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Abstract

This thesis examines the effects of principal's leadership style on teacher motivation and

identifies the motivational strategies if any being used in six schools belonging to Lebanese

missionary orders. Three of the schools in the study are located in Australia and three are in

Lebanon. The schools are managed by clergy, most of whom have qualifications in theology but

few have any qualifications in education.

The motivational theories of Maslow, Porter, Herzberg, Vroom, Locke, Turner and Lawrence and

McGregor provide the theoretical framework for the study. Both quantitative and qualitative

research methods are used in this study. While a questionnaire is the primary instrument for

data collection, interviews are also used to provide supplementary data and to allow for more

detailed analysis. Teachers in Australia and Lebanon completed a total of 102 questionnaires,

and 24 interviews were conducted with volunteer teachers.

The study found that the principal’s leadership style has both a direct and an indirect effect on

teacher motivation and performance, and the six primary motivational factors available to the

principals to influence teacher motivation are: leadership style, decision-making, teamwork,

recognition, personal regard and professional growth. These categories are not listed in order of

priority and should not be considered as distinct and separate. There is a seventh factor in

motivation, school reform or restructuring, which is discussed in relation to the Lebanese schools

in the study.

There are several outcomes of this study which may prove to be significant. Firstly, the results

from this study will help the principals of schools involved to understand their personal leadership

style by encouraging them to reflect on the impact of their styles on teacher motivation.

Secondly, the study provides crucial information that will be helpful to the Lebanese missionary

orders in the future selection of principals who are capable of motivating teachers and improving

schools. Finally, findings from this study provide information which hopefully, when applied, will

develop effective school leaders, improve teacher motivation and enhance schools’ educational

environment.

Possible avenues for further research are recommended.
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Chapter One Introduction

__________—______________
.———————————

Chapter One

Introduction

The study’s principal aim is to examine the effects of principals’ leadership styles on teacher

motivation, and to identify the motivational strategies, if any being used. This chapter gives the

background to the study, including the problems associated with creating an effective school in

today's competitive and market-driven environment. The topics discussed cover issues relating

to the research, such as purposes, approach, questions, assumptions, significance and

limitations of the study.

Background to the Development of Effective Schools

Recent global trends in educational management involve the creation of effective schools. In a

competitive market-oriented society, schools, like all organisations, are being forced to produce

results through systems of continuous improvement and effective management (Everard and

Morris, 1996; Fullan, 1993). Within effective schools, there is a need for productive staff and

progressive leadership. The small sample of schools observed and surveyed for this study face

the same pressure to achieve effective status as all schools across the globe.

Managing an effective school is a challenging task and one which has been the focal point of

many studies in recent years. Educators have been given a plethora of advice on ways to cope

with the multiplicity of problems of a rapidly changing social, technological, and industrial world.

Change is now the only certainty. Toffler (1980) signalled the emergence of this new society in

his book “The Third Wave". He suggested that a powerful tide was surging across much of the

world, creating new value systems, new technologies, new geopolitical relationships, new

lifestyles, and new modes of communication that demanded wholly new ideas, analogies,

classifications and concepts. This new situation demands a sensible increase in the level of

education (McRae, 1994) and that a new balance between group responsibility and individual

creativity be found.

____________________.____
_______—————
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Changes to the culture of work, such as the processes of decision-making, communication,

recognition, professionalism, teamwork and personal regard are currently transforming the

structure of the school system. They have also given rise to new relationships within school

organisations, particularly new models of leadership. These changes reflect a wider and more

comprehensive set of values shaping social reality in recent decades and require a different

approach to creating educational excellence. New and increasing demands are being placed on

educational administrators in that they need to develop new ways of thinking and new strategies

(McGaw et al, 1992). New administration, management and leadership skills are also needed

(D'Orsa and D'Orsa, 1997). Problems brought about by structural and cultural change are

complex and value-laden given the increasing participation of a variety of stake-holders in the

educational decision-making process.

The devolution of management responsibility at the school level means that schools are

becoming more organisationally demanding (Ainley, 1995). Rising expectations about higher

academic standards and the need for the schools to provide a greater variety of social education,

coupled with economic and political pressures for efficiency and accountability, add to the

already considerable workload on teachers and educational leaders. In the 21st century, special

talents and skills will be required of all educators, especially those in leadership positions.

Effectiveness is a central concept in the management of schools and school systems. However,

there is no uniform definition of an ‘effective school'. Definitions vary depending on the

orientation of those examining the issue. For instance, McGaw, Banks, and Piper (1991, p. 2)

suggest that “[a]n effective school is one that achieves greater student learning than might have

been predicted from the context in which it works". Similarly, Chapman (1991, p. 1) says “[a]n

effective school is one that promotes the progress of its students in a broad range of intellectual,

social, and emotional outcomes, taking into account socio-economic status, family background,

and prior learning". Murphy (1985) argues that an effective school must always have either

tightly coupled curricula or highly structured opportunities to learn. Rosenholtz (1985, p. 375)

argues that "[e]ffective schools meet the challenge of finding a balance between security and

stimulation through developing mechanisms which establish what good teaching is, then go on to

accentuate the importance of ongoing skills acquisition, define the standards by which teachers

____—________—___—______——.—
——-———————
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measure success in teaching, signal the need to develop new teaching skills and provide ways to

learn and improve”.

According to the Eltis Report (1995), "[slchooling depends more than ever on the quality and

professionalism of teachers". More specifically, Chrispeels (1996, pp. 303-304) identifies a

number of qualities characteristic of effective schools that were revealed fairly consistently

across studies. Typically, these include: clear school mission and strong academic focus; the

opportunity to learn and student time on tasks; setting high expectations and positive home-

school relations; frequent monitoring of student progress and program effectiveness; and a

positive, safe, and orderly learning environment.

Recent research (Ainley, 1995) on school effectiveness indicates trends towards decentralisation

and the emergence of the self-managing school. Purkey and Smith (1985) suggest a model for

creating an excellent school through the emphasis on firstly, classroom research on teacher

effectiveness; secondly, research into the implementation of educational innovation; thirdly,

research into school organisation which identifies the role of school culture in school

improvement; and finally, research into consistency between effective schools and the

experiences of practitioners.

Responsiveness and flexibility are closely linked to the organisational structure, staff morale and

school culture. Sashkin and Egermeier (1992, p.12) assert that this restructuring involves

“changes in roles, rules, and relationships between and among students and teachers, between

teachers and administrators and between administrators at various levels", that is, from the

school itself to the district office to the State administration.

Another factor in school effectiveness which Finn (1984, p. 518) mentions is “strategic

independence”. He points out that “[t]he central problem faced by policy makers who attempt to

transform the findings of effective schools into improved educational practice at State or local

levels is the tension between school-level autonomy and system-wide uniformity". Strategic

independence aims to overcome this problem by recognising the school as the key

organisational unit in the public school system, encouraging schools to be different (except for

the core of cognitive skills and knowledge) and devolving more budgetary authority to the school

level.
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Research by Coleman and Hoffer (1987) emphasises the importance of establishing the

strongest possible linkages between school and community. They examine the performance of

schools on key indicators and highlight the importance of what they term “social capital’ as a key

determinant of effectiveness. Sizer (1984) believes that one imperative for better schools is

giving teachers and students the opportunity to take full advantage of their different capabilities,

a situation which implies that there must be substantial authority in each school. Goodlad (1984,

p. 275) suggests “genuine decentralisation of authority and responsibility to the local school

within a framework designed to assure school-to-school equity and a measure of accountability”.

This school management technique requires a new system of motivation by which the

administrators keep teachers motivated and enthusiastic.

Research by Reynolds and Packer (1992) states that, in the 19903, the agenda for school

effectiveness researchers and practitioners will be broadened. in the first instance, the range of

outcomes expected from schools is likely to be significantly enlarged by the various

competencies required for employment, and by the further competencies necessary for

functioning in an information-oriented society. Secondly, the change in the nature of leadership

and management tasks required of teachers, particularly senior teachers, will be more market

oriented; for example, serving educational clients, resource management, program budgeting,

corporate planning, enhancing motivation, communication, planning and controlling. The

measurement of effectiveness will have three strands: pedagogical, psychological, and

organisational.

The link between education and the general economic well-being of individuals and the nation

has been the issue of extensive worldwide discussion in recent decades ( McGaw et. Al, 1993).

Schools are increasingly taking over the responsibilities which were once the domain of church

and family, to provide a whole range of life skills as well as preparation for vocational capabilities.

In both areas, the pedagogical emphasis is on developing creative, flexible, motivated individuals

who can participate fully in society’s activities. Another purpose served by creating an effective

school is to ensure a focal point where equality of educational opportunity is provided for all

students by the teachers who are working for the sake of the students in accordance with the

orientation of their principals (Reynolds and Cuttance, 1993).

_____—____—__
_____—__—___—

__——-——————
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Within the effective school model, there are three types of goals: academic, social and strategic

(Johnson, 1989). Academic goals are provided by state authorities and represent the academic

standards which must be achieved. Success for teachers and students is measured by testing

programs in which the accomplishments of students are judged according to set indicators.

Mastery of basic skills and fundamental processes are also seen as a necessity for intellectual

development. Social goals are obtained from the value system of society and represent the

basis for the production of good citizens.

The concept of developing ‘moral’ character is a social goal expected in an effective school.

Personal goals of emotional and physical well-being are viewed as being crucial in the process of

self-realisation. The effective school has, at the very heart of it, the need to develop a sense of

dignity in each student and staff member who passes through it. It aims to develop

compassionate, sensitive individuals who have a wealth of joy within themselves and the ability

to proclaim that joy to others (Townsend, 1994).

Strategic goals are derived from the educational marketplace which helps determine the

management of resources, financial considerations, budgeting requirements, types of services to

be provided, promotional activities, staff development needs, staff motivation and improvement.

Traditionally, schools have been structured on a rational, bureaucratic model characterised by

compartmentalisation and isolation. However, in the last decade a new model has emerged.

Kanter (1983) and Mulkeen and Cooper (1987) point out that this model is based on the

integration of organisational structure to bring about greater responsiveness and flexibility. The

motivation for this new model is the marketisation of educational processes. Bureaucratic control

and homogenisation is being removed and schools have to compete with one another to offer the

best product and service at an attractive price.

Two types of change drew market forces into the educational arena. As world markets become

increasingly competitive, there is a demand for different competencies in workers, and fiscal

constraints on governments force greater cost effectiveness on all government services.

According to Beare (1991), local empowerment is the means by which educational providers can

offer the degree of responsiveness clients demand, and the accountability governments need.
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Therefore, it can be argued that the imperatives of market-driven restructuring require school-

based management.

Research into effective schools provides useful insights into what constitutes an effective school

culture. Murphy (1985), Duignan (1986, 1987) and Erickson (1987) all provide important

indicators of the characteristics of an effective learning culture in schools. In this culture,

organisational members have a strong sense of purpose and vision for the future based on their

values and beliefs about what is fundamental to human life, the purpose of education, the nature

of curriculum, the way children learn and grow, and the nature of interpersonal relationships

(Starratt, 1986; Fullan, 1987).

A good leader is crucial to creating a vision for the school and encouraging an organisational

culture conducive to reflection, criticism, negotiation and compromise (Duignan, 1987;

Fullan,1987). According to Schon (1983, p. 165), successful educational leaders become

“agents of organisational learning". Good leaders also build effective networks and mould the

normal interactions of daily school life into dynamic yet focused outcomes. Dimmock (1991, p.

160) suggests that “more coordination and control among the elements of a school are a likely

consequence of school-based management. Less control from the centre might imply more

control at the school level".

Therefore, good leadership is vital for two crucial reasons. Firstly, to implement effective school-

level control and vision as well as to enhance teacher motivation. Secondly, to ensure that the

participants in the planning process (such as teachers, parents, and community) are properly

informed, do not exert undue influence, have an opportunity to provide feedback and are

involved in monitoring and reviewing outcomes.

