Table 2.1.
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Table 2.2
PfP definitions of each of the principal leadership skills sets which the PfP seeks to develop
through its training workshops.
PfP’s Definition

Skill
Listening

Listening with palpable respect and without interruption

Divergent
thinking

Generating as many solutions as possible to a challenge

Making people
feel valued

Creating a physical environment, or space, that says to
people “you matter”

Assertiveness

Assertively express one’s needs

Clarification

Being able to define roles, clarification of expectations,
and clearly define deliverables

Reframing

Shift conversations from ‘deficiencies’ to ‘gifts’

Autonomy
support

Replace advice with curiosity

Workshop

Time to
Think

Flawless
Consulting

Community
Building

Academic research in turn has identified a number of leadership approaches and
leadership behaviours which are effective in eliciting particular behaviours and attitudes among
followers. Some of these overlap with the relevant skills identified by the PfP staff.
Transformational leadership was chosen as one of these leadership approaches, due to the
similarities between this approach and the PfP skills. Additionally, it was considered a relevant
leadership approach, as the PfP programme is often referred to as a transformational leadership
programme (PfP, 2017). The School Principal Competency Model was used in this section of
the study, as it not only overlaps with the PfP skills, but also provides effective leadership
competencies in the context of South African schools. It is thus considered as a relevant
approach given that the context the PfP runs in is that too of South African schools. Sections
2.1.1 and 2.1.2 outline the two of these leadership approaches. Section 2.1.3 provides a
comparison between the PfP’s definition of important principal leadership skills and the
discussed leadership approaches.
2.1.1 Transformational leadership. Although the PfP staff pointed out that the
programme targeted specific skills, it has also been stated that PfP programme aims to produce
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transformational leaders (Conradie, 2016). Transformational leadership has been widely
recognized in research and practice as an effective leadership approach in organisations
(Balwant, 2016; Eyal & Roth, 2011; Griffith, 2004; Hong, 2016). Transformational leadership
is a style of leadership that focuses on inspiring followers in achieving shared goals, develops
followers’ potential and abilities, and encourages followers to consider challenges from
different perspectives (Bass & Avolio, 1994). There are four components of transformational
leadership, namely, inspirational motivation, individualised consideration, intellectual
stimulation, and idealized influence (Balwant, 2016; Kark, Shamir & Chen, 2003).
Inspirational motivation is the use of enthusiasm, optimism, symbols, and emotional arguments
for the creation of an appealing vision for the future. Individualised consideration involves the
provision of individualised support specific to followers’ needs, and emphasises the uniqueness
of each individual. Intellectual stimulation involves behaviour that challenges followers to
conceptualise problems from different perspectives, and find new ways of solving them. To
make sure leaders are able to make use of idealized influence they need to show behaviour
through which they lead by example in accordance with high ethical standards, and by
sacrificing personal needs for the needs of the group (Kark et al., 2003). Research has shown
that transformational leadership has far-reaching benefits to followers. For example, Breevart
and Bakker (2017) have stated that transformational leadership leads to higher motivation,
work satisfaction, and performance in subordinates. Similarly, subordinates of transformational
leaders perceive their leaders as more credible, trustworthy, and competent.
Yet the bureaucratic nature of the schooling system may limit principals’ ability to act
as transformational leaders, allowing them little freedom to implement change. This may be
why Grissom and Loeb (2011) state that the leadership role of principals involves making the
bureaucracy work. However, researchers claim that transformational leadership can, and
should, be applicable to the context of education, and that the leadership approach in fact spans
across organisational contexts such as industrial, political, and educational (Griffith, 2004). In
addition, research conducted in school settings has found transformational leadership to be a
highly effective leadership approach, related to numerous positive teacher outcomes such as
commitment, engagement, and reduced turnover (Boyd et al., 2011; Eyal & Roth, 2011; Hong,
2016). These benefits could be of particular importance in reducing teacher turnover that is
prevalent in under-resourced schools, as principal transformational leadership has been shown
to be negatively related to teacher burnout, and positively associated with commitment.
Furthermore, Hong (2016) and Eyal and Roth (2011) have shown that principal
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transformational leadership promotes teacher motivation and optimism, and is considered an
effective leadership style in the field of education. Ngcobo and Tikly (2010) and Kalrygyrou,
Pescolodio, and Kalargirous (2012) point out though, that transformational leadership
effectiveness has been evidenced in high-income, Western contexts. Contexts of historical
disadvantage and cultural diversity, as found in South African schools, could mean that
transformational leadership may be less effective. Furthermore, they argue that focusing on a
more skills-based conceptualisation of leadership, as done by PfP, may be more beneficial.
Thus, a specific competency model developed in the South African context is outlined in
section 2.1.2.
2.1.2 School Principal Competency Model. Janse van Vuuren (2015) developed a
school principal competency model based on his study of ten diverse schools in South Africa.
The explorative study used academic competency modelling research, as well as the principal
behaviours identified as vital by principals and school staff in each school to identify the most
important competency clusters, critical school performance outcomes and situational variables
that act as mediators. The competency model comprises of eleven competency clusters, which
emerged from the study as vital principal behaviours, identified by principals, school staff, and
academic literature. These competencies are (1) formulating a school vision and setting
strategic direction, (2) planning and establishing school goals and expectations, (3) developing
school staff and pupils, (4) resourcing strategically, (5) leading with compassion, (6)
maintaining a safe and orderly student environment for learning, (7) influencing and
communicating, (8) making decisions, (9) managing self, (10) leading across school
boundaries, and (11) managing and rewarding teaching and learning. The critical school
performance outcomes that are associated with these principal competency clusters are family
and community involvement, a psychologically and physically safe school climate, wealth of
school resources, teacher professional capacity, core people process, quality instruction, pupil
engagement, circular achievement, and pupil educational readiness. The relationship between
these principal competency clusters and school outcomes is mediated by situational variables
that can act as facilitators or barriers. These variables are contextual uncertainty, school size,
pressure for change, and school survival and competition. This principal competency model,
unlike transformational leadership theory at times, can account for the specific context in which
principal leadership operates. However, the model was developed using an exploratory
qualitative design, which as of yet, has not been empirically validated. There are, however,
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overlapping conceptual definitions of principal leadership skills which form part of the school
principal competency model with those identified by PfP.
2.1.3 Conceptualisations of PfP leadership skills. This section links the principal
leadership skills targeted by PfP, to constructs identified in academic literature, in order to
assess the plausibility of PfP’s programme theory.
2.1.3.1 Listening skills. Rogers and Farson (1957) first used the term ‘active listening’
from a clinical perspective, but it has become widely used today in training, conflict resolution,
and management (Bodie, Vickery, Cannova, & Jones, 2015; Weger, Bell, Minei, & Robinson,
2014). The PfP definition of listening skills as listening with palpable respect and without
interruption is closely aligned with the construct of active listening. Active listening has been
defined as the verbal and nonverbal skills that show empathy, understanding, and attention
when listening to an individual (Bodie et al., 2015; Weger et al., 2014). An example of an
active listening skill includes the listener withholding their own judgements and initial
responses, which is also included in the PfP training in which principals are taught to listen
without interrupting. In addition, active listeners communicate their undivided attention to
listening by paraphrasing what the speaker is saying, and asking questions to ensure they
accurately understand the speaker (Bodie et al., 2015). These aspects of active listening can be
aligned with the PfP definition of listening with palpable respect and not interrupting.
Followers have been shown to perceive leaders who exhibit active listening as supportive,
understanding, responsive, and trustworthy (Bodie et al., 2015; Fisher-Lokou, Lamy, Gueguen,
& Dubarry, 2016; Weger et al., 2014). In addition, the PfP ‘s understanding of listening skills
and the academic definition of active listening relate to some of the competencies specified in
the school principal competency model. For example, the fifth competency cluster, leading
with compassion, requires displaying sound interpersonal skills (Janse van Vuuren, 2015).
Furthermore, the sixth competency cluster, maintaining a safe and orderly learning
environment includes ensuring psychological safety (Janse van Vuuren, 2015). Given that
active listening improves perceptions of support and understanding amongst employees, it is
likely that this interpersonal skill enhances perceptions of psychological safety, as employees
are likely to feel that their principals are open to listening to their problems, and will be
responsive and supportive of such problems. Given the overlap between PfP’s definition of
listening skills, the school principal competency model and the academic definition of active
listening skills, listening skills were defined as active listening skills in this study.
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2.1.3.2 Divergent thinking skills. Guilford (1956) first termed divergent thinking skills
in his structure-of-intellect model, which was an attempt to represent the range of intelligence,
as the ability to produce numerous solutions to a question or problem. In academic literature
today, divergent thinking skills are defined as the ability to combine information in new ways
to generate as many responses to a target (Addis, Pan, Musicaro, & Schacter, 2016; Chermahini
& Hommel, 2012). In line with this, the PfP skill is defined as generating as many solutions
as possible to a challenge. There appears to be an overlap between transformational leadership
theory and the PfP skill of divergent thinking. The element of intellectual stimulation in
transformational leadership challenges followers to attempt to solve problems in new ways, to
explore new methods and learning opportunities (Balwant, 2016; Hong, 2016). In addition, the
individualised consideration component of transformational leadership can be linked to the PfP
divergent thinking skill. This can be seen in that individualised consideration includes
supporting followers so that they can reach their potential (Balwant, 2016). Principals who
demonstrate individualised consideration would thus encourage teachers to develop their
problem-solving and thinking abilities, and thereby strive towards fulfilling their potential.
This skill is also reflected in the third competency cluster, developing staff, in the school
principal competency model (Janse van Vuuren, 2015). The competency cluster includes
delegating and empowering teachers, and identifying and deploying their potential. By
encouraging principals to challenge their problem-solving techniques through finding
numerous solutions to a problem, principals would encourage teachers to use their potential to
empower themselves through generating their own solutions to problems, instead of getting
immediate answers from principals. Divergent thinking skills were thus used to define, and
measure the PfP skill, generating as many solutions as possible to a challenge, in this study.
2.1.3.3 Making people feel valued. The individualised consideration component of
transformational leadership also contains what the PfP describes as creating an environment
that says to people “you matter”, as this component emphasises the importance of giving
specialised attention to individuals (Balwant, 2016). Thus, focusing on teachers as unique
individuals and by supporting each teacher accordingly, teachers would feel that they are
valued. The concept of supervisor support, which forms part of transformational leadership, is
also closely linked to this PfP principal leadership skill. Supportive supervision is seen as a
constructive leadership behaviour that entails providing emotional support for employees
(Gonzales-Morales, Kernan, Becker, & Eisenberger, 2016; Tucker, Jimmieson, & Bordia,
2016). Supportive supervisors are those who are considerate towards their subordinates, are
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friendly and approachable, express appreciation for their subordinates’ work and efforts, and
are receptive to their employees’ needs and opinions (Gonzales-Morales et al., 2016; Tucker
et al., 2016). Making people feel that they matter is also highlighted as an important skill in
Janse van Vuuren’s (2015) school principal competency model. The fifth competency cluster
necessary for effective school principals is leading with compassion. This competency cluster
requires principals to display interpersonal skills and show concern and support for their staff.
As a result of the overlap between PfP’s definition and academic definitions of making people
feel that they matter, supervisor support was used in this study.
2.1.3.4 Assertiveness. Research has shown that assertiveness in leaders appears to have
a curvilinear relationship with positive work outcomes, such as effective leadership (Ames,
2009; Ames & Flynn, 2007; Santora, 2007). On the one end of the continuum, low levels of
assertiveness are related to self-sacrifice, leaders are perceived as being too passive and
democratic without assertively making decisions (Ames & Flynn, 2007; Santora, 2007). The
other end of the continuum, characterised by high assertiveness, is related to dominance and
aggression (Ames & Flynn, 2007). On this end of the spectrum, leaders are perceived as being
too hostile (Santora, 2007). However, leaders with moderate levels of assertiveness, appear to
be more successful as leaders (Ames, 2009; Ames & Flynn, 2007; Santora, 2007). They are
able to state their views and defend them when provoked, without being aggressive or too
docile (Santora, 2007). Thus, the principal skill described by the PfP as assertively expressing
one’s needs should be taken to mean that principals should ideally show moderate levels of
assertiveness. In the school principal competency model, assertiveness is covered under the
competency cluster making decisions (Janse van Vuuren, 2015). In this cluster, it is stated that
principals need to make consultation-based decisions, exhibiting decisiveness and courage. In
order to show decisiveness, principals need to be able to assertively express their needs. Thus,
the construct of assertiveness was used in this study to define the PfP skill of assertively
expressing one’s needs.
2.1.3.5 Role Clarification. The PfP programme aims to build the skill of defining roles,
clarifying expectations and clearly defining deliverables. Role clarification is a leader
behaviour that is task-oriented, as it requires leaders to provide adequate information to
subordinates regarding their job tasks and goals (Hassan, 2013). Role clarification ensures that
followers’ work activities are guided so that they know what is expected of them on the job,
and how to achieve it (Hassan, 2013). Role clarification is considered important in leadership,
as it reduces the stressful experiences that come with role ambiguity (Eatough, Chang,
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Miloslavic, & Johnson 2011; Hassan, 2013). Role ambiguity is the experience of subordinates
having unclear work expectations, leading to confusion, frustration and anxiety (Eatough et al.,
2011; Papastylianou, Kaila, & Polychronopoulos, 2009). Role clarification can therefore
prevent these negative experiences of role ambiguity, through ensuring that subordinates have
role clarity. Similarly, Janse van Vuuren’s (2015) school principal competency model includes
the competency establishing goals and expectations so teachers can direct their work. In order
to do so, principals need to be able to clearly define roles, expectations and deliverables, which
is captured by the PfP’s definition of role clarification.
2.1.3.6 Reframing. Reframing is defined as the expression or conceptualisation of
concepts differently (Lambert, Fincham & Stillman, 2012). The PfP staff defined the skill
replacing advice with curiosity, as principals encouraging teachers to see issues as an
opportunity to explore their own problem-solving capabilities. Through using this skill,
principals assist teachers to become more curious in their thinking, and engage in activities that
will help them find their own solutions. This type of reframing skill can be seen in the
definition of the intellectual stimulation component of transformational leadership. Like
intellectual stimulation, replacing advice with curiosity also challenges individuals to find new
ways of solving their problems, as opposed to merely telling them what to do (Balwant, 2016).
In Janse van Vuuren’s (2015) school principal competency model, this component is found in
the competency delegating and empowering staff, and providing opportunities for personal
growth and self-development. By principals ensuring that teachers expand on their problemsolving skills on their own, they are empowering teachers to develop their skills independently.
The second PfP leadership skill that can be categorised as reframing, is that of shifting
conversations from deficiencies to gifts. This skill is similar to the positive organisational
psychology concept of positive reframing. Positive reframing involves individuals reevaluating their negative perceptions of something in order to view the issues in a more positive
light (Lambert et al., 2012). For example, positive reframing can challenge individuals to
appraise potentially negative occurrences as opportunities to gain new skills or knowledge.
2.1.4 Summarising the PfP skill conceptualisations. Even though the PfP programme
developed its programme based on popular literature, there are overlaps with the
transformational leadership concept and the school principal competency model, as
aforementioned. Table 2.2 below illustrates this overlap.
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Table 2.2
Summary of the overlap between the PfP, transformational leadership, and school principal
competency model definitions of the skills used in this study
PfP Skills

Listening with palpable
respect and without
interruption

Generating as many
solutions as possible to a
challenge

Transformational
Leadership

School Principal
Competency Model
Displaying sound
interpersonal skills

n/a

Intellectual stimulation

Maintaining a safe and
orderly learning
environment
Developing school staff

Individualised consideration

Creating a physical
environment or space that
says to people “you matter”

Individualised consideration

Assertively expressing one’s
needs

n/a

Being able to define roles,
clarify expectations, and
clearly define deliverables

n/a

Leading with compassion
Making decisions

Establishing goals and
expectations

Replace advice with
curiosity

Intellectual stimulation

Delegating and empowering
staff

Shift conversations from
deficiencies to gifts

Intellectual stimulation

Delegating and empowering
staff

2.2 Teacher Outcomes
Given that there is no academic literature regarding the specific skills PfP seeks to build,
this section of the dissertation will discuss the relationship between the related leadership
behaviours and teachers’ engagement and motivation.
2.2.1 Engagement. Work engagement is defined as an employee’s perception of a
fulfilling work experience along three dimensions, namely, vigour, dedication, and absorption
in their work (Bakker & Xanthopoulou, 2013; Jeong et al., 2016). Vigour refers to high energy
levels an individual has while working. Dedication is the involvement individuals have in their
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jobs and the degree to which they experience their work as meaningful, challenging and
important. Absorption is the degree to which an individual is engrossed and concentrated in
their work. Engagement occurs as a result of an employee’s decision to invest their personal
resources towards their work, based on their appraisal of the work context (Shuck, Ghosh,
Zigarmi & Nimon, 2012). For example, employees are likely to be engaged when they perceive
their work as meaningful and feel they have the job and personal resources to carry out their
work. Despite the increased focus on engagement in research and practice, some researchers
argue that it is not a distinct construct from traditional variables surrounding job attitudes, such
as organisational commitment and job satisfaction (Bakker & Xanthopoulou, 2013; Shuck et
al., 2012). However, a meta-analysis conducted by Shuck et al. (2012) revealed that
organisational commitment and job satisfaction are targeted more towards the organisation as
a whole, whereas engagement focuses on the job and work tasks themselves. They were able
to provide statistical evidence for the conceptual distinctiveness of engagement from other job
attitudes. Similarly, Bakker and Xanthopoulou (2013) confirmed that engagement is
operationally, empirically, and statistically distinct from workaholism, organisational
commitment and job satisfaction. Engagement predicted performance outcomes, and thus had
predictive validity, over and above organisational commitment and job satisfaction (Bakker &
Xanthopoulou, 2013; Christian, Garza & Slaughter, 2011; Shuck et al., 2012).
Engagement has received much attention in educational research sector due to the
variety of work stressors involved in teaching (Gloria, Faulk & Steinhardt, 2013). Despite
findings of increased burnout and depression among teachers, such research also shows that
teachers who are engaged have increased resilience, energy, enthusiasm, immersion, and
concentration in their roles as teachers (Bakker & Xanthopoulou, 2013; Daniels & Strauss,
2010; Jeong et al., 2016). Increased teacher engagement has been found to improve teaching
effectiveness, productivity, and overall educational service (Breevaart & Bakker, 2017; Jeong
et al., 2016; Shuck et al., 2012). Teacher engagement was therefore considered an important
construct in the context of this study.
2.2.1.1 The relationship between PfP principal leadership skills and teacher
engagement. It is expected that the leadership skills PfP seeks strengthen, promote teacher
engagement based on the Job Demand-Resource model (JDR) (Bakker & Demerouti, 2007).
The JDR assumes that the degree to which individuals are engaged is influenced by the
work environment, specifically by job demands and job resources (Breevaart & Bakker, 2017).
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Job demands are aspects of the job that require sustained effort and are those that often lead to
the depletion of individuals’ energy and personal resources (Breevaart & Bakker, 2017; Bakker
& Demerouti, 2007). Job resources, in contrast, are aspects of work that assist in the
achievement of work goals, decrease job demands, and can promote individual learning,
development, and growth (Breevaart & Bakker, 2017; Bakker & Demerouti, 2007). Job
resources thus play a dual role in the JDR model. They can be either, or both, extrinsic or
intrinsically valuable. Job resources are extrinsically beneficial in that they are able to buffer
the deleterious effects of excessive job demands, such as burnout, and assist in replenishing an
individual’s personal resources and energies used in job demands (Breevaart & Bakker, 2017;
Jackson, Rothmann & Van de Vijver, 2006). In this relationship, job resources can lead to
engagement through the fact that they protect individuals from job strain and provide
individuals with resources to cope with job demands, while often also promoting resiliency,
self-efficacy and energy (Breevaart & Bakker, 2017; Jackson et al., 2006). Job resources can
also play an intrinsic motivational role that fosters engagement, when the job resources either
fulfil basic needs, or promote self- growth, learning and development (Bakker & Demerouti,
2007; Breevaart & Bakker, 2017). Certain leadership skills can act as valuable job resources.
Examples of these include autonomy support, intellectual stimulation, feedback, supervisor
support, role clarity, and effective communication (Bakker & Xanthopoulou, 2013; Breevaart
& Bakker, 2017; Jackson et al., 2006).
Some of the leadership behaviours that act as job resources are those that are associated
with transformational leadership behaviours. For example, the individualised consideration
component of transformational leadership ensures that leaders are supportive and considerate
towards their subordinate’s individual needs (Breevart & Bakker, 2017). Research shows that
this support, and good leader-follower relationships promote subordinates’ engagement
(Bakker & Xanthopoulou, 2013; Breevart & Bakker, 2017; Jackson et al., 2006). In addition,
the intellectual stimulation component of transformational leadership, which challenges
employees to think and solve problems in new ways, creates a sense of autonomy and selfefficacy among followers (Boyd et al., 2011; Breevart & Bakker, 2017). As a result, employees
are more likely to appraise job demands as opportunities to learn and develop skills, which in
turn has been shown to increase engagement (Bakker & Xanthopoulou, 2013; Breevart &
Bakker, 2017; Jackson et al., 2006). There are numerous studies that support the assumption
that transformational leadership fosters optimism, job satisfaction, commitment, and
engagement in followers (for example Boyd et al., 2011; Breevaart & Bakker, 2017; Griffith,
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2004; Hong, 2016; Jeong et al., 2016). Research has further shown that transformational
leadership behaviours stimulate followers’ motivation and personal growth, resulting in higher
work engagement (Breevaart & Bakker, 2017). Given that the PfP principal leadership skills
of divergent thinking, making people feel valued, and replacing advice with curiosity seem
related to transformational leadership behaviour, specifically within the intellectual stimulation
and individualised consideration components, it is assumed that principals who practice these
skills have higher teacher engagement at their schools.
Research conducted on the benefits of active listening shows that this skill could also
be an important job resource that promotes engagement. Leader active listening has been
shown to improve relationships with subordinates, as the positive interaction leads to followers
perceiving their leaders as more trustworthy, caring and supportive (Bodie et al., 2015; Weger
et al., 2014). Additionally, active listening outcomes include increased overall positive affect,
which assists in fostering resilience and decreasing burnout (Gloria, Faulk, & Steinhardt,
2013). Leaders who are active listeners can thus be an important coping resource for employees
and improve their mental well-being (Bodie et al., 2015). Given that listening with palpable
respect and without interruption is similar to the active listening concept, it is likely a valuable
job resource for teachers, too, that can play a role in enhancing their engagement.
In addition, the PfP skills of being able to define roles, clarifying expectations, and
clearly defining deliverables and assertively expressing one’s needs can also be seen as job
resources that are able to buffer the negative effects of job demands, and influence engagement.
Not only does role clarity form one of the job resources said to be important for promoting
engagement, but it also protects against the negative experiences of role ambiguity (Hassan,
2013; Papastylianou et al., 2009). Role ambiguity occurs when employees are uncertain about
what is expected of them in their role at work and how they should perform it (Eatough et al.,
2011; Papastylianou et al., 2009). Role ambiguity is associated with decreased energy levels,
increased stress, and disengagement (Eatough et al., 2011; Tucker et al., 2016). Role
clarification therefore can prevent these negative experiences, and has been shown to have the
ability to enhance job satisfaction and engagement (Hassan, 2013).
Lastly, the skill of fostering conversations that replace perceptions of ‘deficiencies’
with ‘gifts’ can be seen as a job resource that facilitates engagement. This can be seen in that
principals will be providing opportunities to learn new skills, through positive reframing.
Research has shown that the opportunities for self-growth and development are job resources
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that intrinsically motivate employees, leading to higher self-efficacy, satisfaction and
engagement (Bakker & Xanthopoulou, 2013; Breevart & Bakker, 2017; Jackson et al., 2006).
In addition, positive reframing has been shown to reduce risks of depression, distress and
anxiety (Lambert et al., 2012; Lambert, Graham, Fincham, & Stillman, 2009). In an analysis
of over ten studies on positive reframing, Lambert et al. (2009) revealed that positive reframing
can elicit feelings of gratitude, improved coping mechanisms and safeguarding from burnout.
Due to the fact that the PfP principal leadership skill of replacing conversations of
‘deficiencies’ with ‘gifts’ can be defined as positive reframing, it is considered likely that this
PfP principal skill is related to teacher engagement.
Given the abundance of literature that purports a relationship between teacher
engagement and principal leadership skills, defined similarly to the PfP principal leadership
skills, the first hypothesis is as follows:
Hypothesis 1: The principal leadership skills defined as listening with respect without
interruption, generating many solutions to a problem, making people feel that they matter,
assertively expressing needs, role clarification, replacing advice with curiosity, and shifting
conversations from deficiencies to gifts, in the PfP programme are positively related to teacher
engagement.
2.2.2 Motivation. Self-Determination Theory (Deci & Ryan, 1985) explains that there
are several types of motivation that exist on a continuum, ranging from amotivation to intrinsic
motivation. Amotivation exists when employees do not feel equipped to perform their job, do
not expect any reward for doing their job, and cannot find meaning or value in their work
(Brown & Ryan, 2004). Amotivation is associated with apathy, maladaptive adjustment,
decreased effort at work, and poor well-being (Cheon & Reeve, 2015; Roth, Assar, KaratMayman, & Kaplan, 2007). Intrinsic motivation, on the opposite end of the continuum is
behaviour that is completely autonomous, in that the behaviour shown is self-endorsed and
performed based on one’s enjoyment, and interest in the work itself. Individuals who are
intrinsically motivated are enthusiastic and energetic in their work, they experience joy and are
immensely considerate in the work that they do (Roth et al., 2007). Intrinsic motivation derives
from the fulfilment of an individual’s need for autonomy, competence, and relatedness. The
need for autonomy involves individuals being able to behave with a sense of choice and
volition. The need for competence involves individuals’ need to develop new skills and to have
a sense of mastery. Lastly, the need for relatedness is the need for connectedness with others,
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and to perceive themselves as a member of a group. The degree to which these three needs are
fulfilled predicts individuals’ internalisation of work goals and intrinsic motivation (Brown &
Ryan, 2004; Roth et al., 2007; Van den Broeck, Ferris, Chang, & Rosen, 2016). Intrinsic
motivation is associated with numerous beneficial outcomes such as enhanced employee
performance, well-being and functioning, and quality of teaching (Eyal & Roth, 2011; Radel,
Sarrazin, Legrain, & Wild, 2010; Van den Broeck et al., 2016). Given the benefits of
subordinates’ intrinsic motivation, research reveals ways in which leaders can foster intrinsic
motivation, most of which are aimed at fulfilling the basic needs of employees, autonomy,
competence, relatedness.
2.2.2.1 The relationship between PfP leadership skills and teacher motivation. The
likely relationship between the PfP principal skills and teacher motivation is explained in terms
of how the leadership skills contribute to the fulfilment of the three needs that cause intrinsic
motivation. Firstly, research conducted by Eyal and Roth (2011) shows that transformational
leadership has a motivational effect on followers due to its ability to meet the three basic needs.
The need for autonomy is satisfied by transformational leaders as transformational leadership
entails behaviour that is autonomy supportive. In other words, transformational leadership
behaviours encourage subordinates to work independently by offering them choice in how they
work, and challenging them to develop new skills through finding numerous new ways of
solving their own problems (Eyal & Roth, 2011; Roth et al., 2007). As such, the PfP leadership
skills of divergent thinking and replacing advice with curiosity are likely to increase teachers’
intrinsic motivation, as they are autonomy-supportive transformational leadership behaviours.
Similarly, the capabilities of principals displaying these leadership skills to teach educators
new thinking and problem-solving skills may fulfil teachers’ need for competence, as the
development of new skills and overcoming challenges can increase teachers’ self-efficacy and
elicit feelings of competence, growth, and development (Brown & Ryan, 2004; Radel et al.,
2010).
In addition, the need for competence can also be met through the principals showing
assertiveness and clarifying roles. Role clarification increases the likelihood that individuals
are able to achieve work goals that they value, as they know exactly what, and how, to perform
on the job (Eatough et al., 2011). This in turn can lead to higher morale, self-efficacy, and job
satisfaction (Eatough et al., 2011; Hassan, 2013). Thus, role clarification can be seen as an
intrinsic motivator as it can fulfil the basic need for competence. For teachers to have a sense
of competence, they need to know exactly what they should be doing in order to master their
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teaching. Thus, when principals assertively express their needs and clearly define roles,
expectations and deliverables, it is likely that teachers will feel increasingly confident in their
abilities to perform, and potentially master, their tasks. In addition to these two principal skills,
positive reframing may also have the ability to fulfil teachers’ basic human need for
competence. Because positive reframing teaches individuals to appraise seemingly negative
events as a positive opportunity to learn something new, it is likely that this skill can meet the
need for competence. Not only does positive reframing result in beneficial outcomes such as
reduced stress, depression and negative affect, but it also explains a new way of thinking
(Lambert et al., 2009; Lambert et al., 2012). It is therefore likely that the PfP leadership skill
of shifting conversations from ‘deficiencies’ to ‘gifts’ can meet the need for competence,
through the fact that it will provide teachers with opportunities of personal growth and positive
reframing skills, thereby increasing intrinsic motivation.
The final basic need to be met to increase intrinsic motivation, the need for relatedness,
can be satisfied through leadership skills such as active listening and supervisor support.
Research states that to increase intrinsic motivation, leaders need to show support and
understanding for followers’ feelings and perspectives (Brown & Ryan, 2004; Radel et al.,
2010). Listening carefully, treating subordinates as individuals, and being supportive of the
development of relationships can all serve to enhance perceptions of relatedness and belonging
(Brown & Ryan, 2004; Radel et al., 2010). Given the fact that the purpose of active listening
is to create an environment of trust, support, understanding, empathy, and relational well-being,
it is likely that this skill will play a role in fulfilling the need for relatedness (Weger et al.,
2014; Vickery et al., 2015). Consequently, the PfP principal leadership skill of listening with
palpable respect and without interruption is assumed to be associated with teacher motivation
through the satisfaction of the need for relatedness. In addition, the skill of making people feel
valued should fulfil the need for relatedness and thus increase motivation. When followers
perceive leaders as receptive to their individual needs, opinions and perspectives, they feel
more valued, supported, and therefore connected to their organisation (Gonzales-Morales et
al., 2016). This individualised consideration, or support, has been shown to satisfy individuals’
need for relatedness, and in turn enhance intrinsic motivation (Brown & Ryan, 2004; Eyal &
Roth, 2011; Radel et al., 2010).
As it is likely that the PfP principal leadership skills fulfil the three basic human needs
that are associated with intrinsic motivation, it is assumed that the more principals show those
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leadership skills the higher the intrinsic motivation in teachers will become, thus the second
hypothesis has been stated as follows:
Hypothesis 2: The principal leadership skills defined as listening with respect without
interruption, generating many solutions to a problem, making people feel that they matter,
assertively expressing needs, role clarification, replacing advice with curiosity, and shifting
conversations from deficiencies to gifts, in the PfP programme are positively related to teacher
motivation.
The following chapter outlines the method employed for testing the two hypotheses
empirically.
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Chapter 3: Method
In this chapter the method used to test the hypotheses of the study is described. The
study’s research design, participants, measuring instruments, procedure, and statistical analysis
used is discussed.
3.1 Research Design
The study engaged a cross-sectional design, as data was collected at a single point in
time from participants who had been involved in the PfP programme between 2014 and 2016.
Given that this study sought to ascertain whether principals displayed the identified PfP
leadership skills and whether there is a relationship between these skills and teacher outcomes,
the study had a descriptive design. Data was collected quantitatively from principals and
teachers, whose principals had attended the PfP programme between 2014 and 2016. Data was
collected using self-report, and self-administered questionnaires.
3.2 Participants and Sampling
Convenience sampling was used with the sampling frame being all schools whose
principals were part of the PfP programme. The researcher was given a spreadsheet by PfP,
containing the contact details of the schools whose principal had participated in the programme.
The spreadsheet revealed that these schools were situated in five provinces in South Africa,
namely, Western Cape (n = 73), Gauteng (n = 132), KwaZulu Natal (n = 24), Eastern Cape (n
= 9), Limpopo (n = 26), and Mpumalanga (n = 5), in rural, peri-urban and urban areas. All of
them were considered under-resourced schools, which PfP defined broadly as a school with
insufficient financial and human resources to cope with the demands.
Three of the provincial Departments of Education required at least two months’ notice
in applying for approval to conduct research in schools. This was not possible, as the researcher
had not received ethical clearance for the study from the University of Cape Town two months
prior to data collection. The researcher could not apply for permission from these Departments
after ethical clearance from the university had been obtained, as data collection would have
had to commence in the fourth term of schools, which is prohibited by all provincial
Departments of Education. As a result, participants were sourced from the Western Cape and
Gauteng, as these Departments of Education granted the researcher permission to collect data
at schools. Of the 73 potential Western Cape schools, 25 principals agreed for their schools to
participate (34%). In Gauteng ten of the 132 school principals agree to participate (8%). It is
possible that the response rate for the Gauteng schools was significantly lower than that of the
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Western Cape, as the Gauteng Department of Education approved permission for the research
two weeks before the end of the third term, whereas the Western Cape Department of Education
granted approval one week after the third term had begun. Of the schools who had agreed to
participate, only nine schools actually completed the questionnaires, eight in the Western Cape,
and one in Gauteng. In four of these schools only the school principals completed the
questionnaire, possibly because they did not forward the link to their teachers. In addition,
some participants did not answer at least 25% of the questionnaire. Thus, the final sample size
consisted of five principals and 68 teachers. The teacher response rate within each of these
schools varied from 18% to 93%. Four of the schools had completed the PfP programme in
2016, while one school had completed the programme in 2017. The demographic information
provided is based on the responses of five principals and 53 teachers, who answered all of the
relevant demographic questions in the questionnaire.
The majority of the principals (60%) were between the ages of 46 and 50 years old, as
can be seen in table 3.1, and no principals were younger than the age of 41. The age of teachers
varied more than that of the principals, with the majority of teachers (17%) ranging between
the ages of 56 and 60 years old, as can be seen in table 3.2 below.
Table 3.1
Frequencies of Principal Age Ranges (n = 5)
Age

f

Percent

Valid Percent

Cumulative Percent

51 - 55

1

20

20

20

46 - 50

3

60

60

80

41 - 45

1

20

20

100
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Table 3.2
Frequencies of Teachers’ Age Ranges (n = 53)
Age

f

Percent

Valid Percent

Cumulative Percent

61 +

3

5.7

5.7

5.7

56 - 60

9

17

17

22.6

51 - 55

6

11.3

11.3

34

46 - 50

6

11.3

11.3

45.3

41 - 45

7

13.2

13.2

58.5

36 - 40

2

3.8

3.8

62.3

31 - 35

8

15.1

15.1

77.4

26 - 30

7

13.2

13.2

90.6

20 - 25

5

9.4

9.4

100

All of the principals had been in the principal position for 3 – 5 years. Two of the
principals had been at their school for over 16 years, one between six and ten years, and two
principals had worked at their current school between 3 and 5 years. The teachers in this study
appear to have more teaching experience at their current school, with just under half of them
being there for over 21 years, as can be seen below in table 3.3.
Table 3.3
Frequencies of the Number of Years Teachers Have Worked at Current School (n = 53)
Years
21 +
16 - 20
11 - 15
6 - 10
3-5
4-2

f
26
1
4
9
6
7

Percent
49.1
1.9
7.5
17.0
11.3
13.2

Valid Percent
49.1
1.9
7.5
17.0
11.3
13.2

Cumulative Percent
49.1
50.9
58.5
75.5
86.8
100.0

Furthermore, the teachers appeared to have worked with their principals for a large
number of years. Although the question asked how long the teachers had worked under their
principal, it is assumed that teachers misunderstood the question to mean how long they had
worked with the individual who was currently in the role of principal. This was assumed
because teachers stated that they had worked under their principal for between less than one
year and over 16 years (see table 3.4 below). However, this could not be possible as all the
principals stated that they had only been in their principal position for 3 - 5 years.
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Table 3.4
Frequencies of the Number of Years Teachers Have Worked Under Principals (n = 52)
Cumulative
Years
f
Percent
Valid Percent
Percent
16+
10
18.9
18.9
20.8
11 – 15
8
15.1
15.1
35.8
6 – 10
11
20.8
20.8
56.6
3–5
13
24.5
24.5
81.1
0–2
10
18.9
18.9
100