Contiguous with good leadership, an effective school has a thoroughly professional staff who set

high but realistic standards, monitor their own effectiveness and are willing to be motivated and

innovative. Mortimore (1988) claims that such teachers are actively involved in whole-school

curriculum planning, but develop their own curriculum guidelines. They also claim that these

teachers participate in decisions on which classes they will teach and are consulted on issues

affecting school policy. Rowe (1991) argues that effective teachers are “organised, methodical,
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reflective, collaborative...[and]... are willing to try new ideas and adapt". As a school’s staff is

charged with the responsibility for implementing the major curriculum changes and new thrusts in

school improvement, it is crucial that they support the values espoused by the school and the

school system.

In a market—driven educational environment, the parents as consumers are going to have a

closer relationship with school-based management. The school must rely more heavily on

support from its local community and the parents are important linkages in this respect. McGaw,

Piper, Banks, and Evans (1992, p. 92) conclude that “if parents feel important in the education

process, they can be a great back-up and support for teachers' efforts — thus they need to be

constantly involved in the life of the school". Parents can be good public relations

representatives and advocates. They can also provide vital financial and resource support. Of

course, there are reservations about the types and levels of parental involvement. McGaw et al.

(1992) suggest that "guidelines must be defined to ensure that the school is not unreasonably

influenced by parent involvement or through pressure groups".

School-based management also affects students as consumers of the education product, albeit a

slightly different experience to that of their parents. A school that ignores the needs of students

will not be effective. McGaw et al. (1992, pp. 114-118) indicate that “students should find their

experiences relevant" and “students should be motivated to learn...encouraged to take risks in

order to stretch themselves in order to learn from their mistakes (and) to take increasing

responsibility for their own learning". To do this effectively, students require a sense of

belonging, self-esteem, development of personal and social skills and some input into the formal

decision-making structures through student representative councils.

There are many issues at the core of managing effective schools. Over the next few years, the

agenda will become more demanding. For instance, expectations about producing better

outcomes focused on developing ‘active’ individuals will increase significantly (Whitaker, 1998).

Reassessment of organisational processes in order to achieve the optimum in a student's ability

to think and learn must be addressed. The agenda will also include marketing, parental and
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community support, the need to keep staff and students motivated, the maintenance of healthy

staff and student relationships, and the ability to accept and deal with change.

Leading effective schools into the new millennium is about developing a school-based

management, administration and culture that focuses on its clients. These clients are teachers,

students, communities and parents. These groups have always been clients of the school

system but, in today’s highly skilled and competitive commercial and industrial environment, they

now have a new importance. They are making new demands for relevance, accountability and

participation in decision-making processes. Effective schools are the ones with responsive

personnel and those with the will to compete in the educational marketplace.

This study concentrates on a specific area related to the effects of the principal’s style on teacher

motivation that contributes to the school’s effectiveness. The principal's leadership role is well

documented in the effective schools’ literature (see Chapter Three). This study examines the

effects of the principal's leadership style on teacher motivation. Educational excellence requires

administrative leaders who have the ability to motivate their teachers to change or improve

themselves and who possess the ability to gain the commitment of their teachers to personal and

organisational goals. This study also will identify motivational strategies that are perceived by

the teachers surveyed to be valuable in improving their attitude, performance, motivation and

commitment to their schools.

Statement of the Problem

Motivation is a complex subject which has been the focus of much research in recent years.

Human behaviour is of great importance in today's highly competitive and rapidly changing

technological society. Theories of motivation are of interest to businesses seeking to extract the

best performances from employees and to educational providers striving to influence students’

learning capacities.

Teachers vary in terms of how much they do, how efficiently they do it and how much they

accomplish (Monk & Jackson, 1985). Research highlights that certain teachers are more

motivated than others (Wakim, 1995). However, there is much ambiguity reflected in the
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literature about what motivates teachers and what keeps teachers motivated. Solutions that

work in one situation may not work in another. Johnson (1986, p. 74) argues that the best ways

to motivate teachers have yet to be discovered. Further, he claims that “discovering what

matters to teachers and how best to motivate them for sustained and improved work is

apparently a complicated puzzle, one that has yet to be solved".

There is insufficient understanding of why some people do not work to their potential and why

there seems to be a continuous erosion of motivation. These enigmas about the bases of

motivation framed the research problem of this thesis. Teachers within schools belonging to

missionary orders are the target group. These schools were established by Christian orders in

Lebanon and in Australia. On one hand, the study reveals some highly motivated teachers who

continually attempt to improve their work performance, have positive attitudes and appear to be

satisfied with their job. On the other hand, the study also reveals a number of teachers who only

do the minimum to improve their performance, have a negative attitude and appear to be not

motivated and dissatisfied with their job. Therefore, the research poses the question: Is it the

leadership style of the principal that makes the difference in teacher motivation?

This study examines the theoretical bases of motivation and assesses the state of motivation

within the special group of schools being investigated. Suggestions are also made- about

particular motivational strategies for the improvement of the educational environment in these

schools. It may be possible to generalise the findings for use in a whole range of schools.

This research demonstrates that the teacher, as the deliverer of instruction, is a primary factor in

a school's performance and educational excellence. Educational excellence requires high

motivation from all teachers and through motivation, educational organisations can achieve their

goals (Levine, 1993). The difference between an effective school and an ineffective school will

depend, to a large part, on how motivated the staff are (Reynolds and Cuttance, 1993).

Successful schools have well-motivated staff who are encouraged to explore new avenues of

instruction, who welcome change and who desire to grow professionally. The most important

role in a successful and effective school is that of the principal as staff motivator and catalyst for

improvement (Louis and Miles, 1990; Leithwood, 1992). To be effective motivators, school
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administrators must know, and be able to utilise, the fundamental theories and strategies of

motivation.

Purpose of the Study

In modern, industrialised society, education and schooling play a crucial role in providing a

literate and socialised workforce and community. In recent decades, the pace of technological

development has considerably expanded theoretical knowledge and practical application to such

an extent that different types of organisations and individuals are required to manage new

techniques and ideas. The continuous nature of innovation, and consequent change of pace it

causes, demands that businesses, social organisations and individuals be very adaptable and

able to keep ahead by constant improvement. It also demands that they be prepared to take the

necessary steps to achieve success. Educational organisations and educational administrators

are a part of this setting.

In order for the contemporary school organisation to provide effective, quality education for this

technological and industrial society, educational administrators will need to develop leadership

skills to mobilise and motivate people, and to manage physical resources in a dynamic and

positive environment. Crowther and Caldwell (1992), in their book, “The Entrepreneurial School’,

argue that leaders will need to be creative, innovative, motivated and confident.

Principals need to develop an entrepreneurial spirit and positive political skills (Block, 1987).

These skills involve daring to question, to be creative, to be motivated, to be different, to take

risks and be lateral thinkers. Sergiovanni (1987) reveals that leaders are initiators of new

structures, procedures, and goals. To him, leadership implies change. He believes leaders are

active, influential people who change other peoples’ outlooks, moods and expectations.

However, Starratt (1993) states that a leader with passion and intensity will risk all in order to

achieve his or her goals.

The principal’s role in an effective school is to reflect on the changes occurring in wider society,

as well as in the school, and to turn these changes into challenges and creative opportunities.
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The primary aim of the study, therefore, is to examine the effects of the principal‘s leadership

style on teacher motivation, and to identify the motivational strategies. Everard and Morris

(1996, p.20) argue that in motivating people, leaders should be concerned with the needs and

potential of three parties. These are the group being managed, the individuals who make up that

group, and the clients of the school or other organisation.

Such knowledge will help administrators to introduce or enhance motivational strategies that will

have maximum impact on staff performance.

The objectives of this study are to:

1. examine if an influence exists between principal style and teacher motivation; and,

2. identify motivational strategies if used by the principal could influence teacher motivation.

Research Approach

Both qualitative and quantitative research methods are used. The main research instruments are

questionnaires and interviews. Triangulation and correlation techniques are used to ensure the

reliability and validity of the data collected.

The questionnaire and interview are designed to obtain the opinions of teachers about whether

the principal’s leadership style has an impact on their motivation, and to identify motivational

strategies. Comparative studies of schools are used as a basis for analysis of the information

gathered and to validate and correlate data collected.

This study is in two stages. In the first stage, three primary and secondary schools in Australia

run by Lebanese missionaries are examined. They are coded as White, Green and Yellow

schools.

In the second stage, three primary and secondary schools in Lebanon belonging to the same

missionary order are examined. These schools are coded as White1, Greenl and Yellow1

schools.
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Research Questions

The major focus of the study is on the effects of the principal’s leadership style on teacher

motivation, and on the identification of motivational dimensions. A survey of literature and of

previous research findings, conducted by the researcher at one of the three schools in Australia

in 1995, led to development of the three major research questions of the study which are:

1. Is leadership style a factor in affecting teachers” motivation?

2. What are the needs that influence teachers to perform professionally?

3. What principal/teacher—focused strategies could be used by schools principals to improve

teacher motivation?

These research questions are addressed through the collection and interpretation of data on the

experience of teachers and administrators involved in the schools under investigation. The

intention is to address the organisational needs of motivation, the conclusions of which can be

used to promote positive change in these schools.

Assumptions

There are three major assumptions underlying the problem of teacher motivation to be

researched in this study. Firstly, that leadership style is indispensable for motivating teachers.

Secondly, that teacher motivation is an important concept in the schools in the study and,

therefore, there is a need to better explore it, and finally, that principals in the schools in the

study consciously employ strategies to motivate their teachers.

Significance of the Study

The study is concerned with the effects of the principal's leadership style on teacher motivation

and the identification of motivational strategies in three schools in Australia and the three schools

in Lebanon. The outcomes of this study may prove to be significant for education providers who

are involved in developing and maintaining top quality staff, and the management of effective

schools.
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Results from this study could help principals in the schools investigated understand their

personal leadership style by reflecting on the results, and the impact of their style on the

perceived motivation of teachers, as well as on the missionary orders to which the schools

belong. The study may also assist the missionary orders to nominate or evaluate the principals

in their schools, considering the findings and recommendations of this study. This would

hopefully benefit the schools, teachers, parents and students.

The study also provides crucial information that might be beneficial to educational providers in

the selection of principals for schools undergoing restructuring. Restructuring increases the

need for schools to be led by principals who understand how to create quality change and who

are not only self-empowered, but also can create a climate conducive to the motivation of others

(Norris, 1994).

Improving at times of rapidly changing educational and societal circumstances will increase

school variability substantially because of the ways in which the schools will differ markedly in

their ability to cope with rapid, externally-induced changes (Reynolds and Cuttance, 1993). This

contemporary situation intensifies the need for schools to be led by principals who are capable of

dealing with the culture of schools as well as with their structure. They must deal with the deep

structure of values, motivation, relationships and interpersonal process, as well as with the world

of behaviour. School improvement practitioners should consider the crucial factor of teacher

motivation that lies behind successful improvement.

Missionary orders could use this information to design training programs that could more

effectively develop principals' awareness and skills by matching leadership style to different

situations and cultures.

Finally, findings from this study will indicate strategies which, when applied, may help to improve

teacher motivation, to assist the improvement of school leaders and enhance the school's

educational environment.
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Limitations of the study

The research sought to examine the effects of the principal‘s leadership style on teacher

motivation, and to identify the motivational strategies. In the process of pursuing this goal, a

series of limitations to the study became obvious. The first is that the small sample size of three

schools situated in Sydney's Western Suburbs and three schools situated in Lebanon, belonging

to and managed by Lebanese missionary orders, could be considered too small to be accurate.

However, as the study is focused upon schools operated by the same missionary orders, the

sample of three schools in each country is appropriate. The second limitation is that the

principals of the three schools in Australia were born overseas, have English as their second

language. At least one of these principals is not qualified in education and is not accustomed to

Australia's education system.

Definition of terms

The following terms are used extensively throughout this thesis and are defined below in order to

provide a guide as to the context in which they are applied.

Leadership style: Different ways for a leader to approach situations in order to influence

and motivate followers to achieve personal and organisational goals.

Teacher motivation: A complex combination of factors that energise and direct teacher

behavior towards achieving the school’s mission and goals.