The most commonly spoken first languages amongst both the teachers and principals
were English and Afrikaans. As can be seen in table 3.5, all principals were either English or
Afrikaans speaking. The majority of teachers (85%) were also English or Afrikaans speaking,
but there were also Xhosa speakers and a Venda speaking teacher among them. Most of the
teachers and half of the principals were female (table 3.6).
Table 3.5
Distribution of First Language Across the School Positions of Principals and Teachers
School Position
First Language

Principal

Teacher

Total

English

3 (5%)

26 (46%)

29 (51%)

Afrikaans

2 (3%)

22 (39%)

24 (42%)

Xhosa

0 (0%)

3 (5%)

3 (5%)

Venda

0 (0%)

1 (2%)

1 (2%)

Total

5 (8%)

52 (92%)

57 (100%)

Table 3.6
Distribution of Male and Female Teachers and Principals
School Position
Gender

Principal

Teacher

Total

Male

2 (4%)

11 (19%)

13 (23%)

Female

3 (5%)

42 (72%)

45(77%)

Total

5 (9%)

53 (91%)

58 (100%)
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3.3 Measuring Instruments
Two questionnaires were administered, one to principals to rate their own leadership
skills, the other to teachers, to rate their principal’s leadership skills and their own engagement
and motivation levels. The items for each measure are provided in appendix A.
3.3.1 Principal Leadership. In consultation with the researcher, research supervisor,
and the PfP staff, seven principal leadership skills were identified which the PfP programme
seeks to build. Based on the description of these leadership skills by the PfP’s knowledge
management and monitoring and evaluation lead, Magali von Blottnitz and Gail McMillan,
report writer and copy editor, the established psychological constructs which best described the
skills were identified, as outlined in the literature review. Existing scales measuring these
constructs made up the principal leadership questionnaire. Emphasis was placed on choosing
short, but psychometrically sound scales in order to protect against respondent fatigue. All
items were responded to on 5-point Likert scales from 1 (Never) to 5 (Always). In addition,
demographic questions were included, namely, age, gender, first language, year of participation
in the PfP, current contact with their PfP business leader, and number of years working at the
school.
3.3.1.1 Divergent thinking and the replacement of advice with curiosity. These skills
were measured using the three intellectual stimulation items of transformational leadership
from the Multifactor Leadership Questionnaire (MLQ) by Avolio, Bass and Jung (1995). The
MLQ has been validated sufficiently in research, highlighting high internal consistency,
validity and reliability (Antonakis, Avolio & Sivasubramaniam, 2003; Avolio, Bass & Jung,
1995, 1999). Furthermore, the intellectual stimulation component on its own revealed
acceptable reliability with a Cronbach’s alpha of .88 (Antonakis et al., 2003). This scale was
deemed most appropriate as it is a widely used leadership measure. An example item of this
measure is “I seek different perspectives on problems”.
3.3.1.2 Making people feel like they matter. This principal skill was measured using
the 16-item Survey of Perceived Supervisory Support (Kottke & Sharafinski, 1988). In Shore
and Tetrick’s (1991) validation study with a sample of 345 organisational employees, the
measure had sound psychometric properties. This measure was chosen as appropriate, given
that it has been widely used, and been shown to effectively measure the degree to which
supervisors, or principals, can make subordinates, or teachers, feel valued, and thus was
considered most closely aligned with the PfP skill (Shore & Tetrick, 1991; Shanock &
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Eisenberger, 2006). However, a number of items were removed after consultation with the PfP
monitoring and evaluation lead and the research supervisor, as the measure was considered
unnecessarily long. For example, the item “I notice when my teachers do a good job” was
deleted as it was similar to the item “I value my teachers’ contributions to the school”. In
addition, the item “I am willing to help a teacher if they need a special favour” was deleted as
it was considered unclear and could be diversely interpreted as to what a special favour may
entail. The item “I take advantage of my teachers if the opportunity arises” was also deleted as
it was considered unclear as to what this would entail, or when principals would do so. The
item “I show individual concern for my individual teachers” was deleted because it was
repetitive of previous items such as “I treat my teachers as individuals” and “I recognise the
individual needs of my teachers”. The item “I take pride in my teachers’ accomplishments”
was also deleted due to repetitiveness that would make the questionnaire unnecessarily long.
For example, the item “I notice when my teachers do a good job” was sufficient to warrant the
deletion of the aforementioned item. Lastly, the item “I try to make my teachers’ job
interesting” was deleted as it was considered not fitting the context of teaching because
principals are not responsible for employees’ job descriptions.
3.3.1.3 Listening with palpable respect and without interruption. This skill was
measured using the Active Listening Observation Scale (Fassaert, van Dulmen, Schellevis, &
Jozien, 2007). The measure consisted of seven items. In Fassaert et al.’s research, the measure
was sufficiently valid and reliable, with a Cronbach’s alpha of .83, indicating sufficient
reliability as it exceeds the acceptable reliability threshold of .70 proposed by Nunnally and
Bernstein (1994). The item “I am not hasty during conversations” was deleted, as it was
considered adequately similar to the items “I do not get distracted during conversations with
my teachers” and “I give teachers time and space to tell me their problems”.
3.3.1.4 Assertively express one’s needs. The Brief Loquaciousness and Interpersonal
Responsiveness measure developed by Swann and Rentfrow (2001) was used to measure
principals’ ability to assertively express their needs. The measure shows how quickly people
respond to others, and is used to measure assertiveness (Swann & Rentfrow, 2001). The scale
consisted of eight items. In Swann and Rentfrow’s study the scale showed high discriminant,
convergent, criterion, and predictive validity. They also cross-validated the measure, and
revealed that it had high reliability, with a Cronbach’s alpha of .84. The scale was chosen as it
has been used, and validated, in numerous studies (Foster & Trimm, 2008; Hart, Richardson,
Tortoriello & Tullett, 2017; Gosling, Rentfrow & Swann, 2003). The items “It takes me a while
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to figure out how to express myself”, “If I disagree with someone I tend to wait until later to
say something”, “Sometimes I just do not know what to say to people”, and “When emotions
are involved it is difficult for me to argue my opinion” were reverse-coded.
3.3.1.5 Being able to define roles, clarification of expectations, and clearly define
deliverables. This skill was measured using McEnrue’s (1984) Role Clarity Measure. The scale
consists of four items. McEnrue found the measure to be both valid and reliable (α = .80)
(McEnrue, 1984). This scale was as no one universally used role clarity measure could be
found. The item “My teachers know what I expect from them” was deleted, as it was considered
repetitive because it was similar to the item “I make sure I know what their responsibilities
are”.
3.3.1.6 Shift conversations from ‘deficiencies’ to ‘gifts. A positive reframing scale,
developed by Lambert, Graham, Fincham and Stillman (2009), was used to measure this skill.
The measure consists of four items. The measure has been validated and showed good
reliability with coefficient alpha’s ranging from .78 to .82 (Lambert et al., 2009). This scale
was deemed the most appropriate given the small number of items, to reduce the risk of an
excessively long questionnaire. In addition, the wording of the items in this scale captured the
principal skill well and appears to be aligned with the definition of the PfP skill. An example
item is “I have been trying to see my challenges in a more positive light”.
3.3.1.7 Replace advice with curiosity. This skill was measured by the Autonomy
Support subscale of the Need-Supportive Teaching Behaviour Measure (Van den Berghe et al.,
2013). The subscale consists of three items that most appropriately assessed the degree to which
principals encourage teachers to think and solve problems independently. Van den Berghe et
al. (2013) validated the measure using Principal Component Analysis, and found it to have
good reliability (α = .78). The measure was chosen as it had been used in the context of teaching
and is aligned to the PfP skill. An example item is “I give teachers the opportunity to practice
independently and to solve problems on their own”. The item “I apply differentiation” was
deleted, as it was considered unclear and may not have been understood by participants.
3.3.2 Teacher Outcomes. Teachers were given the same questionnaire as the principals
to rate their perceptions of their principal’s leadership skills, but the items were reworded. For
example, “I listen attentively” was reworded to “My principal listens attentively”. The teacher
questionnaire included additional items assessing their engagement and motivation. In
addition, demographic questions were included, namely, gender, first language, and number of
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years working at the school. The questionnaire also contained an additional 25 items that were
added by PfP staff. These items were developed by the PfP staff with the assumption that they
may provide information beneficial for the PfP programme. An example question is “I feel
supported in my personal development” (Items 55 to 80 in Appendix A).
3.3.2.1 Teacher Work Engagement. Engagement was measured using the shortened
Utrecht Work Engagement Scale (UWES-9) developed by Schaufeli and Bakker (2006). This
scale consists of three components of engagement, namely, dedication, vigour and absorption,
each assessed with three items. The measure assesses how often a participant shows particular
behaviours measured on a 5-point Likert scale (1 = Not at all, 5 = Always). Schaufeli and
Bakker validated this scale in a cross-national study, including South Africa. The reliability of
the scale across countries was consistently above .80, indicating sufficient reliability. In
addition, it has been used successfully in studies with teachers and teacher engagement
(Jackson et al., 2006). The items were rephrased in order to fit the teaching context, in that “at
work” was replaced with “at school”, and “my job” was replaced with “my teaching”. Because
the questionnaire was considered long, the item “I get carried away when I am working” was
deleted. This was to avoid respondent fatigue and because the item “I am immersed in my
teaching” was deemed similar enough to explain absorption without the additional
aforementioned item.
3.3.2.2 Teacher Motivation. Teacher motivation was measured using the
Multidimensional Work Motivation Scale (MWMS) (Gagne et al., 2015). This measure was
deemed most appropriate as it addresses the reported shortcomings of previous measures based
on Self-determination Theory. In addition, it has shown sound psychometric properties. Gagne
et al. (2015) validated the MWMS across seven languages and nine countries. It showed
acceptable reliability (Cronbach’s alpha > .70 for all languages except German). The scale
consists of 19 items, which measure amotivation, extrinsic regulation, introjected regulation,
identified regulation, and intrinsic motivation. The items were measured on a 5-point Likert
scale (1= Not at all 5 = Always). A number of items were deleted, as they were considered
repetitive of others, resulting in an unnecessarily long scale. The first deleted item was “I do
little because I do not think this work is worth putting effort into”, as it was similar to the item
“I do not put effort into my job because I feel that I am wasting my time at work”. The second
item deleted was “I consider it important to put effort into this job” as it was similar to the item
“putting effort into this job has personal significance to me”. The third and fourth items that
were deleted were “I put effort into my job because I have fun doing my job” and “I put effort
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into my job because what I do in my job is exciting”. These were deleted because they were
similar to the item “I put effort into my job because the work I do is interesting”. The following
items were reverse-coded: “I do not put effort into my job because I feel that I am wasting my
time at work” and “I do not know why I am doing this job, it is pointless work”
3.4 Procedure
Once permission had been granted from the University of Cape Town’s Commerce
Faculty Ethics in Research Committee, a request for permission to conduct the study in schools
was sent to the Department of Education in each province that PfP had run their programme
(see appendix B for ethics approval). PfP staff had been sent the research proposal for review
and as a basis for permission to conduct the research. This is when the PfP staff requested the
deletion of certain items due to repetition as outlined in the previous section. The questionnaire
was revised and shortened, as aforementioned, in consultation between the researcher and
Magali von Blottnitz. The questionnaire was then sent to a principal who had completed the
PfP programme and worked closely with PfP for review, in order to ensure that principals and
teachers would understand all the items. Data collection commenced once this approval had
been obtained.
Principals were initially emailed, and those who did not respond were contacted
telephonically and asked to participate in the study. If they agreed they could choose whether
they preferred an electronic or hardcopy version of the questionnaire sent. The survey was
made available via an electronic link sent to the principal’s email or phones. Hard copies sent
with return postage, or physically dropped off by the researcher for the schools in Cape Town
were available. Data was thus collected either using the online questionnaire set up in Qualtrics,
the link for which was sent either via Whatsapp or emailed to participants, or a paper copy
which was posted to, or dropped off at, the school with an A4 envelope to be left at reception
for participants to place their completed questionnaires in. The use of cell phone
communication was suggested by the PfP staff, as some of the schools did not have an internet
connection, or did not use email. Each school received a slightly altered link to the same
questionnaires so as to ensure that the principal data could be matched to the appropriate
teacher data. The questionnaire contained a skip logic, so that participants were directed to the
principal or teacher version of the questionnaires depending on whether they ticked to be a
principal or teacher. Each link opened a questionnaire cover page, informing the participant
that no identifying information would be collected, and that the questionnaire was anonymous
and confidential.
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3.5 Ethical Considerations
The use of electronic and hardcopy surveys prevents the exclusion of participants
without smart phones. In addition, cash prizes were offered as an incentive, one raffled to an
individual, and the other given to the school with the highest response rate, may be of ethical
concern. Given that many of the schools are under-funded, individuals may have felt obliged
to participate so that they could win the money. However, it was considered necessary to
provide an incentive to maximise participation. In order to ensure fairness as some schools
were smaller, with fewer teachers, and thus would have had a lower chance of winning money,
a participation rate was calculated, taking into account the number of staff at each school.
Lastly, it is possible that teachers responding to the hard copy of the questionnaire may have
not answered honestly in fear that their principal would see the questionnaires before returning
them. In order to make biased responses less likely the teachers were not required to put their
names on their questionnaires so that their responses could not have been identified by their
principals.
3.6 Statistical Analyses
Statistical analyses were conducted using the IBM Software Package for the Social
Sciences (SPSS), version 24. Descriptive statistics were run to describe the composition of the
sample. In addition, descriptive statistics were used to determine the degree to which principals
and teachers rated themselves/their principals as demonstrating the skills which the PfP seeks
to build. The hypotheses were tested using multiple regression analysis.