School restructuring: The process of redesigning individual schools to meet the multiple

needs of their communities so as to improve educational

effectiveness.

Teamwork: “A group of people with common objectives that can effectively tackle

any task which it has been set up to do". (DuBrin, 1995)

Recognition: A kind of gesture or act given to a person as a reward or praise for a

job well done that will encourage the person to achieve their potential.
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Personal regard: Morale gestures such as trust, respect, sympathy and understanding

that influence the life of a person once they perceive these gestures

as being provided freely by others, particularly from the person’s peer

group.

Professional growth: Sum of activities carried out by the school to help staff growth. It is a

sophisticated process in which teachers improve their skills, beliefs,

attitudes, and knowledge.

Decision-making process: The setting in which staff members are given the opportunity to help

make decisions about their school.

Structure of the Thesis

The dissertation consists of eight chapters. Chapter One includes the background, purpose,

significance and limitations of the study. Chapter Two canvasses the major theories of

motivation and assesses their appropriateness to the study. it concludes with the conceptual

framework for the study. Chapter Three reviews the literature related to teacher motivation. It

focuses on central themes that many researchers have concluded are critical to teacher

motivation. These themes include the principal’s leadership style, decision-making, restructuring,

teamwork, recognition, personal regard and professional growth. The research for the thesis is

structured around these topics.

Chapter Four gives the context in which the study is conducted and includes a desoription of the

six schools that belong to the missionary order. Chapter Five describes the research

methodology and the two major research instruments used - a questionnaire and interviews of

teachers. Chapters Six and Seven analyse the data collected from schools in Australia and

Lebanon, and Chapter Eight compares and discusses the results of the studies of the schools in

the two countries, and summarises the findings. It also provides strategies and suggestions to

improve teacher motivation. The thesis draws conclusions and records issues that require

further consideration.
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Chapter Two

Theoretical Orientation

Introduction

Understanding motivational theories is very important for school administrators because it is their

role to energise, and direct the activities of the school executive, teachers, support staff and

students in the organisational setting of the school. The school organisation, with its many

participants, requires the administrator to have considerable sensitivity to the forces at work and

to the nature of the interdependent relationships of individuals in the group setting. Individuals

are striving to achieve personal goals at the same time as organisational goals. Knowledge of

motivational theories provides school administrators with a greater ability to motivate a team that

has diverse work and personal goals.

As human behaviour and the factors that influence it, like the amount and type of motivation, are

diverse, many theories have been constructed to account for them. Hoy and Miskel (1991, p.

168) point out that “[nlo one theory is currently able to understand and explain all of the elements

of motivated behaviour'. Theories of human motivation differ from each other because they are

based on different assumptions about the nature of human beings.

The theoretical framework of this thesis is composed of the work of Maslow (1954), Porter

(1962), Herzberg (1959), Vroom (1964), Locke (1968), Turner and Lawarence (1965) and

McGregor (1960). These are of particular relevance to understanding work motivation in an

educational setting, and are most applicable to this study. These theories focus on elements of

work that affect an individual's willingness to perform, especially when this willingness to perform

represents an obligation between employees and employers. Although many of these works

were written some years ago, they are still powerful, as they yield a basic framework for

examining the tasks undertaken by those in any school leadership position who might play a

motivating role (Turney et al., 1992). Each theory provides leaders with a different perspective

on what motivates individuals at work, and helps them to understand what factors energise and
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direct employees' behavior towards achieving the organisation’s mission and goals. If leaders

want to influence and maximise staff motivation, they need to develop motivational systems that

encompass aspects of all aforementioned theories. These theories are discussed below in

greater depth.

Maslow’s hierarchy of needs

Abraham Maslow, in 1954, proposed a theory of human motivation based on a hierarchy of

needs that act as driving forces to action. Maslow (1954, pp 80 - 92) suggested that people are

motivated by a number of needs and that they act specifically to satisfy those needs. This theory

is composed of five sets of goals or basic needs that are operating at all times in all human

beings. These needs are: physiological, safety, belonging, esteem and self-actualisation.

Maslow’s theory (1954, p. 93 and 97) includes two additional needs, the cognitive and the

aesthetic. Cognitive need is the need to know and understand. Aesthetic need encompasses a

desire or need to move towards beauty and away from ugliness. These two needs generally

have been omitted from Maslow’s Theory as it was applied to organisational settings. One can

only wonder what possibility the theory may have held for educational research if the cognitive

need had been included in Maslow's hierarchy. Maslow further proposed that these needs are

hierarchically related to one another and that people strive to satisfy lower order or basic needs

before moving to satisfy higher order needs. Once lower needs have been satisfied, the degree

of importance decreases. The process of striving for need satisfaction, accomplishing need

satisfaction and movement to the next level, continues until the highest level has been reached.

Maslow originally stated that an individual moves through the hierarchy in a step-by-step manner.

Once a lower level need is satisfied it ceases to act as a motivator. However, he later revised

the theory to state that individuals move through the hierarchy with unfinished levels of

satisfaction at lower levels. individuals could, therefore, be working towards need satisfaction in

more than one level at any given moment.

The first level, physiological needs, is the basic human necessity for sleep, hunger, thirst and

taste. These needs are usually taken as the starting point for motivation theory (Maslow, 1954).
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However, Maslow (1954, p. 81) argued that "it seems impossible as well as useless to make any

list of fundamental physiological needs, for they can come to almost any number one might wish,

depending on the degree of specificity of description". The second level, safety and security

needs, relates to an individual's desire for stability, order and structure. The third level,

belongingness, refers to the need for social affiliation and love. The fourth level, esteem needs,

relates to an individual's desire to have a positive self-image and to receive recognition from

others. These needs “lead to feelings of self confidence, worth, strength capability and

adequacy of being useful and necessary in the world". He added that "the most stable and

therefore most healthy self-esteem is based on deserved respect from others rather than on

external fame or celebrity and unwanted adulation" (Maslow, 1954, p.91). The fifth and highest

level is an individual’s desire for self-actualisation. The clear emergence of these needs usually

rests upon prior satisfaction of the physiological, safety, love and esteem needs. Table 1. below

describes the needs as well as psychological and physiological indicators for each level of

Maslow's hierarchy.

Table 1: Maslow's Hierarchy Of Needs

 

 

 

Needs Physiological And Psychological Indicators

' Level 5 : Self-actualisation or self-fulfillment Achievement of potential

' Maximum self-development, creativity and self-

expressnon.

' Level 4 Esteem needs Self-respect: achievement, competence and

confidence/ freedom/ independence

Deserved respect of others - status, recognition,

dignity and appreciation.
 

Level 3 Belonging, love and social needs Satisfactory associations with others laffection

Belonging to groups/ love

Giving and receiving friendship/affection.
 

Level 2 Safety and security needs Protection against danger and threat

Freedom from fear, anxiety and chaos

    Level 1 Physiological needs Hunger, taste, sleep, thirst, smell, sex, touch.
 

Source: Maslow, A. H., (1954). Motivtion and Personality. New York: Harper Brothers. (Adapted).
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Maslow (1954) argues that, for the majority of individuals, the first three levels (physiological,

safety and security, and belongingness) are usually satisfied and do not tend to motivate.

However, Owens (1995, p. 48) illustrates the paradigm case of the teacher who feels physically

threatened at school. This person is unlikely to be highly motivated to seek acceptance,

recognition or approval by peers until the more basic need for safety has been first met. If a

lower order need is left unmet, it re-occurs and dominates behavior. Owens referred to the lower

four needs in the hierarchy as deficiency needs because their deficiency motivates people to

meet them and, until the deficiencies are met, individuals find it difficult to respond to the higher

order needs.

The fourth and fifth level needs (esteem and self-actualisation) are rarely satisfied and hence

continually motivate. These are also referred to as growth needs and have the potential for

generating enormous psychic energy. Maslow (1954) argues that as a person strives to satisfy

the need for creativity, learning, autonomy, self-direction and self expression, their needs

expand. Maslow theorises that as few as one percent of the population actually reach the fifth

level, self-actualisation. It would seem that the cycle of personal growth is endless.

Research in a school setting based on Maslow’s theory indicates that the largest needs

deficiencies for professional educators are specifically higher level needs related to Maslow’s

esteem and self-actualisation needs (Trusty and Sergiovanni, 1966), as well as the need for

autonomy which was introduced by Porter (1962).

An understanding of Maslow's hierarchy will enable managers “to create a school climate and

working conditions that are responsive to the lower level needs of teachers for security,

acceptance and self—esteem. In turn, this will allow staff to focus maximum efforts upon self-

fulfilment through effective performance of professional tasks" (Turney et al. 1992, p. 215). This

theory implies that administrators and managers can create environments that promote need

fulfilment.
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Little research evidence, however, exists to support Maslow's needs theory (Lawler and Suttle,

1972; Rauschenberger, Schmitt, and Hunter, 1980). Critics of Maslow's theory feel the limited

support is due to lack of definitional clarity because the concept of need is so general and vague

(Wahba and Bridwell, 1973). This vagueness has resulted in various interpretations and the

difficulties have been compounded by measurement problems. Moreover, research reviews the

evidence and concludes that although of great popularity, need hierarchy as a theory continues

to receive little empirical support. Further, it highlights the available research should certainly

generate a reluctance to accept unconditionally the implication of Maslow's hierarchy (Korman et

al., 1977). However, despite this vagueness and criticism, Maslow’s theory continues to receive

greater attention in motivation studies and continues to enjoy wide acceptance in education.

This theory may be useful in helping principals to identify the kinds of wants or needs which are

important for the teachers motivation.

Porter’s revision of Maslow’s hierarchy of needs

Based upon the results of a previous study of perceived need satisfactions in management jobs

(Porter, 1961), Porter modified Maslow's theory of motivation by excluding physiological needs

because he felt that these needs were already met for the majority of American workers. To

Maslow's hierarchy, Porter (1962) added the need for autonomy, placing it between esteem and

self-actualisation. Based on this modification, Porter developed the Need Satisfaction

Questionnaire (NSQ). He concluded from his study in 1962 of 2000 management personnel that

an individual’s position within the management structure of an organisation (lower level

supervisory to presidential level) is directly related to the degree of perceived satisfaction, in

terms of self-actualisation, autonomy and esteem that the person experienced. Satisfaction of

these needs increases with the higher level of management. For instance, lower and middle

managers are less satisfied than their superiors. Porter's 1962 studies reveal that the position

held within the management hierarchy is related to the degree of perceived importance of needs,

that is, the psychological needs of autonomy and self-actualisation become increasingly

important for higher-level managers than for lower-level managers.
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Porter’s studies present a hierarchy of five prepotent needs (Porter, 1962, p.375). These needs

are first, the need for security (the lowest in the hierarchy), second, the need for affiliation, third,

the need for self-esteem, fourth, the need for autonomy and finally, the need for self-

actualisation. An illustration of Porter’s modification to Maslow’s hierarchy of needs is shown in

Figure 1 on the following page.

As illustrated in Figure 1, the first level, security needs, relates to a feeling of security in a job.

The second level, social needs, relates to the opportunity of getting along with co-workers in the

organisation. The third level, esteem needs, refers to the feeling of self-esteem and prestige that

a person gets from his or her work. The fourth level, autonomy needs, refers to the possibility of

being involved in the decision making process, and the fifth level, self actualisation needs, refers

to opportunity for personal growth and self development.

The most important level in the hierarchy for Porter is autonomy. As mentioned earlier,

autonomy needs refers to the individual's need to participate in the decision making process that

affects him or her at work, to exert influence in controlling the work situation, and to have an

effective voice in setting job-related goals. On the other hand, the work of Sergiovanni and his

colleagues (1973, pp. 58-59) alleges that no one can motivate insecure teachers by offering

them greater autonomy, or motivate teachers seeking autonomy by offering them security. This

appears as a critical situation for a principal who seeks to positively affect teacher motivation

through his or her practices.
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Figure 1: Hierarchy Of Work Motivation Based On Porter's Model

 

SELF-ACTUALISATION

Working at full potential

Feeling successful at work

Achieving goals viewed as significant

1]

AUTONOMY

Control of work situation, influence in the

  
 

organisation, participation in important

decisions, authority to utilise

organisational resources

1}

 

 

l. SELF-ESTEEM

Titles, feeling self-respect, evidence of

l g respect by others, status symbols,

recognition, promotions, awards, being

part of 'insiders’ group

 

 

i 1}

[ AFFILIATION

Belonging to formal and informal work

[I groups, friendships, professional associations

and unions, and. acceptance by peers beyond the

immediate organisation

 

1}

SECURITY

Pay, union, seniority, retirement plan, tenure,

 

such legal concepts as 'due process' and

‘fairness’, statutory and policy protection   establishing orderly evaluation and insurance plans

  
Source: Porter, L.W. (1962). Job Attitudes in Management. in Journal of applied Psychology. (Vol. 46, No. 6, pp.

375 — 384. (Adapted).
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Porter's modification to Maslow's model has particular relevance to education because “teachers

and students have expressed a demand for control over their work environment and, indeed,

over their destiny" (Sergiovanni and Starratt, 1979, p.134). The contemporary organisational

principles of self—government, self-direction and self-control make the addition of this need to the

hierarchy most relevant.

Herzberg’_s two-factor theory of motivation

The two-factor theory of motivation developed out of early research on job attitudes and

motivation by Herzberg, Mausner, and Snyderman (1959). Two hundred accountants and

engineers were asked to complete a Critical incidents Questionnaire in which they had to

describe any significant events at work that had improved and/or reduced their personal job

satisfaction.

The theory of motivation that developed out of this research became known as the Motivation-

Hygiene Theory. in this theory, one set of factors (motivators) act to increase an individual’s job

satisfaction while another set of factors (hygiene factors), if left ungratified, cause strong

negative attitudes and produce job dissatisfaction. The salient point is that an absence of

motivators does not alone produce job dissatisfaction, but motivators are crucial to producing job

satisfaction. Work satisfaction and dissatisfaction are not in opposition, rather, they are separate

and unrelated attitudes to work. Factors related to hygiene and motivators are illustrated in

Figure 2 on the following page.
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Figure 2: Job Satisfaction Continuum - A Graphical Representation Of The Motivation-quiene

 

 

Theom

(- (-) Dissatisfaction 1 Satisfaction (+) -)

Hygienes (Dissatisfiers) Motivators (Satisfiers)

Interpersonal relations - subordinates Achievement

Interpersonal relations - peers Recognition

Supervision - technical Work itself

Policy, administration and supervision Responsibility

Working conditions Advancement

Personal Life / feeling of unfairness     
Source: Herzberg, F., Mansour, B. and Syderman, BB. (1959). The Motivation to Work. New York: John Wiley

and Sons, Inc.(adapted). '

The motivators are much more likely to increase job satisfaction than they would to decrease job

satisfaction, but the factors that relate to job dissatisfaction infrequently act to increase job

satisfaction (Herzberg, et al., 1959, p.80). On the one hand, the three factors, work itself,

responsibility and advancement, stand out strongly as the major factors involved in producing a

high positive job attitude. Their role in producing poor job attitudes is by contrast extremely

small. On the other hand, company policy and administration supervision (both technical and

interpersonal relationships), and working conditions represent the major job dissatisfiers with little

potency to affect job attitudes in a positive direction (Herzberg et al., 1959, pp. 81—82).

Herzberg’s motivators, according to Turney et al. (1992, p. 215), “are closely linked to the highest

two of Maslow’s needs, while the maintenance factors clearly relate to the lower levels". Miner

(1980, p. 78) suggests that the five motivators are related and, when present, lead to personal

growth and self-actualisation. Hygiene factors, when provided appropriately, remove

dissatisfaction and improve performance up to a point, but will not produce positive feelings or

high performance levels.

Rather than focussing on the extent of deficient need satisfaction, like Maslow, Herzberg (1966),

in his motivation-hygiene theory of motivation, placed emphasis on two types of human needs:
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hygiene needs (potential to avoid dissatisfaction), and motivation needs (potential to satisfy).

The former can be viewed in terms of maintenance needs or lower order needs; the latter in

terms of higher order needs.

Lower order needs are those that are preventative and environmental (Herzberg et al., 1959).

They are extrinsic, lying external to the work content itself and include factors such as

supervision, company policy, working conditions, salary, working relationships, status and

security. Meeting these needs can help avoid job dissatisfaction; however, increased satisfaction

or motivation does not necessarily follow from having a surplus of these factors.

Higher order needs are those that have the potential to motivate people to higher levels of

achievement and performance and, hence, job satisfaction (Herzberg et al., 1959). They are

intrinsic factors inherent in the actual work being performed and include factors such as

recognition, interest in the work, growth and advancement. The more these needs are satisfied,

the greater the expected level of job satisfaction. In the conclusion to his research, Herzberg

(1968, p.56), states that “motivation factors were the primary cause of satisfaction and hygiene

factors the primary cause of unhappiness on the job".

Credibility in the two-factor theory of motivation is gained “from the fact that the two distinct

groups of factors associated with hygiene needs and motivation correlate very closely with

Abraham Maslow's hierarchy of needs" (Frase et al. 1982, p.68). Herzberg’s theory has a close

conceptual relationship with Maslow’s needs hierarchy, where factors in Herzberg's model

leading to positive job attitudes do so because of their potential to satisfy the internal need for

self-actualisation. Similarly, the physiological needs of Maslow’s model correspond to the

hygiene factors, or lower order needs of Herzberg's two-factor model as illustrated in Table 2 on

the following page. The two differ in that Herzberg's description of needs are not hierarchical.
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Table 2: Comparison Between Maslow's Theory And Herzberq’s Theog

 

 

 

 

Herzberg ' Maslow

a creative/challenging work a self actualisation

a possibility of growth El ego/esteem

MOTIVATORS CI responsibility

in advancement/recognition

CI status Cl ego/esteem

u interpersonal relations in social/belonging

*superiors 3 D safety/security

‘subordinates :1 physiological

MAINTENANCE * peers

FACTORS D supervision

:1 policy/administration

El job security

Cl working conditions

a salary

CI personal life     
Source: Turney, C., Hatton, N., Laws, K., Sinclair K., Smith, D. (1992), Educational management roles and tasks -

The school manager. Sydney: Allen and Unwin, p. 216. (adapted).

As illustrated in Table 2 above, Maslow concentrates on the general human needs of the

individual, while Herzberg focuses on the person in terms of how the job affects basic needs.

Both Herzberg’s theory and Maslow’s theory provide an important basis for understanding the

role of motivation in work organisations. Pinder (1984, p. 35) suggests that they have practical

utility for the design of jobs based on responsibility, achievement and recognition...".

Applied to an educational setting, Herzberg’s research has been tested by Wickstrom (1971) who

reported a study of teachers in the Province of Saskatchwa, Canada. Schmidt (1976), in

reporting a study of 132 high school principals in districts in the Chicago suburbs, confirmed the

two different needs factors of Herzberg's model. In ascertaining which factors are most likely to

motivate teachers to pursue instructional excellence, Frase et al. (1982, p. 68) state that

Herzberg’s “motivation-hygiene theory is the most valid source of information to work from".

Other researchers (Lawler, 1986; Miner, 1980) also acknowledge the usefulness of the theory in

an educational setting.
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Further research with teachers supports Herzberg's theories that extrinsic rewards are less

powerful motivators than intrinsic rewards. Lortie (1975) and Kottcamp, Provenzo and Cohn

(1986) find that teachers consistently rated extrinsic rewards such as money and fringe benefits

as less powerful motivators than intrinsic rewards, such as knowing that students learn from their

instruction. However, the complex and little understood links between extrinsic and intrinsic

forms of motivation have led other researchers to doubt the usefulness of Herzberg's and

Maslow’s Theories. Some of the hygiene motivators, like pay and status, contribute to higher

level effects such as self-esteem. Similarly, a study by Soliman in 1970 using Herzberg’s model,

reveals that individuals attributed positive achievement or recognition to themselves and

negative incidents to the environment.

Herzberg's motivational model has been replicated by Sergiovanni and Carver (1973) in an

educational setting. Their findings reveal that on one hand, achievement and recognition are

crucial motivators for teachers along with work itself, responsibility and the possibility of growth.

One the other hand, irritating administrative policies, poor relationships with colleagues, lunch

duty and paper work are dissatisfying factors. These findings are supported by this study’s

findings. This differs considerably from business employees. Hygiene factors, too, were different

for teachers and business employees, as there exists a different relationship between

subordinates and superiors. School principals can only address hygiene issues within their

control. It is not possible for most school principals to set pay rates and working conditions. Yet,

fundamental working conditions like class size and composition, resources and opportunities for

professional development contribute to the gratification of higher level needs (Turney et al.,

1992, p. 215).

There is criticism of the method-bound characteristics of the early research supportive of the two-

factor model of motivation. This is based on the replicability of the results occurring only when

the critical incident technique and in-depth interview method were used (King, 1970). Other

rating scales or questionnaire schemata do not support Herzberg's findings. The reliability of

Herzberg’s methodology is questioned, as well as the inconsistency of the theory by researchers

who take account of situational variables (James, 1992).
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However, from a descriptive point of view, the theory gives a good indication as to what an

administrator is likely to find amongst employees in terms of potentially important motivating

factors. Herzberg’s theory, despite the criticism, remains a powerful explanation of motivation in

the workplace. Factors listed as motivators and hygienes in Herzberg's theory would be helpful

in determining the effects of principals on their teachers motivation.

Vroom’s expectancy model

Vroom, in 1964, formulated a theory of motivation and job satisfaction associated with work

settings called the Expectancy Theory. Vroom’s expectancy theory of motivation focuses on

rational expectations by workers that rewards are likely to be the outcome of certain behaviors

(Vroom, 1964, pp.165-167).

Vroom's expectancy theory contains three concepts crucial to understanding the essence of the

theory. These three fundamental concepts are; valence, instrumentality and expectancy. Each

of these concepts constitutes a belief.

Valence is defined as " affective orientation toward particular outcomes" (Vroom 1964, p. 15).

Valence refers to the perceived positive or negative value, worth, or attractiveness that an

individual gives to goals, outcomes, rewards or incentives for working in an organisation. It is the

strength of a person's desire for a particular reward or the level of satisfaction the person expects

to receive from the outcomes or rewards, not the real value actually derived from them.

instrumentality refers to the perceived probability that an incentive will be fonhcoming after a

given level of performance or achievement. It is high when individuals perceive a strong

association between performance and being rewarded. Vroom suggests that individuals

consider instrumentality as a probability belief linking one outcome (performance level or

achievement) to other outcomes. The probability ranges from 1.0 (meaning that the attainment

of the second outcome is certain if the first outcome is achieved), through to zero (meaning that

there is no likely relationship between first and second) outcomes to -1.0 (meaning that the

attainment of the second outcome is in no way related to the first).
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At first glance, expectancy does not appear to be substantively different from the concept of

instrumentality: "An expectancy is defined as a momentary belief concerning the likelihood that a

particular act will be followed by a particular outcome" (Vroom, 1964, p. 17). Expectancy refers

to the subjective probability or degree of certainty that a given effort will yield a specified

performance level. Mathematically the probability can range from zero to one. When

expectancy falls to zero, the individual believes that effort is unrelated to performance and when

expectancy climbs to one, complete certainty exists.

To distinguish the essential difference between expectancy and instrumentality, the following are

critical: expectancies are perceived probabilities, while instrumentalities are perceived

correlations. The core of expectancy theory is that individuals are motivated to work hard when

they believe working hard is likely to result in desirable rewards.