Chapter 4: Results
The research aims of this study were to identify to what extent principals who had
completed the PfP programme exhibited the identified relevant leadership skills, as well as
examining whether these leadership skills were related to the teacher outcomes of engagement
and motivation. This chapter commences with the analyses of reliability and validity of the
scales used. Following this, the demographic results and the results of the inferential analyses
are presented in relation to each research question.
4.1 Reliability Analysis
In order to assess whether the scales used in the study were internally consistent, i.e.
were reliable, the Cronbach’s alpha value was determined for each scale. Cronbach’s alpha was
used, as it is the most widespread and commonly used measure of scales’ internal consistency

34

(Field, 2013). Nunally and Bernstein (1994) suggest that Cronbach’s alpha above .70 is
considered an acceptable threshold for reliability; this was therefore the threshold used in this
study. The corrected item-total correlations were also examined to assess whether individual
item scores correlated with the overall scale score. The threshold stipulated by Nunally and
Bernstein (1994) of .30 was used in that items with corrected item-total correlations below this
cut-off were seen as not correlating significantly with the total scale score and were thus
omitted. (Field, 2013). Reliability analysis was run for each of the seven principal leadership
skill scales, as well as for the two teacher outcome scales. Although principals rated their
leadership skills, and teachers rated their principals’ leadership skills separately, both sources
of responses were run in the reliability analysis, as the sample of principals (n = 5) would have
been too small to run such an analysis separately. Thus, the combination of both principal and
teacher evaluations of principal leadership skills were used (N = 74). Engagement and
motivation data had only been provided by teachers (n = 69) and not by principals.
The nine-item transformational leadership scale and the nine-item Perceived
Supervisory Support Scale were considered reliable as both scales had a Cronbach’s alpha and
corrected item-total correlations above the acceptable thresholds as provided in table 4.1 below.
As the role clarity, reframing and need-supportive teacher behaviour measures
consisted of only two items each, making them no longer scales, as a scale is a measure that
has 3 or more items (Eisinga, te Grotenhuis, & Pelzer, 2013). For these measures Table 4.1
below shows the correlation coefficient between those items. Although reliability for needsupportive teacher behaviour was below .70, this measure was retained for use in this study as
Kline (1999) notes that reliability scores of below .70 are acceptable when measuring
psychological constructs. Similarly, Nunally (1978) states that even Cronbach’s alphas below
.50 are acceptable in early stages of research. Given that this study is the first quantitative study
being conducted on the PfP programme and scales were used to try and fit with newly identified
leadership skills, of a psychological nature, the scale was considered appropriate for use,
despite the lower reliability coefficient.
The Active Listening scale was considered to have acceptable reliability (α = .81),
however, the item “I am not distracted during meetings” had a corrected item-total correlation
of .24. As a result, this item was deleted from the scale and the reliability analysis was re-run.
It increased the overall Cronbach’s alpha and the range of corrected item-total correlations of
the now 5-item long scale, which are reported in table 4.1.
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Additionally, the assertiveness measure initially appeared to be unreliable with a
Cronbach’s alpha of .22. The item “when emotions are involved, it is difficult for me to argue
my opinion” did not correlate with the scale (r = .05), and was deleted from the measure. The
reliability analysis was re-run and increased Cronbach’s alpha to .29, with corrected item-total
correlations still below .3 (.06 < r > .36). Given that the item “it often takes me a while to figure
out how to express myself” had the lowest corrected item-total correlation, the item was deleted
and the reliability analysis was conducted once again. This produced an alpha value of .63,
with corrected item-total correlations ranging from .07 to .59. Lastly, the item “if I disagree
with someone, I tend to wait until later to say something” was deleted given the unacceptably
low correlation with the overall scale. The reliability analysis was conducted once again, the
results of which are presented in table 4.1.
Table 4.1
Reliability statistics of the principal leadership scales, with the corresponding skill, and the
number of items used in this study

Skill

Number
of Items

Cronbach’s
Alpha

Corrected ItemTotal
Correlations

Divergent thinking

9

.93

.67 < r < .79

Survey of Perceived
Supervisory Support

Making people
feel valued

9

.94

.64 < r < .88

Role Clarity Measure

Defining roles,
expectations and
deliverables

2

.77

Positive Reframing
Scale

Shift conversations
from deficiencies
to gifts

2

.88

Need-Supportive
Teaching Behaviour
Measure

Replace advice
with curiosity

2

.54

Active Listening
Observation Scale

Active listening

5

.89

.64 < r <.77

Assertiveness

4

.73

.34 < r < .72

Scale
Multifactor Leadership
Questionnaire

Brief Loquaciousness
and Interpersonal
Responsiveness
Measure
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The Utrecht Work Engagement Scale Short Form 5X was used to measure teacher
engagement. As table 4.2 below shows, the scale was reliable and participants’ responses to all
items showed adequate consistency with the scale totals. The 5-item Work Motivation Scale
initially had a Cronbach’s alpha of .67, with the item “putting effort into my job aligns with
my personal values” having a corrected item-total correlation of only.16. After deleting the
item, the reliability increased to an acceptable level (see table 4.2 below).
Table 4.2
Reliability statistics of the teacher attitude scales used in this study
Cronbach’s Alpha

Number of items

Corrected ItemTotal Correlations

Engagement

.88

8

.49 < r > .81

Motivation

.83

4

.60 < r > .70

Scale

4.2 Validity Analysis
Principal component analysis (PCA) was used to assess the validity of the scales used
in this study, as it is a parsimonious method that reduces the number of variables being used,
by representing which items “hang” together in a scale, and which items in each scale are likely
to represent the same underlying construct (Field, 2013). PCA was deemed as the appropriate
method for validity analysis due to the fact that it explains maximal amounts of total variance,
whereas factor analysis only explains common variance (Field, 2013).
4.2.1 PCA Assumptions. Before the PCA was conducted, the three assumptions
necessary to reveal credible results for PCA as outlined by Field (2013) were tested, namely,
sample size, correlation between variables, and the distribution of the data.
4.2.1.1 Sampling size and adequacy. There exist different guidelines as to what is an
acceptable sample size to run PCA. For example, Nunally (1978) stated that there should be
ten more participants than items in a scale. Other researchers suggest that overall sample size
regardless of the number of scale items is more important, and that a sample size of 300 is
good, while a sample size of 100 is poor (Comrey & Lee, 1992; Tabachnick & Fidell, 2012).
Furthermore, some researchers argue that component loadings and communalities need to be
taken into account when calculating adequate sample sizes (Guadagnoli & Velicer, 1988;
MacCallum, Widaman, Zhang, & Hong, 1999). With a sample of 74, the sample size would be
considered too small to conduct PCA following any of these guidelines. However, Catell
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(1978) pointed out that an acceptable minimum sample size can be calculated using a
participant to variable ratio of 6:1. More recently, De Winter, Dodou and Wieringa (2009)
performed Monte Carlo simulations to determine guidelines for the use of factor analysis in
small sample sizes. Their guidelines calculate minimum acceptable sample sizes based on a
number of determinates, namely, component loadings, number of components and number of
variables. Table 4.3 shows the guidelines that apply to the scales being used in this study. In
order to further ensure the sampling adequacy was sufficient to warrant PCA, the KaiserMeyer-Olkin measure of sampling adequacy (KMO) was employed. Kaiser (1974) stated that
if a value greater than .50 is obtained in a sample, the PCA should produce reliable components.
Components with eigenvalues greater than one were considered as per Kaiser’s (1960)
criterion.
Table 4.3.
Factor analysis guidelines for small sample sizes given the component loadings, number of
expected components and number of variables taken from De Winter et al. (2009) (For full
table guidelines see figure 1F in appendix F)
Component
Loadings
.2
.4

Number of Components
Expected
1
1
3

.6

1

Number of
Variables
6
6
12
6
12
6

Estimated Sample
Size
1524
102
64
1159
353
18

De Winter et al.’s (2009) guidelines were used to determine the minimum component
loading value required for an item to be considered as loading significantly on the component
under the given sample size. The MLQ scale, used to measure the skill of divergent thinking,
had one component that was retained (λ = 5.81) with an associated 63.31% of shared variance.
The scale had nine items and a sample size of 74. For this sample size to be adequate to reveal
a one-component structure for a nine-item scale, only loadings of at least .4 should be
considered (see highlighted cells in table 4.3). The lowest component loading in the scale was
.54 and thus all items were considered to form part of the unidimensional scale. For the MLQ
scale PCA was deemed appropriate as the KMO test was .87. This process was repeated for the
other scales, the results of which are provided in table 4.4.
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Table 4.4.
Minimum required component loadings for scales used in this study given the sample size, number of items, and expected number of components,
as well as KMO scores for PCA sampling adequacy

Scale

Number of
items

Components revealed

Number of
expected
components
Number of
components

Eigenvalue of
factors > 1

Explained
Variance

Minimum
required
component
loading

Minimum
scale
component
loading

KMO

Perceived
supervisory
support

9

1

1

6.91

69.12%

.4

.5

.91

Active Listening

5

1

1

3.52

70.42%

.6

.6

.89

Engagement

8

3

2

4.49

56.08%

.6

.3

.84

1.19

14.87%
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De Winter et al.’s (2009) guidelines could not be used for the Brief Loquaciousness
scale, used to measure assertiveness, and the motivation scale as it does not provide for scales
with four items. Thus, Catell’s (1978) participant-item ratio justification was used. According
to the 6:1 ratio, the sample size should be at least 24 (6*4 items). The sample size of 74 in this
study was considered adequate as it was significantly higher than 24. PCA was considered
appropriate to run for both assertiveness and motivation as the KMO test scores were .68 and
.74 respectively. Both the assertiveness and motivation scales revealed one component to be
retained. The assertiveness scale had one component with an eigenvalue higher than one, at
2.25, with 56.23% explained variance. The PCA also revealed one component with an
eigenvalue over one for the motivation scale (λ = 2.79) with an associated 69.80% of explained
ariance. In addition, as can be seen in table 4.4, the scale measuring engagement did not meet
the De Winter et al. (2009) guidelines, as a sample size of between 353 and 1159 would be
required for a scale consisting of eight items and three expected components. However, De
Winter et al. (2009) mentioned that research has found that a sample size of 50 can serve as an
acceptable absolute minimum. Furthermore, the sample size in this study was still considered
acceptable, using Catell’s (1978) participant-item ratio of 6:1. Using these guidelines the
sample size would need to be 48 (6*8 items), which is lower than the teacher sample size of
69.
Although the PCA of the engagement scale was expected to produce three components,
representing the three engagement subscales, only two components were revealed with
eigenvalues greater than one. It is assumed that three components were not produced because
one of the absorption items being deleted, as each subcomponent of the engagement scale
normally consists of three items. The existence of only two items in the subcomponent may
not have been sufficient to explain absorption. Alternatively, engagement may have manifested
differently in the specific sample of teachers in this study. In order to improve the interpretation
of how the items loaded on to the components, varimax rotation was applied and the PCA rerun (Field, 2013). The rotated eigenvalues were 3.10, which explained 38.73% of the variance,
and 2.58 which explained 32.22% of the variance, for the first and second component
respectively. Cross-loading occurs when an item loads on two or more factors and items with
an absolute difference between loadings less than .25 are considered for deletion, as they cannot
clearly be attributed to either component (Costello & Osbourne, 2005). The item “I am proud
of the work I do” was deleted from the scale as it was cross-loading on the two components as
the absolute difference between the loadings of .23 and .39 was less than .25. The items “at my
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school I feel bursting with energy”, “at my school I feel strong and vigorous”, “my job inspires
me”, and “when I get up in the morning I feel like going to work” loaded together on component
1 (.73 < r > .90). The items “I feel happy when I am working intensely”, “I am enthusiastic
about teaching”, and “I am immersed in my work” loaded together on component 2 (.80 < r >
.84). The wording of the items in each component was analysed to assess what overall aspect
of engagement the items represented. The items in the first component were assumed to
represent enthusiasm, as all of the items appear to deal with positive emotion associated with
work, such as vigour, inspiration, and wanting to go to work. The items in component two were
assumed to represent energy, as all the items deal with being able to work thoroughly while
associating enjoyment with the intense work. After the reliability and validity analyses, the
items that had been shown reliable and valid for each scale were averaged in order to create
one score per scale for each participant.
4.2.1.2 Correlation between variables. In order to assess whether the scales’ items were
correlated with each other, Bartlett’s Test of Sphericity was used. A significant result in this
test means that the items of a scale are correlated, and that these correlations differ significantly
from zero. As can be seen from table 4.5, all scales had a significant Bartlett’s test result (p <
.01). As a result, it was concluded that the assumption of correlation between variables was
met for every scale.
Table 4.5
Bartlett’s Test of Sphericity results for each scale used in the study to show correlation between
variables
Approximate ChiSquared (χ2)

Degrees of Freedom
(df)

Significance

Divergent thinking

365.97

36

p<.001

Making people feel valued

475.91

36

Active listening

161.58

10

Assertiveness

65.3

6

Engagement

278.3

28

Motivation

87.92

6

Scale

p<.001
p<.001
p<.001
p<.001
p<.001
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4.3 Results Relating to Research Question 1
The first research question sought to explore the extent to which principals who
completed the PfP programme exhibited the relevant principal leadership skills that the
programme sought to build. To answer this question, descriptive statistics needed to be
considered to determine the extent that principals who have completed the PfP programme
possess the identified leadership skills. These results will be provided separately for principals’
own ratings and teachers’ ratings of their principals’ leadership skills.
4.3.1 Principal and teacher evaluation of leadership skills. The descriptive statistics
related to principals’ self-ratings of their leadership skills are shown below in table 4.6,
followed by a discussion of these results. Table 4.8 then provides the descriptive statistics of
the teachers’ ratings of their principals’ leadership skills.
Table 4.6
Descriptive statistics of principals’ self-rating of their leadership skills (n = 5)
Mean

Minimum

Maximum

SD

Divergent thinking

4.40

3.50

5.00

.47

Making people feel valued

4.62

4.00

5.00

.36

Active listening

4.11

3.40

4.80

.48

Assertiveness

4.28

3.25

5.00

.62

Role clarification

4.56

4.00

5.00

.42

Shift conversations from
deficiencies to gifts

4.69

4.00

5.00

.46

Replace advice with curiosity

4.06

3.00

5.00

.68

As can be seen in table 4.6 principals rated themselves highly on all assessed leadership
skills well above the scale midpoint of 3. They rated themselves most highly on making
employees feel valued, clearly defining roles, expectations and deliverables, and shifting
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conversations from ‘deficiencies’ to ‘gifts’. The skill of divergent thinking and assertively
expressing one’s needs, were rated slightly lower. Principals rated themselves as possessing
active listening skills and replacing advice with curiosity the lowest, although the average
scores are still high. The skill of making people feel valued had the lowest variability, while
role clarity, shifting conversations from deficiencies to gifts, and divergent thinking had
slightly more variation in principal ratings. The skill of replacing advice with curiosity had the
widest variability.
Table 4.7 below shows that teachers on average rated their principals’ skills lower than
the principals rated themselves, although on average, they still saw their principals as
demonstrating all of the seven skills assessed. The teacher responses varied more widely than
the principals, however. Teachers and principals had the most similar ratings for active
listening and assertiveness. In contrast, the largest difference between ratings was for the skills
of making people feel valued and shifting conversations from deficiencies to gifts. Teachers
rated their principals as demonstrating role clarification the most, while replacing advice with
curiosity as the least, which were also among the highest and lowest among principals’ selfratings.
Table 4.7
Descriptive statistics for teacher ratings of their principals’ leadership skills
Mean

Minimum

Maximum

SD

n

Divergent thinking

4.02

1.20

5.00

.77

67

Making people feel valued

4.11

1.40

5.00

.82

67

Active listening

4.04

1.40

5.00

.85

66

Assertiveness

4.18

2.00

5.00

.75

65

Role clarification

4.34

1.50

5.00

.78

65

Shift conversations from
deficiencies to gifts

4.15

1.00

5.00

1.02

65

Replace advice with curiosity

3.77

1.00

5.00

.97

64
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4.3.2 Comparison of teacher and principal evaluation of leadership skills per
school. Descriptive statistics were used, in the form of spider diagrams, to compare each
principal’s data compared to the average scores of the teachers working under that principal.
In two schools, teachers rated most of their principal’s skills higher than the principals
did, except for role clarification and making people feel valued in one school. This pattern of
data was different to the overall principal and teacher averages shown in 4.3.1, as principals on
average rated all of their skills higher than the teachers did. The third and fourth schools were
more consistent in terms of teacher and principal ratings (see figure 1 below). Both schools’
teachers and their principals rated the principal leadership skills similarly, except for active
listening, which was rated slightly higher by the teachers than their principals’ in both schools.
The fifth school had the most variability between the teachers’ ratings and the principal’s selfrating, with the principal rating him/herself higher on most of the skills (see figure 1 below).
4.3.3 Teacher outcomes. Teachers rated themselves highly on both engagement
components and motivation, well above the scale midpoint of 3. Motivation was high amongst
the teachers and had the least variation among scores. The energy component of engagement
was rated lowest, with high variation, although it was still high amongst teachers (see table 4.8
below).
Table 4.8
Descriptive statistics of the teacher outcome variables, namely, engagement and motivation
Engagement

Motivation

Energy

Enthusiasm

Mean

3.87

4.36

4.55

Minimum

1.00

1.00

2.30

Maximum

5.00

5.00

5.00

SD

.93

.74

.61

N

66

66

66
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School 1
5
4
3
2
1
0

School 2

School 4

School 3

School 5

Figure 1. Radar plots showing the principal and teachers’ ratings of their principal leadership
skills for each school.
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4.3.4 Additional descriptive statistics. This portion of the results section pertains to
the additional questions that the PfP requested to include in the principals’ and teachers’
questionnaire.
Firstly, attendance of the PfP programme training was assessed, whereby principals
were required to indicate how many of the three training sessions they attended. One principal
did not answer. None of the principals attended only one session, one principal attended two,
and three principals attended all three sessions. Secondly principals appeared to have had good
relationships with their business partners (see table 4.9), although there was variation in terms
of whether they remained in contact after the end of the programme (see table 4.10).
Table 4.9
Principal attendance of the PfP training sessions (n = 4)
f

Percent

Valid percent

Cumulative percent

Not strong

0

0

0

0

Slightly strong

1

11.1 %

25%

25%

Quite strong

2

22.2%

50%

75%

Exceptionally strong

1

11.1%

25%

100%

Table 4.10
Frequencies of the amount of contact principals had with their business partners after the
completion of the PfP programme (n = 4)
f

Percent

Valid percent

Cumulative percent

Not at all

0

0

0

0

Rarely

1

11.1%

25%

25%

Occasionally

1

11.1%

25%

50%

Regularly

1

11.1%

25%

75%

Very frequently

1

11.1%

25%

100%

There appeared to be variation in the principals’ and teachers’ ratings on whether they
believed that the PfP had made a difference to their principal leadership skills (see table 4.11
below). However, most of the responses were more positive toward the impact of PfP may have
had on principal leadership.
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Table 4.11
Proportion of principals (n = 4) and teachers (n = 53), and their ratings of the impact they
perceived PfP to have had on principal leadership skills
School staff position
Potential impact

Principal

Teacher

Not at all

0

4

Slightly

0

6

Significantly

0

17

Strongly

2

18

Very strongly

2

8

In addition, there appears to be a culture of respect at the schools (see table 4.12 below).
For example, 84.2% of the teachers felt respected by their principal. In addition, all teachers
agreed that they respected their learners, while 80.7% felt respected by their learners. Teachers
also appeared to have positive emotions towards their school. For example, 78.9% of teachers
rated feeling positive about their schools and 64.9% reporting that their school was a happy
one. Teachers also believed their school to be moving in the right direction, with 71.9% of
teachers agreeing or strongly agreeing to the statement. Lastly, further highlighting the positive
perceptions of their schools, 93% of teachers rated that they worked well with their colleagues.
Table 4.12
Proportion of teachers that agreed or strongly agreed to items added in by PfP relating to their
experiences of their schools (n = 57)
Strongly agree

Agree

Proportion

I feel respected by my principal

23

25

84.2%

I respect my learners

33

24

100%

My learners respect me

17

29

80.7%

I feel positive about my school

23

22

78.9%

My school is a happy school
I feel that my school is moving in the right
direction
I work well with my colleagues

17

20

64.9%

19

22

71.9%

26

27

93%
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4.4 Results Relating to Research Question 2
Multiple regression analysis was used to analyse the two hypotheses. The hypotheses
stated that the seven principal leadership skills are positively related to teacher engagement and
motivation. Multiple regression analysis was thus deemed an appropriate technique as the study
sought to examine the relationship between more than one independent variable and one
dependent variable for each hypothesis. Forced entry multiple regression was used, meaning
that all variables were entered at the same time, to explore the relationship between the
leadership skills and teacher attitudes. Hierarchical multiple regression was then used to
determine whether any skills were more important over the others, as hierarchical multiple
regression allows for the entry of one independent variable at a time, and the difference that
the addition of each variable has on the overall model.
4.4.1 Hypothesis 1. Hypothesis 1 predicted that the seven principal leadership skills
are positively related to teacher engagement. Given that the PCA for the dependent variable
engagement had produced two components, multiple regression analysis was run separately for
each of the two components, namely energy and enthusiasm.
4.4.1.1 Multiple regression using the first component of engagement: Energy. Before
the multiple regression analysis was run with energy as the dependent variable, the associated
assumptions were tested for, which will be discussed below, followed by the results of the
multiple regression analysis.
Assumptions. The first multiple regression assumption of additivity and linearity was
tested and upheld using a P-P Plot, as can be seen in figure 1C (in appendix C). The P-P plot
shows the observed standardised residuals and the expected cumulative probability. This is
done by converting data into z-scores and comparing those scores to the z-scores that would be
expected in a normal distribution, this forms a diagonal line if the data is normally distributed
(Field, 2013). In addition, figure 2C in appendix C, showing a histogram of the standardised
residuals illustrates the relatively normal distribution of errors, indicated by the bell-curve
shape. The assumption of independent errors, whereby any residual terms should not be
correlated so as to avoid biased estimates of significance, was assessed by the Durbin-Watson
test. Durbin and Watson (1951) suggest that any value below 1 or greater than 3 is problematic,
as the test statistic value 2 indicates uncorrelated residuals. The Durbin-Watson test statistic
was 1.88, which lies close to the desired value of 2, and does not fall into the problematic
brackets. It was thus concluded that residuals were uncorrelated and therefore the assumption
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of independent errors was met. The assumption of homogeneity of variance, whereby the
variance of the residual should be the same at each level of the predictors, was met, as the
scatterplot of the standardised residual and standardised predicted values are close to equal,
and therefore appear to be plotted in a relatively horizontal straight line (see figure 3C,
appendix C). The assumption of no multicollinearity was assessed through the examination of
the variance inflation factor (VIF) (Field, 2013). Multicollinearity occurs when two or more
predictors are highly correlated, which can cause increased error and limits the ability to
evaluate how important an individual predictor is (Field, 2013). Using the stipulation of
Bowerman and O’Connell (1990) that the largest VIF should not be more than 10, it can be
seen in table 4.13 below, that this assumption was upheld. Finally, to detect whether sample
size was adequate to run multiple regression depending on the size of effect desired (Field,
2013). The sample was considered appropriate, as it provided a small to medium effect of .11
(7/(63-1) according to Cohen 1988.
Table 4.13
Collinearity statistics showing tolerance and VIF for the regression model with dependent
variable energy
VIF
Divergent thinking

4.23

Making people feel valued

8.80

Active listening

3.86

Assertiveness

1.42

Role clarification

1.53

Shifting conversations from deficiencies to gifts

5.86

Replacing advice with curiosity

2.62

Results of the multiple regression using the first component of engagement: Energy.
Multiple regression analysis was used to predict the energy component of teacher engagement
based on teachers’ ratings of their principals’ leadership skills of respectful listening, divergent
thinking, valuing employees, role clarification, assertiveness, reframing, and replacing advice
with curiosity. Pearson correlations between all variables revealed that individually all the
principal leadership skills were significantly correlated with teacher energy (p < .01, N = 63)
(see table 4.14 below). As can be seen in table 4.14 active listening also appeared to be strongly
correlated to the other principal leadership skills of shifting conversations from deficiencies to
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gifts and making people feel valued. Making people feel valued was also highly correlated with
divergent thinking skills (α = .86).
The results of the multiple regression analysis indicated that there was a significant
amount of shared variance between the seven principal leadership skills and teachers’ energy
component of engagement (F(7,55) = 12.53 , p < .001, R2 = .62) The adjusted R2 was .57 which
means that the principal leadership skills accounted for 57% of the variance in teacher energy.
The individual predictors were examined further, which revealed that the principal leadership
skill of active listening was the only predictor which predicted unique variance in teachers’
energy, i.e. variance which had not already been explained by the remaining six variables (β =
.47, t = 2.87, p < .01). The other principal leadership skills of divergent thinking (β = .05, t =
.29, p = .77), valuing employees (β = .29, t = 1.17, p = .25), assertiveness (β = .04, t = .36, p =
.72), role clarification (β = - .10, t = -.96, p = .34), reframing (β = -.05, t = -.26, p = .80), and
replacing advice with curiosity (β = .11, t = .84, p = .40) were not found to be significant
predictors of unique portions of variance in teacher energy. This could further be seen in the
fact that active listening alone shares almost the same amount of variance in the outcome
variable, at 56% as all the predictors together which was 57% (.75*.75 = .56). Hypothesis 1
was therefore supported, as the principal leadership skills collectively were related to teacher
energy, however, principals’ active listening skills were associated with an increase in teacher
energy over and above all the other skills. Hierarchical regression analysis was then run in
order to determine if active listening was the only significant predictor of teacher energy. First,
active listening was added as the only predictor in the first model, then all the other skills were
added together in the second model. The analysis revealed that the addition of the remaining
six skills did not significantly improve the amount of variance in teacher energy already
explained by active listening. This can be seen in that when active listening was the only
predictor it accounted for 55.5% of the variance in energy (F(1,61) = 68.20, p < .001, R2 = .56).
However, when the additional six skills are entered into the model, the predictors only increase
the explained variation in energy by 1.1 %, which was not significant (F(6, 55) = 1.26, p = .29,
R2 = .57).
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Table 4.14
Intercorrelation matrix between the seven predictors and the energy and enthusiasm components of engagement
Teacher outcomes

Energy

Enthusiasm

Enthusiasm

Principal leadership skills
Active
listening

Assertiveness

Role
Clarification

Shift
conversations
from
deficiencies to
gifts

Replace
advice
with
curiosity

.29*

Active Listening

.75***

.16

Assertiveness

.35**

.15

.48

Role Clarification

.33**

.11

.50

.41

Reframe conversations
from deficiencies to gifts

.67***

.11

.80

.44

.55

Replace advice with
curiosity

.64***

.10

.69

.26

.37

.70

Divergent thinking

.68***

.09

.77

.30

.39

.76

.72

Making people feel
valued
* p < .05

.72***

-.06

81

.37

.49

.89

.77

* p < .01
* p < .001

Divergent
thinking

.86
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Bias. The potential bias of the significance testing of the model was assessed, which is
discussed below.
In order to examine whether bias existed in the model, outliers and influential cases
were considered. Given that 95% of z-scores in any sample should lie between -1.96 and 1.96
(for the ease of calculation this was rounded off to -2 and 2) if the sample data is normally
distributed, more than 5% of cases lying outside these boundaries would be considered
problematic outliers (Field, 2013). A standardized residual is the difference between an
observed score and the score predicted by the model, that has been converted into a z-score
(Field, 2013) The standardized residuals in this sample were not considered to have
problematic outliers as less than 5% of cases were outside of -2 and 2. There were only two
cases that were larger than -2 and 2 (see table 1C in appendix C), which is less than 5% of the
sample (63*.05 = 3.15 ~ 3), and thus outliers were unlikely to be problematic in affecting the
regression model. In order to ensure that no cases exerted unwarranted influence over the
multiple regression model, Cook’s distances (Cook & Weisberg, 1982) were assessed, which
shows the influence of a case on a model. The guideline of values larger than 1 being
potentially, unduly influential was used (Cook & Weisberg, 1982). The maximum Cook’s
distance value was .14, and thus below the threshold of 1 (see table 2C in the appendix C). As
a result, it was concluded that there was no concerning bias in this model from outliers or
influential cases.
4.4.1.2 Multiple regression using the second component of engagement: Enthusiasm.
The results of the multiple linear regression with enthusiasm as the outcome variable, differed
from those of the regression using energy as dependent variable. Pearson correlations between
the leadership skills and enthusiasm were much lower and insignificant, with p ranging from
.10 to .31 (n = 63) as can be seen in table 4.14 above. In addition, some of the predictor variables
were more correlated with each other than with the outcome variable. This could indicate
multicollinearity, and will be discussed later in this section in assessing potential bias of the
significance testing.
The multiple regression analysis, calculated to predict teacher enthusiasm based on the
seven principal leadership skills produced a non-significant regression equation (F(7,55) = .65,
p = .71, R2 = .08). None of the leadership skills, namely, active listening (β = .33, p = .21), role
clarification (β = .17, p = .30), replacing advice with curiosity (β = .04, p = .86), making people
feel valued (β = -.01, p = .98), shifting conversations from deficiencies to gifts (β = -.10, p =
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.76), divergent thinking (β = -.10, p = .70), and assertiveness (β = -.22, p = .16), demonstrated
a significant effect on teacher enthusiasm. The second portion of hypothesis 1 was therefore
not supported, as the principal leadership skills did not predict teacher enthusiasm. However,
these results may have been affected by an influence of bias, or a violation of multiple
regression assumptions, which will be discussed below.
Bias. In order to ensure there was no bias in the model, outliers and influential cases
were tested for. Outliers were considered unproblematic, as there was only one standardized
residual that lay outside of -2 and 2, which is less than 5% of the sample (63*.05 ~ 3) (see table
1D in appendix D). There were no cases that were unduly influential, as the maximum Cook’s
distance was .37, well below 1 (table 2D, appendix D).
Assumptions. The first multiple regression assumption tested was additivity and
linearity, which as can be seen in figure 1D in appendix D has been met, as the P-P plot shows
a diagonal line through the observed standardised residuals and the expected cumulative
probability. The normal distribution of errors was upheld as can be seen in figure 2D in
appendix D, as it shows a bell-curve shape of the standardized residuals, although slightly
skewed. The Durbin-Watson test revealed that the assumption of independent errors was met,
as the test statistic was 1.97, which is close to two and not within the problematic brackets of
less than one or more than 3. Homogeneity of variance was met as the scatterplot of
standardised residuals and standardised predicted values were plotted along a relatively
horizontal line (see figure 3D appendix D). The assumption of no multicollinearity, which was
assessed using the VIF, was upheld as the maximum VIF was below ten (see table 4.15 below).
Similarly, Field (2013) states that correlations above .9 between predictors show
multicollinearity, however the largest correlation between predictors was .89 (see table 4.14
above). It was therefore concluded that there was no multicollinearity, and that the assumption
was met.
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Table 4.15
Collinearity statistics showing tolerance and VIF for the regression model with dependent
variable enthusiasm
VIF
Divergent thinking

4.23

Making people feel valued

8.80

Active listening

3.86

Assertiveness

1.42

Role clarification

1.53

Shifting conversations from deficiencies to gifts

5.86

Replacing advice with curiosity

2.62

4.4.2 Hypothesis 2. Hypothesis 2 predicted that the seven principal leadership skills
are positively related to teacher motivation. Multiple regression was used to test this
hypothesis, the results of which will be reported below, followed by a discussion on the
potential bias in the interpretation of the significance testing results.
4.4.2.1 Multiple regression results pertaining to hypothesis 2. Pearson correlations
between all variables revealed that, individually, all the principal leadership skills were
significantly correlated with teacher motivation (p < .05, N = 63) (see table 4.16 below).
Furthermore, the regression analysis showed that, overall, the seven principal leadership skills
predicted teacher motivation (F(7, 55) = 5.52, p < .001). The skills explained 41.3% of the
variance in teacher motivation (Δ R2 = .338). An analysis of the individual predictors revealed
that, as for energy, active listening was making a significant contribution to the model (β = .40,
t = 1.99, p < .05), over and above that of the ability of divergent thinking (β = .40, t = 1.86, p
= .07), making people feel valued (β = -.15, t = -.48, p = .64), replacing advice with curiosity
(β = .12, t = .70, p = .49), shifting conversations from deficiencies to gifts (β = -.25, t = -1.01,
p = .32), assertiveness (β = .21, t = 1.66, p = .10), and role clarification (β = .03, t = .21, p =
.83) together. Hypothesis 2 was therefore supported, as the principal leadership skills
collectively were related to teacher motivation, however, principals’ active listening skills can
be associated with an increase in teacher motivation over and above the ability of the other
skills. In order to assess whether active listening was the most important predictor of teacher
motivation, hierarchical regression was conducted, whereby active listening was entered in
model 1, followed by the other six skills in model 2.
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Table 4.16
Intercorrelation matrix between the seven predictors and the dependent variable teacher motivation (n = 63)
Teacher
outcome

Motivation

Principal leadership skills

Active
listening

Divergent
thinking

Making
people feel
valued

Replacing
advice with
curiosity

Shifting
conversations
from
deficiencies to
gifts

Active listening

.58***

Divergent thinking

.54***

.77

Making people feel valued

.48***

.81

.86

Replacing advice with
curiosity

.45***

.69

.72

.77

Shifting conversations from
deficiencies to gifts

.43***

.80

.76

.89

.70

Assertiveness

.40***

.48

.30

.37

.26

.44

Role clarification

.30**

.50

.39

.49

.37

.55

* p < .05
* p < .01
* p < .001

Assertiveness

.41
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The adjusted R2 in the first model was .32, which shows that active listening accounts for 32.4%
of the variance in teacher motivation. Adding in the other six skills only increased the variance
in motivation by 1.4% (ΔR2 = .34).
In order to ascertain whether there was bias or extraneous influence on the results of
the multiple regression analysis, bias and the multiple regression assumptions were checked.
Bias. The outliers in the sample were considered unproblematic, as the three outliers
consisted of less than 5% of the sample (63*.05 = 3.15) (see table 1E in appendix E). Similarly,
there were no cases that exerted undue influence on the results, as the maximum Cook’s
Distance was .52, well below 1 (see table 2E in appendix E).
Assumptions. The assumption of additivity and linearity was upheld, as the P-P plot of
the expected cumulative probability and observed cumulative probability revealed a diagonal
pattern (see figure 1E in appendix E). The second assumption of normally distributed errors
was considered to have been met, as the histogram of standardized residuals revealed a bellcurve shape, although slightly skewed (figure 2E appendix E). The Durbin-Watson test showed
that the assumption of independent errors was upheld as 1.83 is close to the desired value of 2
and does not lie in the problematic brackets of less than one or more than 3. The fourth
assumption of homogeneity of variance was met, as the scatterplot of standardised residuals
and standardised predicted values could be seen as having a horizontal line pattern (see figure
3E in appendix E). Multicollinearity was not considered problematic, as the maximum VIF was
8.80, as can be seen below in table 4.17, and there were no correlations among predictors larger
than .9 (see table 4.16 above).
Table 4.17
Collinearity statistics showing tolerance and VIF for the regression model with dependent
variable motivation
VIF
Divergent thinking