An illustration of Vroom’s expectancy model is presented in Figure 3 on the following page. As

seen in Figure 3, moving from the top to the bottom, the force of motivation leads to an observed

level of effort or behavior by the person. Efforts combine with others factors to furnish the level

of performance. The probability to achieve performance is called expectancy. The

instrumentality of the performance acts as data to change the force of motivation in order to

attain certain outcomes (valence) that can be both intrinsically and extrinsically rewarding. In

brief, force motivation equals the product of expectancy, instrumentality and valence.
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Figure 3: Expectancy Theory Model By Vroom

 

Force of Motivation

FM = EZ(IV)

U
 

 

Effort or Behaviour

U
 
 

 

Expectancy (E)

U
   
 

Performance or Goal Achievement

Other factors: ability, task difficulty, climate

U

Instrumentality (l)

U

 

 

 

   Extrinsic and intrinsic rewards with valences (V)
 

Source: Vroom V. H (1964). Work and Motivation. New York: John Wiley and Sons. (adapted).

Vroom's theory views motivation as a response to an individual's need to achieve a specific goal.

Performance on the job, in his view, is a means by which the individual can achieve a personal

goal. Motivation comes into existence when outcomes or rewards being offered are perceived by

the individual as being desirable. it also comes into existence when an individual knows what

needs to be done to obtain desired outcomes, and when the individual feels confident in being

able to do what is necessary and is given the assistance needed to perform adequately (Vroom,

1964).

Since the mid 19605, expectancy theory has occupied a distinguished place in the study of

motivation at work. The expectancy model is a contingency approach to motivation that takes

into account the differences in the desires and needs of teachers (Sergiovanni, 1987). Nowday

(1978) found that school principals with higher expectancy motivation were more active in
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attempting to influence decisions. Herrick (1973) reported that schools with high centralisation

and stratification levels were staffed with teachers having low forces of expectancy theory.

Miskel, Defrain, and Wilcox (1980) conclude from their study of secondary and higher education

teachers that, in order to be motivated, teachers need to believe that they will be successful in

doing what is necessary to obtain desired rewards. These researchers advise administrators to

provide the conditions that enhance anticipation of rewards which teachers consider important.

One of the criticisms of expectancy theory is that it is unable to explain large variations in criteria

such as effort and performance. Another criticism is the complication of utilising the methodology

and criteria in the process (House, et al., 1974). Despite criticism of the theory, the theory tends

to have a certain significance for educational research as it is a good predicator of job

satisfaction and a popular model to explain work motivation

Locke’s goal-setting theory

Goal-setting theory, launched by Edwin A. Locke in 1968, received considerable attention as a

process model of work motivation. Three principles are consistent with Locke's goal-setting

theory. The first is setting up appropriate environmental conditions to increase the possible

accuracy of a particular behavior, the second principle is setting the goals so that the employee

knows what is expected of them, and the third is reinforcing employees for achieving these goals.

Two years later, Locke and his associates (Locke, Cartlidge and Knerr, 1970) refined the original

theory. According to Locke, a goal is simply defined as what an individual is consciously trying to

achieve. Locke's basic assumption is that an individual’s intention to achieve a specified goal

controls the motivating forces behind work behaviour. Therefore, goal-setting theory has an

effect on performance. Locke et al. (1981, p. 45) allege that “[g]oals affect task performance by

directing attention and action, mobillsing energy expenditure or effort, prolonging effort over time

(persistence) and motivating the individual to develop relevant strategies for goal attainment".

Extrinsic rewards could affect the level of commitment towards an accepted goal.

Locke (1969) concludes from his studies, conducted between 1966 and 1968 with college

students, that specific goals are superior to general goals and that accepted difficult performance

goals lead to greater effort than easy performance goals. In other words, the more difficult the
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accepted goal, the greater the level of performance. Locke (1968) claims that the degree of goal

acceptance of a specific goal may determine how easily a subject gives up when faced with

difficulty, stress or lack of pressure from the outside to achieve that goal.

Using the questionnaire technique and the 21-item Likert scale, Locke's five studies (1970) of

college students not only replicate the findings of his previous studies in 1968 but focus on the

relationship of goals to performance and the relationship of value judgments to satisfaction and

dissatisfaction. Locke’s studies significantly (p = .01) supported his hypotheses that firstly, the

closer subjects come to achieving their desired performance goals, the more satisfied they will be

with their performance. Secondly, subjects attempt to maintain performance levels that have

produced satisfaction in the past and modify their performance to the degree that their past

performances were dissatisfying, and finally, there is a positive correlation between goal level

and subsequent performance level.

Goal-setting theory is an inviting process that has great potential when applied to organisations

such as schools. In combining goal commitment with goal acceptance (that is, extrinsic factors

and participation choices), the theory provides a structure that managers and administrators can

put into practice to improve performance through motivation.

Goal-setting theory became increasingly popular during the 19703 as a process approach to

work motivation. Some important school practices were adopted that are implicitly based on goal

theory such as the modified Management By Objectives (MBO) technique (Drucker, 1954).

Behavioural objectives are also frequently used to guide decisions on instructional procedures

and course content. in an educational context, administrators and teachers jointly define their

common goals in terms of expected outcomes. These outcomes can then be used to assess

each member’s contributions. This approach assumes that employees will work harder and be

more effective in their jobs if they are given responsibility for developing personal goals in

relation to the organisation's goals, if they are encouraged to have autonomy over achieving their

goals and if they are involved in methods for evaluating their achievement.

Goal-setting theory offers powerful predictions for simple jobs with concrete, measurable

outcomes. It is less effective when tasks are complex and dimensions cannot be measured

quantitatively (Landy and Becker, 1987). As Miskel (1982, p.79) states “[gjoal setting techniques
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complement and enhance other theories of work motivation, including expectancy theory".

Miskel's criticism of Locke’s theory (1982) focuses on Locke's failure to specify what determines

the degree of goal acceptance and commitment. Nevertheless, Locke (1968) simply

acknowledged that the degree of commitment to a goal may determine how easily a subject

gives up when faced with difficulty, stress or lack of pressure from the outside to achieve a goal.

At a different level, Steers and Porter (1987) suggest that when the set goals are unfair or

unattainable, motivation may be reduced and result in poorer performance and dissatisfaction.

Although, Latham and Yukl (1975) found in their study support for the notion that goals increased

performance and that difficult goals, if accepted, resulted in greater performance than did easier

goals.

In an educational context, principals and teachers jointly define their common goals in terms of

expected outcomes. These outcomes can then be used to assess each member's contributions.

This approach assumes that if teachers are given responsibility for developing personal goals in

relation to the organisation’s goals, are encouraged to have autonomy over achieving their goals,

and are involved in methods for evaluating their achievement, they will work harder and be more

effective in theirjobs.

Job characteristics model of motivation

The job characteristics model is one of the more recent theories of work motivation. This

extrinsic theory has its foundation in a major study by Turner and Lawrence (1965) which

examines the relationship between certain objective attributes of tasks and employees’ reactions

to their work. This original model is based on six requisite task attributes: variety, autonomy,

required interaction, knowledge and skill required and responsibility. Turner and Lawrence hold

that the higher a job’s standing on these attributes, the more satisfied job-holders are.

This model was revised by Hackman and Lawler, in 1971, to consist of fourjob dimensions rather

than six task attributes. These are: variety, task identity/significance, autonomy and feedback.

The model was revised again by Hackman and Oldham in 1980. It is constructed on three
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concepts or psychological states found to be critical in determining a person’s work motivation

and job satisfaction: meaningfulness, responsibility, and knowledge. First, the sense of

meaningfulness represents the extent to which an individual experiences the job as being

valuable and worthwhile. For a job to be meaningful three crucial characteristics are required:

skill variety, task identity and task significance. Second, a sense of responsibility which involves

the extent to which an individual is personally accountable for the results of his/her work.

Autonomy is the major job characteristic that creates a feeling of responsibility. Finally,

knowledge of results is the extent to which an individual perceives and comprehends the

effective performance of his/her work. The focal point is on obtaining direct feedback from the

work. The concepts of the job characteristics model are outlined in Figure 4 on the following

page.

As shown in Figure 4, the first three dimensions, skills variety, task identity and task significance

combine to create purposeful work. If these three dimensions exist in a job, one can predict that

the incumbent will view the job as being important. The presence of the dimension autonomy

gives the job holder a feeling of personal responsibility for outcomes of the work and that, if a job

provides feedback, the worker will know how effectively he or she is performing. From the

motivational point of view, the model shows that internal rewards are gained by an employee

when they learn (knowledge of results) they personally (experienced responsibility) have

performed well on a task that she or he cares about (experienced purpose). The more these

dimensions are present, the greater the employee's motivation will be. Figure 4 also shows that

the links between the job dimensions and the outcomes are moderated by the employee’s skills,

growth need and context satisfaction. This means that employees with high moderators are

more likely to respond positively to the psychological states.
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Figure 4: The Job Characteristics Model Of Motivation
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Source: Hackman, JR, and Suttle, J.L. (1977). Work redesign. In Improving Life at Work. Illinois: Scott, Foresman

and Co. p. 129. (adapted).

According to the Job Characteristics Model, when the three psychological states are

experienced, the individual performs better and is motivated internally. Internal work motivation

occurs as a result of the positive feelings an individual experiences from performing effectively.

Hackman and Oldham (1980) find that the content of a person’s job is an important critical
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determinant of internal work motivation. Furthermore, by improving or enriching certain

characteristics of a job, internal work motivation can be increased.

The significance of the job characteristics model highlighted by Sergiovanni (1987, p. 250) is that

it provides principals with a conceptual framework to make informed decisions about the nature

and structure of the work of teaching. In this way, principals will be able to, firstly, encourage

teachers to perceive that their job is meaningful; secondly, enable teachers to determine the

actual outcomes of their efforts, thirdly, provide teachers with feelings of control and

responsibility over results; and finally, support teachers in becoming part of the school.

Sergiovanni views these conditions as being related to high intrinsic work motivation, increases

in quality performance, high job satisfaction and lower absence and turnover rates. The Job

Characteristics Model could provide a useful framework for examining teachers‘ motivation as

well as for observing the effects of principals practices on their employees.

Theogy X and Theory Y

in the late 19505, McGregor developed the thesis that the nature of personnel management

practices is largely the result of the assumptions that management makes about the human

beings within the organisation. He developed and compared two sets of contrasting assumptions

that he labelled Theory X and Theory Y (McGregor, 1960). In both, it is assumed that

management has the responsibility to structure the elements of the organisation so as to

facilitate the achievement of organisational goals.

In Theory X, McGregor (1957) says managers make assumptions about people. These include

that they lack ambition, dislike responsibility, prefer to be led, are self-centred, prefer to remain in

old ruts, are gullible and are less than bright. These assumptions lead to ineffective

management techniques because managers are then limited to motivating people through

control, salary, fringe benefits, security, threat of withdrawal or promise of increased rewards

(based on an assumption of the predominance of physiological and security needs). McGregor

suggests that these needs are not strong motivators because people in organisations have a

higher need for their social esteem and self-fulfilment needs to be met. Therefore they feel
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frustrated, discontented, alienated and poorly motivated. He advocates an alternative theory of

personnel management based on different assumptions, which he called Theory Y.

In Theory Y, McGregor advocates an approach to management based on the human needs of

belonging, esteem and self-actualisation. He says it is the responsibility of management to

provide structures that make it possible for people to feel accepted and valued and to feel that

they can best work toward their own goals by working towards organisational goals.

This approach is certainly consistent with the human resources approach advocated by Miles

(1965). Both McGregor and Miles assume a broad base of human competence in the

organisation which needs to be utilised. Through the process of utilising human potential, more

effective decisions are implemented. Consequently better motivated and performing personnel

are developed. These assumptions are particularly appropriate to the educational organisation

which requires creative and adaptive responses to a changing environment.

Conceptual framework

This review of the different theories of motivation indicates that the researchers have studied

different aspects of jobs from which to view motivational factors. The work of Maslow, Herzberg,

Porter, Vroom, Locke, Hackman and Lawler, and McGregor provides a useful infrastructure from

which to construct a conceptual framework for this study. Collectively, their theories catalogue

motivational factors and advocate the need for a broad perspective when trying to understand

why teachers behave as they do. From this review of the different theories of motivation, teacher

motivation can best be understood within a framework of diversity. That is, consideration must

be given to the way in which characteristics of the individual, the workplace and the organisation

can interact to influence the motivation of teachers in the workplace.