4.23

Making people feel valued

8.80

Active listening

3.86

Assertiveness

1.42

Role clarification

1.53

Shifting conversations from deficiencies to gifts

5.86

Replacing advice with curiosity

2.62
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Chapter 5: Discussion
The purpose of this study was to ascertain to what extent principals who completed the
PfP programme exhibited the leaderships skills the programme sought to develop, and whether
these principal skills were related to teacher engagement and motivation. This chapter will
discuss the results of this study in terms of the main findings and the results relating to each
research question and hypothesis. A discussion of the limitations, future research, and practical
implications of the study will then follow, with a final conclusion of the study to close.
5.1. Main Findings
The first aim of this study was to investigate to what extent principals exhibited the
principal leadership skills of divergent thinking, listening, making people feel that they matter,
assertiveness, role clarification, and reframing, as targeted by the PfP programme. It was found
that all of the principals indicated to possess all of the aforementioned skills to a large extent.
The second aim of this study was to ascertain whether the principal leadership skills
were related to teacher outcomes, namely, teacher engagement and motivation. Two aspects of
teacher engagement were revealed. It was found that while all of the principal leadership skills
together were positively related to the teacher outcomes of energy and motivation, active
listening was the single most important predictor. The principal leadership skills were unrelated
to teacher enthusiasm.
5.1.1 Research Question 1. The first research question of this study was to assess to
what extent principals who completed the PfP programme exhibited the intended leadership
skills, namely listening with palpable respect and without interruption (active listening),
generating as many solutions as possible to a challenge (divergent thinking), creating an
environment for people that says “you matter”, assertively express one’s needs (assertiveness),
being able to clearly define roles, expectations, and deliverables (role clarity), shift
conversations from “deficiencies” to “gifts” (reframing), and replace advice with curiosity. On
all of the measures used to asses these skills, teachers rated their principals as exhibiting the
skill well above average. Similarly, all of the principals rated themselves as possessing all of
the skills at an above average level, except for one principal. This principal rated him/her self
as having below the average rating score in active listening, assertively expressing needs, and
replacing advice with curiosity skills. This could be due to the fact that this principal did not
feel confident in his/her abilities in these three skills, as the principal’s teachers perceived
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him/her to possess them. The results also showed variability in ratings across schools, which
will be discussed individually below.
School 1. At this school, all teachers appeared to agree that their principal possessed a
high level of all the skills. Furthermore, on average, the teachers rated their principal’s skills
higher than the principal rated him/herself, except for role clarification and making people feel
valued. This result could show that the teachers are confident in their principal’s capabilities in
exhibiting the PfP leadership skills.
School 2. The second school had slightly more variation, with teacher ratings from very
low to very high levels of their principal’s skills. However, the majority of the ratings that fell
below the scale midpoint average were rated by one teacher, across all the skills. Given that
the majority of teachers rated their principal as possessing all the skills to a large extent, it is
possible that this teacher may not have a good relationship with the principal. It is also possible
that this teacher may have misunderstood the scale and ticked ‘1’ for strongly disagree instead
of strongly agree. These are also considered possible explanations due to the fact that overall,
the teachers in this school perceived their principal to have a higher level of all of the skills
than the principal scored him/herself.
School 3. The third school’s teachers all rated their principal as possessing all the skills
to a large extent, except for the skill of assertively expressing one’s needs. The principal of this
school rated him/her self at a higher level than the teachers on most of the skills. A possible
explanation of this finding is that the principal could be too democratic and is thus perceived
as not being adept in assertively expressing needs or expectations. However, given that only
two of the teachers rated this skill below average, it is likely that these teachers have not yet
experienced their principal exhibiting this skill. It appears as though the principal for the third
school was more confident in their skills than teachers, as the principal rated most of his/her
skills at a higher level than the teachers.
School 4. The teachers and principal at the fourth school both rated the principal as
having above average score levels of all the skills, with the principal rating him/herself slightly
higher overall. There was, however, one teacher who rated all of the skills at a much lower
level. This could be explained by the fact that the teacher perhaps did not personally like the
principal. Conversely, this teacher may have not experienced the principal exhibiting the skills
due to the fact that they did not come into contact with the principal frequently enough, or may
have been newer to the school than the other teachers. The teachers had the most diverse
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perceptions of the extent to which the principal replaced advice with curiosity. This could be
because the principal was not as adept in this skill, as he/she tells teachers what to do, in
response to their problems, as opposed to encouraging them to find their own new solutions.
This could be further explained by the possibility that the principal dealt with individual
teachers differently in terms of this skill. For example, he/she may feel that certain teachers are
more capable of exploring their problems and finding their own solutions, whereas other
teachers may be more dependent on the principal for giving direct advice.
School 5. Both the teachers and the principal in school 5 rated all the principal’s skills
above the scale midpoint. The principal rated him/herself higher than the teachers did on most
of the skills. This could be due to the fact that this principal is confident in his/her ability in
enacting the PfP skills, and could potentially be overly self-assured. In addition, there was only
one teacher who rated the principal below average on all of the skills. This could be because
the teacher does not perceive the principal as a good leader, could have personal problems with
the principal, or is new to the school and has not yet experienced the principal exhibiting these
skills. It is unlikely that this lower rating is because the principal does not possess the PfP
leadership skills, given that all of the other participating teachers rated the principal as above
average on the scales in all of the skills.
These results show that, overall, the relevant principal leadership skills are present,
according to principals and their teachers. This could reflect the success of the PfP programme
in developing their targeted relevant skills in principals. However, as no baseline data was
available, it cannot be determined that the principals have improved significantly in their
abilities due to the PfP training, as it is possible that principals already possessed those
leadership skills. Similarly, due to the descriptive nature of these results, causality cannot be
determined, as such it cannot be confirmed that the PfP programme is the cause of the large
presence of the principal leadership skills. In addition, the interpretation of the results need to
be considered against the overall low response rate, as those who did respond may have
particular characteristics that differ from those that did not participate in the study. Research
has shown that individuals who choose not to respond, are generally less satisfied in their job
and with their supervisors (Baruch & Holtom, 2008). This could lead to potentially inflated
ratings of the principal leadership skills, as teachers who are dissatisfied with their principals
are less likely to have participated in the study. Similarly, an additional note of concern when
interpreting these results is that of potentially inflated responses due to volunteer bias.
Individuals who volunteer to respond to surveys typically have higher need for social approval
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(Rosnow & Rosenthal, 2013). These volunteers tend to be more sociable and easily influenced
than non-respondents (Rosnow & Rosenthal, 2013). This means that the teachers who
responded to the survey may have had closer personal relationships with their principals, as
they are more sociable, leading them to perceive their principals in a more positive light, and
thereby rating them highly across all skills.
It is, however, evident that principals who have completed the PfP programme do
appear to possess the identified leadership skills. There are a number of other potential
influencers on these results, however, these pertain to all of the research questions and will
therefore be discussed overall in the limitations section. Despite these limitations, qualitative
research that has been conducted on PfP has found that principals’ leadership skills have
improved as a result of the programme. For example, principals felt that after the programme
they were more confident and experienced increase self-awareness in terms of how they treated
their staff (Jansen, 2015). Similarly, principals and their staff noted an improvement in
communication and listening skills, which led to increased trust of principals, team work, staff
participation and teacher empowerment (Conradie, 2016; Naidoo, 2015). The findings of this
quantitative research are thus in line with prior qualitative studies, that principals who have
completed the PfP programme exhibit the identified leadership skills to a large extent.
5.1.2 Research Question 2. The second research question was to determine whether
PfP principal leadership skills were related to teacher outcomes of motivation and engagement
(energy and enthusiasm). The results of this study revealed that the principal leadership skills
were related to teacher the energy aspect of engagement, and motivation, however, listening
with palpable respect and without interruption, measured by active listening, was the most
important predictor of the teacher outcomes. This result means that principals who exhibit
increased active listening skills are likely to have teachers with higher levels of energy and
motivation, over and above principals who exhibit the other skills. In contrast, the principal
leadership skills did not affect teacher enthusiasm.
Hypothesis 1. Hypothesis 1 stated that the principal leadership skills of divergent
thinking, listening, making people feel that they matter, assertiveness, role clarification,
reframing, and autonomy support, are positively related to teacher engagement. The results of
the study somewhat supported this hypothesis. Before further discussion on the meaning of the
results of this study, it must be noted that the engagement construct in this study did not mirror
the usual make-up of the construct, characterised by the vigour, dedication, and absorption
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subcomponents. In this study engagement consisted of two subcomponents, depicting teacher
enthusiasm and energy. The potential reason for the engagement items clustering in this manner
could be due to the unique context of teaching in under-resourced schools. For example,
teachers in under-resourced schools face different challenges than the typical teacher, such as
dealing with learners involved in gang violence, substance abuse, teaching in under-equipped
and overcrowded classrooms, and incidences of rape and abuse (Daniels & Strauss, 2010;
Maringe et al., 2015; Ngcobo & Tikly, 2010). These additional challenges mean that teachers
potentially require more energy than the average teacher. Similarly, many teachers in underresourced schools, or in rural contexts, often begin to exhibit feelings of hopelessness, apathy,
and emotional exhaustion in response to these additional challenges (Gloria et al., 2013;
Jackson et al., 2006; Ngcobo & Tikly, 2010). In order to combat these emotions, it is possible
that these teachers require a higher sense of enthusiasm in dealing with their work to avoid
becoming despondent and burnt out. It is therefore plausible that for teachers to be engaged in
these contexts, more energy and enthusiasm may be required than normal when dealing with
the engagement construct. Energy and enthusiasm were revealed to be two distinct components
of teacher engagement, and the results mirrored this distinction, in that the principal leadership
skills were associated with higher teacher energy, but not enthusiasm. In terms of teacher
energy, which consisted of feeling strong, vigorous, and full of energy, it was revealed that the
more principals exhibit each of the principal leadership skills, the higher teacher energy may
be. The results of the study also revealed that while all the leadership skills were positively
related to the energy component of engagement, only active listening was a significant
predictor. This means that while the other principal leadership skills can play a role in
increasing energy, active listening plays the largest role beyond the other skills. Furthermore,
these findings revel that if principals exhibit active listening, teacher energy is likely to increase
regardless of whether the other skills are present or not.
Research supported the relationship between each skill and engagement, but did not
highlight active listening as the most important (for example Balwant, 2016; Bodie et al., 2015;
Eatough et al., 2011; Gonzales-Morales et al., 2016). However, the positive relationship
between each skill and teacher energy found in this study is supported by previous academic
findings. For example, transformational leadership aspects, which were used to measure the
principal leadership skills of divergent thinking and replacing advice with curiosity, has been
shown to be positively related to engagement (Breevart & Bakker, 2017). In addition, being
attentive to subordinates’ needs, for example through the leadership skills of making people
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feel valued and listening with palpable respect, can lead to work engagement (Bass, 1994;
Breevart & Bakker, 2017). Furthermore, research on the Job-Demands Resource model states
that role clarity and opportunities to learn new skills are seen as characteristics that act as job
resources, that buffer job demands, and foster engagement (Bakker & Xanthopoulou, 2013;
Jackson et al., 2006). It was therefore expected that principals being able to assertively express
their needs, and clearly define roles, expectations, and deliverables, would act as role clarity
job resources, which in turn would increase teacher engagement. Similarly, the skill of shifting
conversations of “deficiencies” to “gifts” was expected to increase teacher engagement, as it
was seen as a job resource that provided teachers the opportunity to learn new skills, such as
positive reframing.
Research also supported the findings that active listening skills were important
predictors of teachers’ energy levels. For example, research shows that leaders who exhibit
active listening skills are perceived to be supportive, understanding, empathetic, trustworthy,
and caring (Bodie et al., 2015; Fischer-Lokou et al., 2016; Vickery et al., 2015; Weger et al.,
2014). It is therefore likely that teachers perceive their principals in this positive light,
improving their relationships, as well as providing support for teachers, leading to their
engagement. Additionally, principal active listening skills may increase teacher energy through
their role as a job resource. Jackson et al. (2006) state that job resources needed for an
individual to be engaged in their jobs include effective communication and positive supervisorsubordinate relationships. Given that active listeners provide a safe, and supportive, space for
others to discuss their concerns, it is highly probable that these skills generate healthy
communication and relationships between principals and teachers. It is therefore likely that
principals’ active listening skills serve as job resources, and specifically as a coping resource,
that buffer job demands, and their detrimental effects, and boost teacher engagement. A
possible explanation as to why active listening skills were more important in predicting
teachers’ energy beyond the other principal leadership skills is that active listening may have
overlapped with the function of other skills. As outcomes of active listening include followers
feeling understood, cared for, and supported, it is probable that principals’ active listening
indirectly fulfils the role of an additional PfP principal skill, for example, it may simultaneously
create a space for teachers where they feel that they matter and are valued. This perceived
supervisory support, as a result of active listening, may have produced favourable teacher
experiences such as increased positive affect, emotional support, and engagement (GonzalesMorales et al., 2016; Tucker et al., 2016).
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Results show that it is active listening that relates to teachers’ energy. Once active
listening skills are demonstrated the remaining six skills become superfluous. However, in
interpreting this result it needs to be considered that most of the existing literature on leadership
and engagement is conducted in the business, or corporate, sphere, as opposed to specifically
in the field of education. Furthermore, there is even more limited research on principal
leadership and teaching in under-resourced and rural schools in South Africa (Ngcobo & Tikly,
2010). Ngcobo and Tikly (2010) argue that ideals, and evidence, of effective leadership are
often researched in Western contexts, the results of which tend to be taken as universal, whereas
there is in fact limited evidence of what constitutes successful leadership in historically
disadvantaged and rural schools in South Africa. In addition, these schools are faced with
numerous unique challenges such as high rates of poverty, violence, HIV/AIDS, lack of
funding, and shortages of resources for the school, for example, adequate facilities and
textbooks (Bush et al., 2011; Ngcobo & Tikly, 2010). Bush et al. (2011) suggest that in these
circumstances principal leadership, although undeniably important, may be unable to
compensate for these numerous, and unique, challenges that teachers face in such contexts.
Additionally, Kalargyrou et al. (2012) define leadership as a phenomenon that is bound to its
specific context. It is therefore possible that using leadership skill measures that were not
developed in South Africa, nor for the particular context of under-resourced schools, could be
an explanation as to why active listening was so much more important for teachers’ energy
levels than the others. For example, given these contextual and socio-economic challenges that
teachers face daily in their schools, perhaps principals that exhibit active listening skills assist
teachers in overcoming the straining effects of these difficulties. Bodie et al. (2015) explain
that being able to disclose stress to an active listener can be a significant coping resource. They
further state that active listening has the ability to ease distress, improve relationships between
supervisor and subordinate, and enhance mental well-being. It is therefore probable that the
teachers, in the context of this study, who experience the numerous challenges of working in
an under-resourced school, valued the additional coping resource offered by their principals
when engaging in active listening. Furthermore, principal active listening may lead to teachers
feeling resilient, or capable of dealing with the multiple challenges they face, as a result of
feeling supported by their principals. This could be an explanation as to why active listening
had the strongest relationship with teacher energy. Lastly, because of the bureaucratic nature
of school organisations, teachers may feel that they do not have power or a voice in their
schools (Daniels & Strauss, 2010; Grissom & Loeb, 2011). Principal active listening may
alleviate these perceptions, as teachers are more likely to feel heard and valued. It is thus
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possible that principal active listening skills were revealed to be the most important predictor
in teacher energy, because it was most important, and beneficial, to the teachers.
In contrast to the argument above, the unique challenges facing teachers in underresourced school could be the reason why principal leadership skills were not related to teacher
enthusiasm. It is possible that teaching in these contexts may be emotionally overwhelming to
the point where principal leadership may not be able to improve positive emotion, such as
enthusiasm. Logically, it would be understandable that teachers who are faced with unruly
students who are involved in gangs and abusive, and abused, learners, coupled with a lack of
physical resources such as stationery, textbooks and teaching resources, may find it difficult to
be enthusiastic in teaching. Furthermore, teaching in overcrowded and dilapidated facilities
may also limit teachers’ ability to feel enthusiastic. However, in the questions added by PfP in
this study, the majority of teachers rated their school experience positively. These results
revealed a culture of respect and positivity, with teachers rating highly that they felt respected
at their school, that their school was a happy school, and that they felt positive toward their
school. It therefore would appear that the teachers who participated in the survey are
enthusiastic about teaching at their schools. Thus, the skills that were assessed may not be
related to enthusiasm, but other principal skills might. It is possible that perhaps the second
component may not have best reflected enthusiasm, or that teacher enthusiasm was not affected
by principal leadership, but perhaps other school-related experiences.
Hypothesis 2. Hypothesis 2 stated that the principal leadership skills of divergent
thinking, listening, making people feel that they matter, assertiveness, role clarification,
reframing, and autonomy support, together are positively related to teacher motivation. This
hypothesis was supported by the results of the study, and were the same as those for hypothesis
1, in that all the skills were positively related to teacher motivation, with active listening as the
single most important predictor. These findings reveal that the more a principal exhibited the
skill set comprising of the seven skills, the higher teacher motivation. However, the skill of
active listening can account for the increase in motivation over and above the other skills. This
means that if a principal exhibited active listening, the other leadership skills will not increase
teacher motivation further.
The results pertaining to this hypothesis were further similar to that of the first
hypothesis in that existing literature supported the positive relationship between the leadership
skills and motivation, but does not highlight active listening as a singular salient skill. For
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example, research supports the positive relationship between the principal leadership skills and
teacher motivation, through the ability of the skills to fulfil teachers’ basic psychological needs,
which can lead to intrinsic motivation. Specifically, the skills, divergent thinking and
replacement of advice with curiosity were categorized as transformational leadership
behaviour, which has been shown to support the fulfilment of the need for autonomy and
competence (Eyal & Roth, 2011; Roth et al., 2007). The need for autonomy explains the
psychological need of individuals to perceive the availability of choice in their actions and their
ability to act volitionally (Van den Broeck et al., 2016). The need for competence is
individuals’ need to develop their skills and experience a sense of proficiency in their job (Van
den Broeck et al., 2016). As both skills encourage teachers to challenge their usual problemsolving and thinking skills, teachers are encouraged to act more independently, increasing their
perceptions of control and choice over how they think and work (Eyal & Roth, 2011; Radel et
al., 2010; Roth et al., 2007). Similarly, challenging teachers’ thinking skills and encouraging
them to explore new problem-solving techniques on their own, teaches them new skills that
can play a role in teachers’ skill-development and efficacy, thereby increasing perceptions of
their competence (Brown & Ryan, 2004; Van den Broeck et al., 2016). In addition, the principal
skills of role clarification and assertively expressing one’s needs can play a role in increasing
intrinsic motivation through the fulfilment of the need for competence. Role clarification and
principals expressing their needs and expectations can ensure that teachers know exactly what
is expected of them, and how, to perform well at their jobs. It is likely that teachers are then
more able to achieve their work goals, experiencing higher job satisfaction and self-efficacy
(Eatough et al., 2011; Hassan, 2013). This increased ability to perform one’s job tasks and
perception of being adept at doing so, is likely to fulfil the need for competence. The positive
reframing skill of replacing conversations from ‘deficiencies’ to ‘gifts’ can also fulfil the need
for competence. This skill of positive reframing encourages teachers to shift their way of
thinking, and perceive negative events as positive opportunities to learn something new.
Positive reframing is beneficial in that it can reduce stress, depression, and negative affect,
while also teach a new way of thinking (Lambert et al., 2009; Lambert et al., 2012). It is likely
that this increases teachers’ motivation through fulfilling their need for competence, as they
will be increasingly confident in their abilities, and learned new skills, to deal with potentially
negative or stressful events on their own. Lastly, the principal leadership skills of listening with
palpable respect and without interruption and making people feel valued can fulfil the need for
relatedness and thereby play a role in increasing teacher motivation. The need for relatedness
is fulfilled when individuals feel part of a group, or connected to others in their surroundings
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(Van den Broeck et al., 2016). The principal skill of active listening is likely to fulfil this need
in teachers, as active listening creates an environment of trust, support, understanding,
empathy, and relational well-being between supervisor and subordinate (Slater, 2008; Vickery
et al., 2015; Weger et al., 2014). In addition, the skill of making people feel valued, defined as
individualised consideration and supervisory support, involves treating employees as separate,
and different, individuals who each require specialised attention and support (GonzalesMorales et al., 2016; Roth et al., 2007). This skill can increase subordinates’ perceptions of
feeling valued and supported in their jobs and that their supervisors care for them as individuals,
which is likely to strengthen their relationships and connections with their supervisors and the
organisation (Gonzales-Morales et al., 2016). It is therefore likely that these two principal
leadership skills enhance teacher motivation through the fulfilment of their need for
relatedness.
Despite the research supporting the findings of this study that the PfP leadership skills
were positively related to motivation, literature did not highlight the unique value of active
listening. Similarly, research shows that while listening skills are considered one of the most
imperative components of effective communication, there is no research that empirically
considers the relationship between listening skills and leadership (Riggio & Reichard, 2008;
Slater, 2008). However, research on active listening does allow for speculation as to why this
skill appeared most salient to teacher motivation. For example, research conducted on Deci and
Ryan’s (1985) Self-Determination Theory shows that for individuals to be intrinsically
motivated, as aforementioned, the three basic psychological needs have to be met (Brown &
Ryan, 2004; Roth et al., 2007; Van den Broeck et al., 2016). It is therefore possible to postulate
that active listening may have been the significant predictor due to the ability of the principals’
use of the skill, to fulfil these needs over and above the other skills. In other words, it is possible
that principals’ active listening has the ability to fulfil, and overlap across, all of the three
psychological needs of teachers, while the other skills targeted perhaps only one basic need.
While it has been shown above that active listening is likely to increase motivation through the
fulfilment of the need for relatedness, it is possible that it may also play a role in fulfilling
teachers’ need for competence and autonomy. For example, teachers may feel that they have
an increased capability in dealing with difficulties, as their principals, who engage in active
listening, may act as sounding boards to discuss these issues and potential solutions, while also
aiding in alleviating teachers’ distress. Similarly, teachers may feel more adept at coping with
challenges due to their perceptions of their, active listening, principals who empathise with
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them and offer them support, potentially making teachers feel less alone, and/or overwhelmed
by their difficulties. It is thus possible that active listening not only fulfils teachers’ need for
relatedness, but also the need for competence. In addition, the need for autonomy may be
fulfilled through active listening, as these skills can be empowering (Slater, 2008). For
example, as argued earlier, the bureaucratic nature of schools may cause teachers to feel
unheard or as inhabiting a role toward the bottom of a long chain of command. Through active
listening, principals that give teachers their undivided attention may empower teachers, as they
feel more valued and that they have a voice that is being heard. Furthermore, having a principal
that is available to listen to teachers and help alleviate their stress, may aid teachers in feeling
that they are actually able to cope with their stressors, providing a sense of autonomy.
In addition, active listening may be the most salient predictor of motivation due to the
context in which teachers work. As mentioned above, it is possible that principals’ active
listening skills played the largest role in predicting teacher motivation because this skill can act
as a support mechanism to buffer the deleterious effects of stressors involved in teaching in
under-resourced or rural schools. Having a principal available as a support system may prevent
these negative experiences, as teachers can use their principals as a coping mechanism to
disclose, and thereby alleviate, their distress. The skill of active listening may therefore be the
most salient predictor of teacher motivation because it is considered the most vital to teachers
to protect them from allowing their harsh teaching circumstances to overwhelm and demotivate
them.
5.2 Limitations
The first limitation of this study is that of the small sample size. Because a large number
of schools from the potential sampling frame did not choose to participate in the study, the
generalizability of the results from the five schools that did participate may be limited. In other
words, the ability to infer that the findings from the five schools are likely to reflect all of the
schools whose principals have participated in the PfP programme, is limited with the small
sample size. An additional potential limitation is the use of self-report questionnaires for
principals may have inflated results, as principals may have rated their leadership skills highly,
potentially in fear that PfP may view the results. However, the study attempted to protect
against these sample-related issues by using two sources of data collection, namely principal
self-rating and teacher rating of principals’ leadership skills, as well as ensuring the
questionnaires were anonymous.
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An additional limitation of, and possible explanation for, the small sample size is that of
the time over which data was collected. Data collection commenced on 16 August, which was
just short of half way through the third term. Two previous Masters’ studies conducted within
a similar context and sample, began data collection at the beginning of the third term and
received sample sizes of principals and teachers ranging from 117 to 217 participants (Price,
2016; Juhnke, 2016). It is thus probable that the current study data collection time frame limited
the sample size, as data collection did not begin early enough in the term. This can also be seen
in the subsequent follow up with principals who chose not to participate in this study. The
majority of principals that responded when contacted, stated that the school, and specifically
the teachers, were too busy with their work. Some stated that teachers were conducting
assessments, while others were busy with exams, and the principals did not want to overburden
their teachers with more administration. It is thus probable that a larger, and therefore more
representative sample could have been obtained if data collection had commenced at the
beginning of the third term. However, this was not possible, as there was a delay in the usual
response time from the Faculty of Commerce Ethics Committee in Research at the University
of Cape Town, which was required before ethical permission could be requested from the
different Departments of Education, which was in turn was also required before schools could
be contacted.
The final sampling-related limitation is that because the PfP programme changed in
2016, this study could only measure more recent cohorts, i.e. those who joined the programme
from 2016, with some principals only completing the programme in the year of the study.
Principals may not yet have felt they had sufficient opportunity, or time, to implement changes
and transfer the skills learned from the programme. This was indicated to the researcher by a
small number of principals when explaining their choice not to participate in the study. This
may have played a role in the low response rate, and small sample size.
In an attempt to combat the small sample size, follow-up emails were sent thrice by the
researcher and once by PfP staff in order to remind principals to complete the questionnaires
and encourage teachers to do so as well. However, this did not appear successful, as the sample
size, and response rate, remained small.
An additional potential limitation of the study was that of the research design. The
nature of the cross-sectional and correlational research design does not allow for causal
inferences to be drawn. Without a longitudinal, and/or an experimental design, it cannot be
determined whether principals’ leadership skills have improved from before the programme to
after the programme. However, given the one-year time constraint, a longitudinal study was
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not feasible. Furthermore, the lack of baseline principal skills data prior to the PfP programme,
prevented this study to be able to compare leadership improvement over time. Similarly, PfP
did not want to involve principals on the waiting list to take part in the programme, as a quasicontrol group, as they did not want to influence, or fatigue, principals before they joined the
programme. In addition, the scope of the study was not able to include objective teacher
outcome measures, such as absenteeism rates for example, which may have provided objective
information on how engaged and motivated teachers are.
Lastly, the developed scales used in this study may not have accurately measured the
PfP skills. Because PfP have conceptual definitions of their skills that are not based on
operationalised and previously measured skills, it is difficult to ascertain whether the measures
used truly reflected the skills that PfP seek to train. However, the items in each scale were
scrutinised to ensure that they logically appeared to reflect the PfP skill. Similarly, the
questionnaire containing all of the scale items was assessed by the PfP monitoring and
evaluation lead, who, once assisted in making necessary changes, agreed that the scales
sufficiently represented the necessary skills.
5.3 Practical Implications
This study offers a number of practical implications for PfP. Firstly, as it is the first
quantitative study that has been conducted on the programme, it can add unique and
supplementary statistical information to the results obtained by the existing qualitative studies.
In addition, this study can be used as baseline data for PfP to use in assessing the long-term
impacts of the programme on the schools, particularly those that participated in this study. This
study also highlighted the unexpected difficulty in accessing and recruiting participants. This
can be used to show perhaps there is a need for PfP to implement a monitoring and evaluation
component into the programme, while they still have direct access to the principals. For
example, PfP could implement questionnaires before the principals begin their formal
partnership and training, and on completion of the year-long programme, before they leave. In
addition, this study highlights the necessity of developing context-specific measuring
instruments, which can encourage PfP to develop operational definitions of the skills the
programme seeks to develop, in order to find the most appropriate way to measure them. Lastly,
this study can be used by PfP in decisions around tailoring the programme. This study points
out the importance of training active listening skills specifically, and that the other skills may
not be as important, for the improvement of teacher energy and motivation. If the PfP want to
increase teacher enthusiasm they need to consider additional, not yet trained skills.
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5.4 Future Research
It has been found throughout the process of this study that there is a dire need for more
leadership research to be conducted in the context of rural schools in South Africa. While there
are a small number of qualitative studies, no published quantitative research studies in this
context were found. This study highlighted the need for context-specific quantitative research,
so as to develop measures that can assess what effective leadership in rural schools looks like
in a more objective and generalisable way. Given the fact that staff working in schools within
this context face numerous, unique, additional challenges in their daily work, yet still remain
engaged and motivated, portrays the necessity to study this context further to understand how
this resilience occurs. In addition, this study highlights the need for more research on active
listening skills and the role that it plays in leadership within this context. This study found that
listening skills and leadership have been highly understudied, yet appear to be beneficial to
teachers working in rural school contexts. Lastly, this study can be used as a starting point for
future research on how to engage and motivate teachers, and perhaps other professionals,
working in contexts of multiple deprivation, using PfP’s leadership skills as such a starting
point.
Conclusion
The findings of this study support the PfP’s assumption that principals should have
active listening skills to be effective leaders, at least with regards to teacher energy and
motivation. The other assumed leadership skills do not seem relevant for teacher motivation,
energy and enthusiasm, but may be important for other outcomes. This dissertation has served
to show that principals who have completed the PfP programme, do appear to possess the skills
that the programme targets to train. Both principals, and their teachers seem to be largely in
agreement that the principals exhibit these PfP leadership skills. These findings are particularly
important in that they show that principals are able to exhibit these leadership skills, and
teachers are able to remain engaged and motivated, despite the fact that principals and teachers
in under-resourced skills work under conditions that are rife with poverty, violence, and
inadequate funding, resources, and facilities. Although causal conclusions cannot be drawn that
state the PfP programme is responsible for the presence of the principal leadership skills, this
study does show that principals who have completed the PfP programme do exhibit the PfP
leadership skills of listening with palpable respect and without interruption, generating as many
solutions as possible to a challenge, creating a physical environment, or space, that says to
people “you matter”, assertively express one’s needs, being able to define roles, clarification
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of expectations, and clearly define deliverables, shift conversations from ‘deficiencies’ to
‘gifts’, and replace advice with curiosity. This study also shows that all of these principal
leadership skills can be related to teacher energy and motivation, and thereby supporting that
PfP’s medium-term goal of energising and motivating teachers who may then express
enthusiasm for teaching and learning, engage in more professional development activities,
cover more curriculum, and reduce their absenteeism is feasible. However, the skill of active
listening has been highlighted as the most important principal leadership skill to teachers’, or
subordinates’, engagement and motivation, yet appears to be relatively understudied in
leadership research. This dissertation has highlighted the need for attention in under-resourced
schools, and through the PfP, the utility of targeting principal leadership as an opportunity for
school-wide improvement.
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Appendix A

Dear Principal

For my Masters in Organisational Psychology research dissertation at the University of Cape
Town I would like to find out how principals who have participated in the Partners for
Possibility programme lead at their schools. For this, I am collecting data from principals and
teachers on their perceptions of principal leadership. I would like to invite you to help me by
completing the attached questionnaire.
This study has been approved by the University of Cape Town Commerce Faculty’s Ethics in
Research Committee and the relevant provincial Departments of Education.
Your participation is voluntary and your responses are confidential and anonymous. You can
choose to withdraw from the research at any stage.
The questionnaire contains a total of 52 questions. These are printed on the front and back of
each page. It should take no longer than 15 minutes to complete.
If you would like to be entered into a lucky draw to win a R500 cash prize, please provide
your cell phone number at the end of the survey so that I can contact the winner.
The school with the highest response rate will win a R1,000 cash prize for their school.
Please contact me, Catherine Campbell (cmpcat001@myuct.ac.za), if you have any
questions.

Thank you for your participation.
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Instructions
Please tick the answer that you think most applies to you for each of the statements below.
Teachers at your school will receive a similar questionnaire.
For example, if most of the time you do not think that you are a good leader you would tick
the option “Once in a while”:
I think I am a good leader

Never

Once in a
while

Sometimes

Often

Always

There are no right or wrong answers, please try to answer as quickly as possible.
1.
2.

I communicate optimism
about the future
I express enthusiasm
about my teachers’ goal
accomplishment

3.

I articulate a compelling school vision

4.

I seek different perspectives
on problems
I encourage my teachers to come up
with new ways to solve problems
I facilitate my teachers’
understanding of problems in new ways

5.
6.

Never

Once in
a while

Sometimes Often Always

Never

Once in
a while

Sometimes Often Always

Never
Never
Never
Never

7.

I treat my teachers as individuals

Never

8.

I recognise the individual needs of
each of my teachers

Never

9.