Teachers bring to their workplace differing interests, attitudes and needs. These individual

characteristics, coupled with the likelihood and desirability of rewards, can have a significant

influence on work motivation. Teachers’ individual preferences might influence the way in which

extrinsic rewards affect their motivation, effort and performance. Teachers' attitudes therefore,
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might play an important role in their motivation to perform. For example, teachers who have

negative attitudes towards their work would be less inclined to perform well.

Teachers' needs are crucial elements in the determination of work motivation, effort and

performance. Teachers who have a high need for achievement might be motivated to compete

against others in order to satisfy their need. Moreover, teachers with a high need for

achievement generally perform better than those who have lower needs for achievement. It

appears that this would support a strong argument in favour of administrators creating a positive

milieu that provides increased recognition, self esteem and opportunity for self actualisation for

teachers, whom Herzberg labelled “motivation seekers".

The leadership style of the principal is another factor that plays an important role in teacher

motivation (Mulford, 1996). Administrators, therefore, play an important role in determining the

level of teachers' motivation as they control the feedback and incentives that many teachers

perceive as rewards needed for their long-term satisfaction and motivation.

This conceptual framework has the potential to be used to demonstrate how a teacher's

interpretation of his/her experiences of working with principals, coupled with their own individual

needs can interact and influence work motivation. This conceptual framework is used to guide

the quantitative and qualitative investigation of what makes the differences in teacher motivation

in the six particular schools in the study.

Summary

This review of the different theories of motivation provides a background and framework for this

study on the effect of the principal's leadership style on teacher motivation, and the identification

of the motivational dimensions. The research on motivation theory established a theoretical

knowledge base from which to study the principal-teacher relationship. On examining the area of

staff motivation, it is evident that much of the literature pertains directly to those factors that

affect teachers' motivation. A plethora of research, particularly the research related to effective

schools, concerns the role principals play in creating successful schools that are characterised
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by highly motivated teachers. Many of the findings referred to in the literature discuss strategies

or techniques that administrators could consider if they are to understand fully what motivates

teachers and what exactly teachers value.

Interestingly any one theory of teacher motivation will fail to address all of the factors that

influence the motivation of teachers. Moreover, the aforementioned theories are not in

competition with one another. In fact, many of these theories presented in this chapter are

complementary. However, all of the facets of teacher motivation are covered individually as each

theory takes a particular perspective on motivation and then relates it to the needs of those

concerned. To date, no one motivational theory incorporating all the different views has been

developed. These theories served to guide the development of the questionnaire and, the

analysis of data by providing a framework for examining the effects of the principal leadership

style on teacher motivation and the identification of motivational dimensions.

If anything, this chapter indicates that leaders could influence employees' motivation by taking an

active role in energising their staff. Four conclusions are made here. Firstly, leaders can

influence the work' motivation of staff by creating a positive milieu that enhances and encourages

employees motivation. This reinforces the first objective for this study (Ch. 1, p.11). Secondly,

leaders are required to be sensitive to a number of staff needs, by identifying the appropriate

motivational strategies that influence staff performance. This, in turn, stresses the importance of

the second objective (Ch. 1, p.11). Thirdly, leaders are accountable to continually monitor

needs, abilities, goals and preferences of staff by establishing a solid channel of communication,

and finally, leaders need to provide employees with duties that offer task diversity, challenge and

various opportunities for realising their satisfaction and rewards.

In summary, the core theme of this chapter is that leaders need to be actively involved and

interested in teachers work at school. If motivation is to be directed and energised, principals

need to be aware of the needs, intentions, and goals of both the school and teachers and

support them. Failure to do so could affect teacher motivation in a negative manner.
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In the following chapter, a review of the literature related to teacher motivation is discussed with

a special focus on central themes that many scholars have synthesised which are critical to

teacher motivation.
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Chapter Three

Review of Literature

Introduction

The central aim of the present study is to examine the effects of the principal’s leadership style

on teacher motivation and to identify the motivational strategies. The literature reviewed in this

chapter examines the research already conducted into leadership in organisational and

educational settings. Several diverse perspectives of leadership are considered, however, there

is a distinctive emphasis placed on the importance of the transformational leadership style and

its multifunctional practices in unstable social and economic times and rapidly changing

organisational environments. Also this chapter focuses on dimensions affecting schools and

teacher motivation in an increasingly competitive, market-based society. Dimensions included

are school restructuring, decision-making, teamwork, recognition, personal regard and

professional growth.

A schematic diagram of the factors affecting teacher motivation as found in the literature

reviewed, in this chapter, is presented in Figure 5 on the following page. As can be seen in

Figure 5, the principal's leadership role is of central and critical importance for enhancing

motivation in general and that there are six other major dimensions such as, decision-making,

teamwork, recognition, personal regard, school restructuring and professional growth activities.

According to Figure 5 motivation can be seen to be multidimensional and bidirectional, flowing in

both directions between givers and receivers and has definite outcomes for teachers in terms of

affecting their motivation hopefully positively. The symbol of the circle in the diagram

emphasises that none of the six major dimensions identified by the research is more important

than the others and that effective motivation can only occur when all of the six major factors are

in operation in the organisational environment of the school.
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Figure 5: Factors affecting teacher motivation accordinq to the literature review
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The following sections of this chapter will consider each dimension cited in Figure 5 above and

the way in which it affects teacher motivation. The motivational theories presented in chapter 2

give us some insight into how individuals’ needs influence their level of motivation, whereas the

literature reviewed in this chapter gives us some insights into how challenging and effective it is

for organisations to use the different factors that could influence teacher motivation The first

dimension to be presented is leadership.
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Leadership

Leadership has traditionally been of greatest interest to researchers in the domain of

management. In recent decades, however, increasing importance has been placed on the study

of leadership by researchers in the field of educational administration. Leaders are

indispensable within any organisational setting. Bass (1990) noted that leadership made ‘the

critical difference' in the success or otherwise of organisations across the whole spectrum of life:

business, military, education and politics. Without doubt, organisations would be mediocre or

less effective without leaders, and in extreme cases, they would be unable to achieve their goals.

DuBrin (1995, p.XVll) asserts that “[w]ithout effective leadership at all levels in private and public

organisations, it is difficult to sustain profitability, productivity, quality and good customer

service...Researchers and teachers have demonstrated that leadership does make a difference".

In the school setting, leaders influence and inspire both teachers and pupils towards the

accomplishment of the school’s goals, which are composed of goals of all the stakeholders - the

principal and the executive, the teachers, the students and the community. Consequently,

"[l]eaders engage with followers in seeking to achieve not only the goals of the leader but also

significant goals of the follower” (Owens, 1995, p.119). This sensitive relationship between

leaders and organisations emphsises the importance of the “romance of leadership' notion to

develop a follower-centric perspective on leadership (Gronn, 1997; Meindl, 1995).

Considering the effects that leaders have on the organisational performance and consequently

confidence in an organisation, Meindl (1990) pointed out that it is very likely to attribute

organisational accomplishment or achievement to leaders when performance is extreme, either

very good or very bad. Moreover, it is more likely to evaluate organisational performance

positively when it could be attribute the performance to leaders. This signifies that, in terms of

the leader/follower/organisation relationship, leaders are likely to have a strong impact on both

organisations and employees. The romance of leadership, which highlights leadership as a

social construction, embraces the phenomenological significance of leadership to followers”

organisational practices. it is about “the thoughts of followers: how leaders are constructed and

represented in their thought systems. The romance of leadership perspective focuses on the
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linkage between leaders and followers as constructed in the minds of followers" (Meindl, 1995,

p.330).

The follower-centric social construction perspective on leadership stresses the importance of

leader prototypes (Gronn, 1997). This sheds some light on the images of leaders that followers

construct for one another, and take out of the forefront emphasis on the personality of the leader

as a significant, substantive, and causal power on the actions and thoughts of followers. Gronn

(1997) states that “leadership is an emergent, attributed status...and an influence deemed

legitimate by followers and leading is a symbolic activity defined as the framing of meaning". He

also argued that the romance of leadership must be culturally deep-rooted to account for

organisational performance. This current study, conducted specifically in the context of religious

missionary schools of the Maronite culture (Chapter 4), considers the notion of the romance of

leadership specifically to determine the effects of the principal's leadership style on teacher

motivation.

Although leadership is vital to all kinds of organisations and has been studied for decades, it is

still as mysterious as it is a sophisticated concept (Bass, 1990). Even after hundreds of studies,

there is still a lack of consensus among the researchers on exactly what leadership is and how to

define it. The following section examines some of the existing definitions of leadership.

Definition of leadership

The complexity that arises when defining the word ‘leadership' has amazed a huge number of

scholars. The plethora of works on leadership means that a definitive definition of leadership is

difficult, as leadership has been interpreted in many different ways over the years. Bass (1990,

p.11) states that "[t]here are almost as many definitions of leadership as there are persons who

attempted to define the concept". However, many scholars are reluctant to define leadership as

they fear that no one knows what leadership really is, so they see no point in defining it at all

(Rost, 1993).
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There seem to be four common components included in the majority of leadership definitions:

influence, organisational goals, vision and behavior (Burns, 1978', Hersey and Blanchard, 1988',

Gronn, 1996; Parry, 1996; Caldwell and Hayward, 1998). For instance, Bass (1960, p. 447)

believes that “[l]eadership is the observed effort of one member to change other members‘

behaviour by altering the motivation of the other members or by changing their habits". He

elaborated this definition in 1981 when he revised Stodgill's Handbook of Leadership stating that

“for the purpose of this Handbook, leadership must be defined broadly. Leadership is an

interaction between members of a group. Leaders are agents of change, persons whose acts

affect other people more than other people's acts affect them...leadership occurs when one

group member modifies the motivation or competencies of others in the group" (Bass, 1981,

p.16). More recently, there has been a remarkable emphasis on leadership as a social influence.

Bryman (1986, p2), in his review of a number of leadership definitions, noted that “the common

element in these definitions imply that leadership involves a social influence process in which a

person steers members of the group towards a goal".

Moreover, scholars remain divided over the definition of leadership as management. Though

some consider management and leadership to be part of the same dynamic (Yukl, 1989;

Duignan, 1988), others are careful to distinguish between leadership and management, as they

assert that management and leadership are clearly in some ways similar...but despite some

similarities, differences exist which make management and leadership very distinct (Sungaila,

1989; Kotter, 1990). However there is still ample evidence suggesting that organisational

performance is best achieved by a balance of good management and good leadership (Sarros et

aL,1992)

In summary, leadership definitions found in the literature are diverse and abundant but the main

element to be extracted for them all is that leaders engage followers to perform to achieve the

organisation's goals. Mazzarella and Smith (1989) conclude that leadership research has

changed significantly over the last fifty years. While early studies concentrate on what makes a

good leader and the traits of a leader, the ensuing focus is on identifying what is unique to

different styles of leadership and what are the best leadership styles for different situations.
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Leadership style

For several decades, the study of leadership has been a fascinating and principal part of the

literature on management and organisational behavior (Yukl, 1989). In recent years, especially

in 19903, transformational leadership has become a distinguished topic for many scholars in

psychology, management, sociology, and education (Gronn, 1997, 1996, 1995; Parry, 1996;

Bass and Avolio, 1994, 1989; Avolio and Bass,1988; Leithwood et al., 1996; Atwater and

Yammarion, 1992; Bass, 1990). Similarly, considerable research (Parry, 1993; Bass; 1990;

Conger, Kanungo and Associates, 1988; Duignan and Macpherson, 1992) has been done on

transactional leadership, charismatic leadership, and educative leadership. These theories

enable greater integration of the leadership literature and represent a significant step in the

understanding of leadership (Yukl, 1989). Nevertheless, there is a frequent overlap among these

various theories, notably between transformational and charismatic leadership theories, as there

is a tendency amongst scholars to consider them as synonymous (Bryman, 1992). The following

section discusses the importance of these theories in greater depth.

a) Transactional leadership

A transactional leader avows employees' needs and helps them to meet these needs in

exchange for enactment of work duty. By doing so, a transactional leader is able to take into

consideration the employee's self-concept and esteem needs, as well as endeavouring to the

employee's effort to achieve the desired performance and outcome (Yammarino, Spengler and

Bass, 1993).