I help develop my teachers’ strengths

Never

10. I value my teachers’ contributions to
the school
11. I appreciate extra effort
from my teachers
12. I consider my teachers’
values and goals
13. I want to know if
my teachers have any complaints
14. I take into account my teachers’
best interests when I make decisions
that affect them
15. I care about my teachers’ well-being
16. I am willing to help a teacher
if they need a favour
17. I care about my teachers’ general
satisfaction at work

Never
Never
Never
Never
Never
Never
Never
Never

18. I care about my teachers’ opinions

Never

19. I do not get distracted during
consultations with my teachers

Never

Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while

Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
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20. I am not distracted during meetings

Never

21. I listen attentively

Never

22. I give teachers time and space to tell me
their problems

Never

23. I use exploring questions

Never

24. I am good at leading conversations

Never

25. I express understanding non-verbally

Never

26. It takes me a while to figure out
how to express myself
27. If I disagree with someone, I tend to
wait until later to say something
28. I say what is on my mind
29. I just do not know what to say to people
30. I have a problem with
saying what I think
31. When emotions are involved, it is
difficult for me to argue my opinion
32. I speak my mind as soon as a thought
enters my head
33. I shy away from difficult conversations
34. I am comfortable in dealing with
conflict
35. I am able to give feedback in a nonoffensive way
36. My teachers know what their
responsibilities are
37. My teachers know
how their performance is judged
38. I have been trying to see
my challenges in a more positive light
39. When faced with a challenge I actively
look for available resources to
overcome it
40. I offer different choices to teachers
41. I give teachers the opportunity to solve
problems independently without
interfering

Never
Never
Never
Never
Never
Never
Never
Never
Never
Never
Never
Never
Never

Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while
Once in
a while

Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always
Sometimes Often Always

Never

Once in
a while

Sometimes Often Always

Never

Once in
a while

Sometimes Often Always

Never

Once in
a while

Sometimes Often Always

42. How many years have you been a principal?

_____________________

43. How many years have you been at your current school?

_____________________

44. What year did you complete the Partners for Possibility programme?
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45. What is your highest qualification achieved?
46. How old are you?

_____________________
_________________________________

47. What is your first language?
48. What gender are you? _________________________________
49. Did you attend the PfP workshops?
None of them

One of them

Two of them

All of them

50. How strong was your relationship with your business partner?
Not strong

Slightly strong

Quite strong

Very strong

Exceptionally strong

51. Are you still in contact with your PfP business partner?
Not at all

Rarely

Occasionally

Regularly

Very frequently

52. To what extent do you think that the PfP programme has contributed to your leadership
skills?
Not at all

Slightly

Significantly

Strongly

Very strongly

Could you elaborate on this impact of PfP on your leadership skills below?
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Dear Teacher
For my Master’s in Organisational Psychology research dissertation at the University of Cape
Town, I would like to find out how principals who have participated in the Partners for
Possibility programme lead their schools. For this, I am collecting data from principals and
teachers and would like to invite you to help me by completing the attached questionnaire so
that I can get an understanding of your experiences.
This study has been approved by the University of Cape Town Commerce Faculty’s Ethics in
Research Committee and the relevant provincial Departments of Education.

Your participation is voluntary and your responses are confidential and anonymous. You can
choose to withdraw from the research at any stage.

The questionnaire contains a total of 91 questions. These are printed on the front and back of
each page. It should take no longer than 20 minutes to complete.

If you would like to be entered into a lucky draw to win a R500 cash prize, please provide
your cell phone number at the end of the survey so that I can contact the winner.

The school with the highest response rate can win a R 1000 cash prize for their school.

Please contact me, Catherine Campbell (cmpcat001@myuct.ac.za / 0722119546), if you have
any questions.

Thank you for your participation.
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Instructions
These questions will be asking you to rate how you perceive your principal’s leadership
behaviours. Please tick the answer that you think most applies to you for each statement. For
example:
I think my principal is a good leader Never

1. My principal communicates
optimism about the future
2. My principal expresses
enthusiasm about goal
accomplishment
3. My principal articulates a
compelling school vision
4. My principal seeks different
perspectives on problems
5. My principal encourages us
teachers to come up with new
ways to solve problems
6. My principal encourages
understanding of problems in
new ways
7. My principal treats me as an
individual
8. My principal recognises the
individual needs of each of us
teachers
9. My principal helps develop my
strengths
10. My principal values my
contributions to the school
11. My principal appreciates
extra effort from me
12. My principal considers my
values and goals
13. My principal wants to know
if teachers have any
complaints
14. My principal takes into
account my best interests
when he/she make decisions
that affect me
15. My principal is available to
help me when I have a
problem
16. My principal cares about my
well-being
17. My principal is willing to
help me if I need a favour

Once in a while

Sometimes Often Always

Never

Once in a
while

Sometimes

Often

Always

Never

Once in a
while

Sometimes

Often

Always

Sometimes

Often

Always

Sometimes

Often

Always

Never
Never

Once in a
while
Once in a
while

Never

Once in a
while

Sometimes

Often

Always

Never

Once in a
while

Sometimes

Often

Always

Never

Once in a
while

Sometimes

Often

Always

Never

Once in a
while

Sometimes

Often

Always

Sometimes

Often

Always

Sometimes

Often

Always

Sometimes

Often

Always

Sometimes

Often

Always

Never
Never
Never
Never

Once in a
while
Once in a
while
Once in a
while
Once in a
while

Never

Once in a
while

Sometimes

Often

Always

Never

Once in a
while

Sometimes

Often

Always

Never

Once in a
while

Sometimes

Often

Always

Sometimes

Often

Always

Sometimes

Often

Always

Never
Never

Once in a
while
Once in a
while
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18. My principal cares about my
general satisfaction at work
19. My principal cares about the
teachers’ opinions
20. My principal does not get
distracted during
consultations/meetings
21. My principal listens
attentively
22. My principal gives me time
and space to tell him/her
about my problems
23. My principal uses exploring
questions
24. My principal is good at
leading conversations
25. My principal expresses
understanding non-verbally
26. It takes my principal a while
to figure out how to express
him/herself
27. If my principal disagrees
with someone, he/she tends to
wait until later to say
something
28. My principal says what is on
his/her mind
29. My principal just does not
know what to say to people
30. My principal has a problem
with saying what he/she thinks
31. When emotions are involved,
it is difficult for my principal
to argue his/her opinion
32. My principal speaks his/her
mind as soon as a thought
enters his/her head
33. My principal shies away from
difficult conversations
34. My principal is comfortable
in dealing with conflict
35. My principal is able to give
feedback in a non-offensive
way
36. I know what my
responsibilities are
37. I know how my performance
is judged by my principal
38. My principal encourages me
to see my challenges in a more
positive light
39. When faced with a challenge
my principal encourages me to

Never
Never

Once in a
while
Once in a
while

Sometimes

Often

Always

Sometimes

Often

Always

Never

Once in a
while

Sometimes

Often

Always

Never

Once in a
while

Sometimes

Often

Always

Never

Once in a
while

Sometimes

Often

Always

Sometimes

Often

Always

Sometimes

Often

Always

Sometimes

Often

Always

Never
Never
Never

Once in a
while
Once in a
while
Once in a
while

Never

Once in a
while

Sometimes

Often

Always

Never

Once in a
while

Sometimes

Often

Always

Sometimes

Often

Always

Sometimes

Often

Always

Sometimes

Often

Always

Never
Never
Never

Once in a
while
Once in a
while
Once in a
while

Never

Once in a
while

Sometimes

Often

Always

Never

Once in a
while

Sometimes

Often

Always

Sometimes

Often

Always

Sometimes

Often

Always

Sometimes

Often

Always

Sometimes

Often

Always

Sometimes

Often

Always

Never
Never
Never
Never
Never

Once in a
while
Once in a
while
Once in a
while
Once in a
while
Once in a
while

Never

Once in a
while

Sometimes

Often

Always

Never

Once in a
while

Sometimes

Often

Always
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look for available resources to
overcome the challenge
40. My principal offers different
choices to teachers
41. My principal gives teachers
the opportunity to solve
problems independently
without interfering
42. At my school,
I feel bursting with energy
43. At my school
I feel strong and vigorous
44. My job inspires me
45. I am proud of the work I do
46. When I get up in the
morning,
I feel like going to work
47. I feel happy when I am
working intensely
48. I am enthusiastic about
teaching
49. I am immersed in my work
50. I don’t put effort into my job
because I feel that I am
wasting my time at work
51. I don’t know why I’m doing
this job, it is pointless work
52. Putting effort into this job
aligns with my personal values
53. Putting effort into this job
has personal significance to
me
54. I put effort into my job
because the work I do is
interesting

Never

Once in a
while

Sometimes

Often

Always

Never

Once in a
while

Sometimes

Often

Always

Sometimes

Often

Always

Sometimes

Often

Always

Sometimes

Often

Always

Sometimes

Often

Always

Sometimes

Often

Always

Sometimes

Often

Always

Sometimes

Often

Always

Sometimes

Often

Always

Sometimes

Often

Always

Sometimes

Often

Always

Sometimes

Often

Always

Never
Never
Never
Never
Never
Never
Never
Never
Never
Never
Never

Once in a
while
Once in a
while
Once in a
while
Once in a
while
Once in a
while
Once in a
while
Once in a
while
Once in a
while
Once in a
while
Once in a
while
Once in a
while

Never

Once in a
while

Sometimes

Often

Always

Never

Once in a
while

Sometimes

Often

Always

Please tick the answer that you think most applies to you for each statement. The answer
scale is different for the following questions as they now require you to tick the extent to
which you agree with the statement. For example:
I think my principal is a good
leader

55. I feel respected by my
principal

Strongly
disagree

Strongly
disagree

Disagree

Neutral Agree

Disagree Neutral Agree

Strongly
agree

Strongly
Agree
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56. I respect my learners
57. My learners respect me
58. I make my learners feel
that they matter
59. My learners know that they
can talk to me and will be
heard
60. When conflicts arise at the
school, they are solved in a
constructive way
61. I am able to engage with my
learners’ parents
62. I am part of the decisionmaking at my school
63. I feel positive about my school
64. My school is a happy school
65. I feel that my school is moving
in the right direction
66. I feel that I can play a role in
the success of the school
67. The vision and mission are
guiding us in
our decision-making
68. I am happy to take on
additional responsibilities if it
is for the benefit of my school
69. I take responsibility for my
work and my contribution to
the learners’ learning
70. I have someone that I can ask
for advice in case of problems
71. When a problem arises, I am
usually able to solve it by
myself
72. I am comfortable when
someone expresses views
different to mine
73. I feel confident in my
classroom
74. I feel passionate about my
teaching
75. My learners feel stimulated
when they attend my class
76. I am mindful of the
needs of my learners

Strongly
disagree
Strongly
disagree
Strongly
disagree

Disagree Neutral Agree
Disagree Neutral Agree
Disagree Neutral Agree

Strongly
Agree
Strongly
Agree
Strongly
Agree

Strongly
disagree

Disagree Neutral Agree

Strongly
Agree

Strongly
disagree

Disagree Neutral Agree

Strongly
Agree

Strongly
disagree
Strongly
disagree
Strongly
disagree
Strongly
disagree
Strongly
disagree
Strongly
disagree

Disagree Neutral Agree
Disagree Neutral Agree
Disagree Neutral Agree
Disagree Neutral Agree
Disagree Neutral Agree
Disagree Neutral Agree

Strongly
Agree
Strongly
Agree
Strongly
Agree
Strongly
Agree
Strongly
Agree
Strongly
Agree

Strongly
disagree

Disagree Neutral Agree

Strongly
Agree

Strongly
disagree

Disagree Neutral Agree

Strongly
Agree

Strongly
disagree

Disagree Neutral Agree

Strongly
Agree

Strongly
disagree

Disagree Neutral Agree

Strongly
Agree

Strongly
disagree

Disagree Neutral Agree

Strongly
Agree

Strongly
disagree

Disagree Neutral Agree

Strongly
Agree

Strongly
disagree
Strongly
disagree
Strongly
disagree
Strongly
disagree

Disagree Neutral Agree
Disagree Neutral Agree
Disagree Neutral Agree
Disagree Neutral Agree

Strongly
Agree
Strongly
Agree
Strongly
Agree
Strongly
Agree
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77. I am able to work well
with my colleagues
78. I am given opportunities
to grow my professional skills
79. I am open to new ideas
80. I am able to try new methods
of teaching

Strongly
disagree
Strongly
disagree
Strongly
disagree
Strongly
disagree

Disagree Neutral Agree
Disagree Neutral Agree
Disagree Neutral Agree
Disagree Neutral Agree

Strongly
Agree
Strongly
Agree
Strongly
Agree
Strongly
Agree

Demographic Questions

81. How many years have you been a teacher?
82. How many years have you been at your current school?
83. Highest qualification achieved
84. How old are you?
85. What is your gender?
86. What is your first language?
87. Are you a member of the school management team?
Yes No
88. Do you know that your principal has been on the PfP programme?
Yes

No

89. Have you been personally exposed to your principals’ PfP business partner?

Never Once in a while Sometimes

Often

Always

90. Do you think the PfP programme has made a difference to your principal’s leadership
skills?
Not at all

Slightly

Significantly

Strongly

Very strongly
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Could you explain this impact further below?

91. Do you think the PfP programme has made a difference to you as a teacher?
Not at all

Slightly

Significantly

Could you explain this impact further below?

Strongly

Very strongly
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Appendix B
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Audrey.wyngaard@westerncape.gov.za
tel: +27 021 467 9272
Fax: 0865902282
Private Bag x9114, Cape Town, 8000
wced.wcape.gov.za

REFERENCE: 20170802 –3477
ENQUIRIES:

Dr A T Wyngaard

Ms Catherine Campbell
Unit 304 The Beaumont
12 Brooke Street
Claremont
7735
Dear Ms Catherine Campbell
RESEARCH PROPOSAL: THE RELATIONSHIP BETWEEN PRINCIPAL LEADERSHIP AND TEACHER OUTCOMES IN
THE PARTNERS FOR POSSIBILITY (PFP) PRINCIPAL LEADERSHIP SUPPORT PROGRAMME
Your application to conduct the above-mentioned research in schools in the Western Cape has been approved
subject to the following conditions:
1.
Principals, educators and learners are under no obligation to assist you in your investigation.
2.
Principals, educators, learners and schools should not be identifiable in any way from the results of the
investigation.
3.
You make all the arrangements concerning your investigation.
4.
Educators’ programmes are not to be interrupted.
5.
The Study is to be conducted from 03 August 2017 till 30 September 2017
6.
No research can be conducted during the fourth term as schools are preparing and finalizing syllabi
for examinations (October to December).
7.
Should you wish to extend the period of your survey, please contact Dr A.T Wyngaard at the contact
numbers above quoting the reference number?
8.
A photocopy of this letter is submitted to the principal where the intended research is to be conducted.
9.
Your research will be limited to the list of schools as forwarded to the Western Cape Education
Department.
10.
A brief summary of the content, findings and recommendations is provided to the Director: Research
Services.
11.
The Department receives a copy of the completed report/dissertation/thesis addressed to:
The Director: Research Services
Western Cape Education Department
Private Bag X9114
CAPE TOWN
8000
We wish you success in your research.
Kind regards.
Signed: Dr Audrey T Wyngaard
Directorate: Research
DATE: 02 August 2017
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Appendix C
Table 1C
Outliers that are greater and less than two standard deviations from the mean for the energy
component of engagement
Case number
40
44

Standardised
residual
2.09
-2.05

Energy

Predicted value

Residual

5.00
2.25

3.71
3.51

1.29
-1.26

Table 2C
Descriptive statistics of Cook’s Distances showing potentially influential cases on the
multiple regression model with the dependent variable energy

Cook’s
Distance

Minimum

Maximum

Mean

Standard
deviation

N

.00

.14

.02

.03

63
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Figure 1C. Normal P-P plot of regression standardized residual for the energy component of
teacher engagement.

96

Figure 2C. Histogram showing the distribution of errors in the regression model with
dependent variable energy
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Figure 3C. Scatterplot of the standardised residuals and standardised predicted values in the
regression model with dependent variable energy.

98

Appendix D
Table 1D
Outliers that are greater and less than two standard deviations from the mean for the
enthusiasm component of engagement
Case number

Standardised
residual

Enthusiasm

-4.31

1.00

20

Predicted value
4.20

Residual
-3.20

Table 2D
Descriptive statistics of Cook’s Distances showing potentially influential cases on the
multiple regression model with the dependent variable enthusiasm

Cook’s
Distance

Minimum

Maximum

Mean

Standard
deviation

N

.00

.37

.02

.06

63
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Figure 1D. Normal P-P plot of regression standardized residual for the enthusiasm
component of teacher engagement.

100

Figure 2D. Histogram showing the distribution of errors in the regression model with
dependent variable enthusiasm

101

Figure 3D. Scatterplot of the standardised residuals and standardised predicted values in the
regression model with dependent variable enthusiasm.
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Appendix E
Table 1E
Outliers that are greater and less than two standard deviations from the mean for teacher
motivation
Standardised
residual

Motivation

Predicted value

Residual

17

-2.71

3.25

4.61

-1.40

73

-2.18

2.33

3.43

-1.10

76

-2.60

3.00

4.29

-1.29

Case number

Table 2E
Descriptive statistics of Cook’s Distances showing potentially influential cases on the
multiple regression model with the dependent variable motivation

Cook’s
Distance

Minimum

Maximum

Mean

Standard
deviation

N

.00

.52

.03

.07

63

103

Figure 1E. Normal P-P plot of regression standardized residual for the dependent variable
motivation.

104

Figure 2E. Histogram showing the distribution of errors in the regression model with
dependent variable motivation

105

Figure 3E. Scatterplot of the standardised residuals and standardised predicted values in the
regression model with dependent variable motivation.
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Appendix F

Figure 1F. Factor analysis guidelines for small sample sizes given the component loadings,
number of expected components and number of variables taken from De Winter et al. (2009)