Moreover, a transactional leader maps for the followers the procedure to satisfy their needs by

putting in place the necessary effort to complete the leader’s objectives. A significant paragraph

concerning transactional leadership is pointed out by Starratt (1993, p. 7):

Transactional leadership usually involves an exchange of some kind, a granted

request here for a future request there; a vote on this in return for a vote on that.

These exchanges are governed by instrumental values such as fairness,

honesty, loyalty, integrity. The transactional leader ensures that procedures by
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which people enter into these transactions are clear, above board and take in

account the rights and needs of people involved.

A transactional leadership is a leader who “recognises the role the follower must play to attain

the outcomes desired by the Ieader...and recognises what the follower needs and clarifies how

those needs will be fulfilled in exchange for the follower's satisfactory effort and performance”

(Bass, 1985, p. 13). This kind of leadership also deals with followers through two components

that determine their relationship (Bass, 1985): contingent reward and management-by-exception.

Contingent reward is the agreement between the leader and the followers on what the latter is

required to perform in order to be rewarded and praised. Podsakoff et al. (1990) highlight

positive reward behavior as contingent on followers’ performance leads to higher levels of

followers’ satisfaction and performance. Management-by-exception is a relationship between the

leader and the follower in which the leader intervenes if something is done wrongly by the

follower. The leader, in this case, intervenes by either providing negative feedback or

alternatively using contingent aversive reward. This can take one of two forms: either in the

active, in which the leader intervenes before a problem occurs in order to prevent the problem, or

in the passive, in which the leader intervenes after a problem has occurred in order to rectify the

problem and punish the follower (Howell and Avolio, 1993). The outcome of transactional

leadership is that "subordinates learn what they must do to gain rewards and to avoid

punishments through an exchange process with their superior" (Avolio and Bass, 1988, p. 30).

b) Transformational leaderslm

The Transformational leadership style has been widely addressed in the works of several

scholars (Bass and Avolio, 1994, 1990; Gronn, 1995; Lowe, Kroeck and Sivasubramaniam,

1996; Bass, 1995, 1985; Burns, 1978; Conger and Kanungo, 1988; Hater and Bass, 1988;

Howell and Frost, 1989; Yammarino and Bass, 1990; Howell and Avolio, 1993; Yammarino,

Spangler and Bass, 1993, Parry, 1996, 1994, 1993, 1992; Druskat, 1994). The origin of

transformational leadership emerges from the writings of Max Weber (1963) on charismatic

leadership and Downton (1973) on rebel leadership. Transformational leadership involves

creating a vision for an organisation that embraces the values and motivations shared by both
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leaders and followers. It also involves earning the trust of followers and their motivation to share

in and implement the vision. The quality of personal interactions determines the success in

collaboratively achieving the mission and goals of the organisation. Starratt (1993, p.7) states:

Transformational leadership, on the other hand, seeks to unite people in the

pursuit of communal interests beyond their individual interests. Motivating such

collective actions are large values such as freedom, community, equity, justice,

brotherhood. Transformational leadership calls members’ attention to the basic

purpose of the organisation, to the relationship between the organisation and the

society it serves. Transformational leadership attempts to elevate members’ self-

centred attitudes, values and beliefs to higher, altruistic attitudes, values and

beliefs.

Transformational leadership is seen when leaders elevate the interests of their followers; when

they provoke alertness and acceptance among followers of the mission and goals of the

organisation; when they advance followers to go beyond their own self-interests for the good of

the organisation (Burns, 1978). Burns (1978) also describes the transforming leader as one who

not only moves followers up on Maslow‘s Hierarchy (Chapter. 2, pp.17—20) but also moves them

to transcend their own self-interests. Similarly, Bass (1985) describes transformational leaders

as continually developing to higher levels and developing followers into leaders. Thus,

transformational leaders motivate followers to do more than originally expected. The

transcendent level of motivation is coupled to three factors of transformational leadership (Bass,

1990; Avolio and Bass, 1988; Hater and Bass, 1988).

Firstly, transformational leaders are seen as charismatic in the eyes of their followers. They have

great influence and power, inspire loyalty to the organisation, impose respect, and have a vision

(House, 1977). Charisma provides followers with a clear mission and encourages their

response. Followers seek to identify with charismatic leaders, and have a considerable degree

of trust and confidence in them. Charismatic and inspirational qualities have been tested at all

levels of organisations (Bass, 1990; Bass and Avolio, 1989).

The second factor of transformational leadership is individualised consideration. The leader pays

attention to followers' needs for personal growth. He or she sets a role model in order to elevate
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followers' needs and abilities to higher levels. Individualised consideration is a method of

communicating as well as mentoring and coaching followers. It yields for continuous follow-up,

gives feedback, and combines followers' needs to the organisational mission and goals (Bass,

1990; Bass and Avolio, 1989).

Finally, transformational leadership is intellectual stimulation. The leader helps followers rethink

rational ways to examine a situation. He or she arouses an awareness of their own thoughts, and

a recognition of their beliefs and values. Leaders are willing and able to show followers new

ways in solving problems as well as encouraging followers to be creative (Bass, 1990; Bass and

Avolio, 1989).

On the one hand, the individualised consideration and intellectual stimulation dimensions of

transformational leadership proposed by Bass (1985) are, to a certain degree, similar to the

higher-order “currencies of exchange‘ described by Dienesch and Liden (1986). They may be

demonstrated to followers only when the leader receives affect, stimulation, or commitment in

return. On the other hand, charisma, the third dimension of transformational leadership may not

be exchange-based (Bass, 1985). Charismatic leadership involves the articulation of vision, and

the sensitivity to the skill deficiencies of followers (Bass, 1985; Conger and Kanungo, 1988).

Charismatic leadership will be further discussed late in this chapter.

Despite the importance of charisma for transformational leadership, it is not enough for

successful transformational leadership, as Bass (1985, p. 31) precisely declared:

The deep emotional attachment which characterises the relationship of the

charismatic leader to followers may be present when transformational leadership

occurs, but we can distinguish a class of charismatics who are not at all

transformational in their influence. Celebrities may be identified as charismatic

by a large segment of the public. Celebrities are held in awe and reverence by

the masses who are developed by them. People will be emotionally aroused in

the presence of celebrities at all in any transformation of their public. On the

other hand, with charisma, transformational leaders can play the role of teacher,

mentor, coach, reformer or revolutionary. Charisma is a necessary ingredient of

transformational leadership but by itself it is not sufficient to account for the

transformational process.
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Despite the plethora of work on transformational leadership that shows that transformational

leaders are "good role models to others” (Parry, 1996, p. 32), the best leaders are indeed

transformational (House, Spangler and Woyke, 1991), and are highly effective in a variety of

organisational settings (Bass, 1985). It is argued'that transformational leadership is neither

another behavioral theory, nor is it inconsistent with the concept of contingency leadership. Yet

a key issue, the long-term connection between transformational and transactional leadership and

performance, has been ignored. This long-term linkage needs to be examined empirically in

research on transformational leadership.

Transformational leaders go beyond transactional leaders because they not only create the

vision but they motivate followers to be involved in defining and implementing organisational

change (Busch 1989, and Owens 1995). Therefore, transformational leadership is “qualitatively

different from, and ethically superior to, what appears to be crude manipulation and control"

(Gronn, 1995, p.16). The differences between transformational and transactional leadership are

not going to be treated in a form of comparison between these two leadership styles, but rather

according to their impact on the followers.

impact of Transactional and Transformational leadersm

As the principal aim of this study is to examine the effects of the principal's leadership styles on

teacher motivation and to identify motivational strategies, emphasis needs to be placed on the

effects of the transactional and transformational leadership on followers, rather than to stressing

the distinction in practices and factors between both of them. Nevertheless, it is crucial to

mention that Burns (1978) was the first researcher to specify the distinction between

transactional and transformational leadership. He claimed that transactional and

transformational leadership are at opposite poles of the same continuum, that is, a leader could

be either transactional or transformational. Bass (1985) disagreed with Burns on this point and

instead considered these two styles of leadership as being somewhat complementary, and that

both can be manifested by the same leader. Moreover, Conger, Kanungo and Associates (1988)

suggest that both transactional and transformational leadership could have the effect of

motivation on followers. Compatible with this view, transactional leadership is seen by
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Bass (1985) as being extended by transformational leadership in its effects on performance.

That is, the base for the expected level of performance is arranged by transactional leadership,

while transformational leadership is established upon that base performance beyond

expectations.

According to Bass (1985), these two forms of leadership have slightly different effects on

followers. Transactional leadership relies on contingent reward to get followers to achieve the

negotiated level of performance. In this case, the two parties, the leader and followers, reach an

agreement concerning what the followers are going to receive in return for achieving the

negotiated level of performance. Rewards are therefore provided when the agreement is

satisfactorily accomplished, and the relationship between the leader and the followers is likely to

be continued as long as the exchange is mutually rewarding. Some research (Klimoski and

Hayes, 1980; Podsakoff and Schriesheim, 1985) has shown that leadership style based on

contingent reward can positively affect followers' satisfaction and performance. Yet, other

research (Yammarino and Bass, 1990) has shown that the impact was negative in certain

circumstances.

At the opposite pole, contingent reprimand or management-by-exception, has a definite negative

impact on the satisfaction and performance of followers, especially if the leader lets problems

explode before taking any necessary action (Bass and Yammarino, 1991; Waldman, Atwater and

Bass, 1992). Contingent aversive reward serves to clarify roles for followers and, in this way,

represents an important feature of leadership (Yukl, 1989).

in contrast to transactional leadership, transformational leadership would result in a positive

feeling in followers that excites them to perform beyond the expected level of performance, as a

direct consequence of the leader’s influence (Bass, 1985). This occurs through the followers'

extra effort due to their commitment to their leader, their intrinsic motivation, and the sense of

mission that drives them to excel beyond the standard limits. By paying attention to followers'

self-interests and needs as well as their shared values, transformational leaders can motivate

followers to maximise their performance for a higher collective purpose, mission, ideal and vision

(Parry, 1994). Evidence about the effects of transformational school leadership has been
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provided by a number of scholars (Bass, 1985; Koh, 1990; Leithwood et. Al., 1996), some of

which have been highlighted by Leithwood et al.,(1996, p.820) who grouped them into “effects on

perception of leaders, effects on the behavior of followers, effects on followers’ psychological

states, organisational level effects and students effects". These effects will be explained more

fully later in this chapter.

The research into the relationship of followers’ satisfaction and leader effectiveness to

transformational and transactional leadership has shown that followers are more satisfied when

led by a transformational rather than a transactional leader (Bass, 1985; Ross, 1990;

Yammarino, Spangler and Bass, 1993). While both transactional and transformational leaders

are focused on achieving goals, the process by which this is done is completely different. Burns

(1978, p.20) suggests that "[l]eaders and followers raise one another to higher levels of morality

and motivation". Transformational leadership is a successful training tool for all kinds of

management (Bass and Avolio, 1990). However, charismatic leaders are also able to motivate,

influence and inspire followers in different organisational settings as will be discussed next.

c) Charismatic leadership

There exists considerable debate whether charismatic leadership is a distinct and separate

transformational leadership behavior. Bass (1985) proposed that the important dimension of

transformational leadership is charismatic leadership. Charismatic leaders are perceived as

trustworthy, highly confident and worthy of respect (Avolio and Bass, 1990). Under charismatic

leadership, followers are inspired to higher levels of motivation and performance in support of

organisational goals. Bass proposes that charisma is an essential transformational leader

behavior. An alternative view is that charisma is an attribute followers make of their leaders

(Conger and Kanungo, 1988).

The concept of charismatic leadership was introduced by Max Weber (1924/1947), who was the

first scholar to use the term charisma in order to describe a kind of social authority (Conger and

Kanungo, 1988). Weber (1978, pp. 241—242) defines the term charisma as:
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A certain quality of an individual's personality by virtue of which he is considered

extraordinary and treated as endowed with supernatural, superhuman, or at least

specifically exceptional powers or qualities.

According to Weber (1978) charisma is not internal in leaders; it is more about how the follower

relates to those leaders with regard to charismatic authority. Similarly, Conger and Kanungo

(1988, p. 24) state that “charisma is believed not to reside solely in the leader and his or her

personal attributes but rather in the interplay between the leader‘s attributes and the needs,

beliefs, values, and perceptions of followers". Charismatic leaders inspire in their followers

unquestioning loyalty and devotion (Bass, 1985). They have “extraordinary influence over their

followers, who become imbued with moral inspiration and purpose" (Bass, 1990, p. 184).

However, Avolio and Bass (1988) make the point that a purely charismatic leader may keep his

followers from personally growing as individuals. A purely charismatic leader may not want

followers to question what the leader says, while a charismatic leader who is transformational

will. That is why Yukl (1989, p. 226) raises the point of the “dark side of charisma". Another

criticism of the early work on charismatic leadership is that the explication of it lacked specificity.

Few attempts have been made to develop and test specific charismatic qualities such as vision,

acts of heroism, and the ability to inspire (Willner, 1984).

Several scholars (House, 1977; Bennis, 1984; Conger and Kanungo, 1988) attempt to identify

the personal characteristics of charismatic leaders. Conger and Kanungo (1988) highlight a

number of these characteristics: being radical, unconventional, risk-taking, visionary,

entrepreneurial and a role model. House (1977) identifies three: extremely high confidence,

dominance, and strong convictions in his or her beliefs. Nonetheless, among those elements

allied with charismatic leadership, two appear to be fundamental. "The first is the pattern of

abilities, interests and personal traits that is common to most charismatic leaders. The second is

the strong desire by followers to identify with the leader" (Bass, 1990, p. 188).

Yet, commentators notice the tight association of vision with charismatic leadership. It is argued

that the first point in exercising charismatic leadership is practising a shared vision of what the

future could be. Next, the visionary charismatic leader links followers' goals and needs to
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organisational goals. Conger and Kanungo (1988) allege that the charismatic leader evokes a

vision that the followers view as worthwhile his or her effort, which in turn increases their

commitment and motivation. Sashkin (1988) highlights three critical factors for visionary

leadership. Firstly, leaders possess cognitive skills that are necessary to originate a vision.

Secondly, leaders need to be aware of the essence of an organisational vision. And finally,

leaders need to have the ability to articulate the vision. This model of visionary leadership

means that followers, being a part of an organisation, are like clients who must want to buy the

leader’s vision and translate it into practice.

A model of four stages of charismatic leadership was constructed by Conger and Kanungo

(1988, pp. 27—28). In the first stage, the charismatic leader discovers deficiencies and

unexploited opportunities in the organisation and formulates an idealised strategic vision of what

the organisation needs to do. Leaders who propose small changes, however, may be effective

but would not be described as charismatic (Yukl, 1994). In the second stage, the charismatic

leader communicates the vision, indicating how it will move the organisation beyond the status

quo and motivates subordinates to commit themselves to the vision. In stage three, the

charismatic leader builds trust and establishes credibility in her or himself. Often, such leaders

use highly unconventional behaviors to achieve their vision. And, in stage four, the charismatic

leader shows the followers how to achieve the vision through empowering the followers and by

being a role model of the new non-conformist way of performing.

The charismatic leader uses praise and recognition to instill followers with the belief that they can

achieve the vision. Two factors seem critical for this success: the first is personal identification,

that is, the followers want to adopt and follow the leader, and the second is internalisation, that

is, the adoption of the leader’s values in such a way that he or she establishes the norms for

individual behavior (Yukl, 1994).

Research by Bass and his colleagues reveals that charisma is an important component of

transformational leadership (Yammarino and Bass, 1990). However, in different circumstances,

charisma has been distinguished from transformational practice, the reason being that

transformational leadership develops followers into becoming leaders rather than exciting them,
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as charismatic figures are inclined to do (Avolio and Bass, 1998; Bass and Avolio, 1990).

Studies show that charismatic leadership is a relevant predictor of leader effectiveness (Seltzer

and Bass, 1990), the work performance of managers (Hater and Bass, 1988), and business unit

performance (Avolio and Howell, 1992; Howell and Avolio, 1993). Therefore, in this study

charismatic leadership is included as a component of the principal‘s leadership style. This leads

me to look carefully at one of the theories that directly concerns the leader of an educational

organisation setting, that is Educative Leadership.

d) Educative leadership

With regard to educative leadership, Duigan and Macpherson (1992, p.4) put forward a practical

theory which is holistic and able to include the abstract concepts of ideas and reflection. They

say that this kind of leadership is necessary in educational institutions which have been

subjected to dramatic and sometimes traumatic reforms in recent years. They state that:

Educative leadership must closely respond to the cultural context, be critically

aware of the long-term practices of participants in the educational process...The

educative leader is one who communicates a sense of excitement, originality and

freshness in an organisation. We believe that an educative leader is a person

who challenges others to participate in the visionary activity of defining ‘rightness’

and preferred ways of doing and acting in education.

in addition, Duignan and Macpherson (1992, p. 47) also suggest that:

Leadership in education should contribute understanding of and respect for

genuine differences in needs, problems and opinions. It should facilitate the

learning that leads to such understanding within decision-making about

education as much as in classroom teaching and learning. Leadership in

education should be educative.

Therefore the educative leader is one who takes the initiative by creating opportunities to allow

participants in the change process to be reflective and to develop a personal understanding of

what change means for them; by encouraging stakeholders to form social groups to provide

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: Page 55



Chapter Three Review of Literature
 

mutual support during the change process; by providing opportunities for positive feedback; and,

by being sensitive to possible outcomes and providing mechanisms for follow-up.

Regarding the rationalisation of educational servies, Petit et al. (1990) recommend that educative

leaders accept three main responsibilities. Firstly, they should provide the processes whereby

educators can accelerate “double loop learning” (Argyris, 1982, p.162). Secondly, educative

leaders should provide the support services that help ameliorate the radical change (Macpherson

and Vann, 1996). Finally, educative leaders must also provide appropriate leadership services at

each stage of reorganisation.

The importance of this leadership style to this study is that educative leadership theory

developed in educational organisation settings, and the organisations that are being investigated

for this study are educational settings. Thus, the common ground between this study and the

educative leadership style is the educational settings as well as the impact or role of leadership.

This theory leads me to look at Sergiovanni’s leadership model which was also developed in an

educational context.

e) Serqiovanni’s leadership model

Leadership involves a combination of five forces according to Sergiovanni (1987, p. 66) who

recognised the need for these to be present in the role of the principal, especially if he or she

wants to make a difference to the life of teachers and to improve an organisation setting

(Sergiovanni, 1987). These five forces are firstly, technical talents for leadership in schools -

educational leaders should be competent managers who can provide planning, organising, co-

ordinating and scheduling and are skilled at manipulating strategies and situations to ensure

optimal effectiveness; secondly, human talents for leadership in schools - educational leaders

should be competent at developing the school’s social and interpersonal potential using human

relations skills and knowledge of how to appreciate and use the difference and diversity in the

people with whom they work; thirdly, educational talents for leadership in schools - educational

leaders should have expert knowledge in education and schooling; fourthly, symbolic talents for

leadership in schools - educational leaders should have the ability to maintain the focus and
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purpose of their school; and finally, cultural talents for leadership in schools - educational leaders

should be able to build a unique school culture.

In his leadership model, Sergiovanni (1984) distinguishes between strategic and tactical aspects

of leadership with a specific emphasis on tactics to highlight the effectiveness climate, and this

raises the concern of overlooked values and purposes. He also emphasises the relevance of the

symbolic talents that involves greater visibility on the principals’ part, associated with cultural

force which together create a special vision for the school as well as a special school culture.

Pertaining to this study, the human force of Sergiovanni's leadership is more relevant as, at this

level, the leader could establish a positive relationship with the staff, and good interpersonal

human skills to positively influence his or her followers. As the main aim of this study is to

examine the effects of the princiap's leadership style on teacher motivation, this level of force

associated with the others will be given special attention to examine the effects of the principals

on teacher motivation in the chapter eight. Particularly, principals at schools have greater scope

for leading than most managers do (Yukl, 1989) because they can appeal to the values, mission,

goals and the ideals of those in the organisation setting.

Principal’s leadership role in teacher motivation

The next factor to be examined is the role of the principal as the possible key to creating the

conditions for teacher motivation and satisfaction. Morris (1981, p.1) reports that teachers are

more motivated as well as satisfied with their work when principals have "...a firm sense of

professional autonomy and regard their staff members as competent, independent

professionals". The complexity of the role of the principal is a theme that is pervasive in the

literature (Chapman, 1991; Fullan, 1993; Webb and Vulliamy, 1996; Ehrich, 1998). This

complexity has been due in part to a range of pressures associated with increasing demands for

public accountability, diminishing resources and new sets of administration, and management

responsibilities (Chapman, 1991).
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Educational researchers such as Conger et al. (1988), Sergiovanni (1987) and Starrat (1993)

argue that the role of the principal can be applied to improving schools and the quality of

education as well as teacher motivation. Studies of leadership style and its effect on teacher

motivation (Hallinger and Heck 1995; Murphy and Beck, 1995) show that the behaviour of the

leader is an important factor in group effectiveness. This behaviour is defined by Simpkins et al.

(1987) as the principal providing his or her staff with opportunities to experience a sense of

achievement, recognition for their efforts, and opportunities for responsible advancement.

The principals leadership role is well documented in the literature of effective schools (Andrews

and Soder, 1987; Glasman and Heck, 1992; Hallinger, 1992, 1995). However, the

conceptualisation of principal leadership has evolved considerably over the last two decades

(Hallinger and Heck, 1996). Predominant notions of the principals’ role have emphasised the

instructional role of the principal (Scott and Teddlie, 1987; Hallinger and Murphy, 1986).

Concerns, however, were raised by a number of scholars regarding the concept of instructional

leaders (Hallinger and Heck, 1996). Moreover, the focus of attention has shifted greatly following

a number of recent studies on principal. leadership by Leithwood and his associates (1990, 1992,

1993), Leithwood (1994) and Silins (1994). These latter studies examined the transformational

and transactional leadership style of principals, and provided evidence that the form of

leadership perceived as most helpful by teachers involved in educational change is

transformational leadership, which has also been identified by a number of scholars as the kind

of educational leadership necessary to take schools into the third millenium (Fullan, 1991;

Leithwood, 1992; Sergiovanni, 1990). The influence of principal transformational leadership

practices on teacher commitment, for instance, through vision-creating and goal consensus—

building is stated by Leithwood (1994, p.93):

Our study draws attention, in particular, to how defensible are the school’s goals

in the minds of teachers as well as how compatible are such goals with teachers’

own personal/professional goals. Also crucial, however, are teachers’ views of

the school culture...Leaders should make use of those cultural-changing

strategies that are now becoming evident in recent research...these strategies

include, for example, selecting staff whose values reflects those considered
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important to the school, telling stories that illustrate shared values, using rituals

to express cultural values, and sharing power and responsibility with others.

Yet, the importance of principal transformational leadership is evident through his or her

perceptions of leaders, on followers’ behaviours, on organisational-level effects, and on students

(Leithwood et al., 1996, p.820—27). The effects on perceptions of leaders are most strongly

related to “charismalvisionlinspiration, intellectual stimulation, individual consideration and

contingent reward" (Leithwood et al., 1996, p. 822). The effects on followers highlighted by

Leithwood and associates (1996) are commitment, developmental press, control press, and

satisfaction while Helm (1989) pointed out the aspects of principal leadership contributing to

teacher morale including warm, informal positive relationships between principals and teachers

and the creation of opportunities for shared decision-making. With respect to organisational-

level effects Leithwood and associates (1996, p. 826) mentioned several factors about

tranformational principal leadership that were helpful in fostering organisational learning. These

factors are, particularly, “vision building, individual support, intellectual stimulation, modelling,

culture building, and holding high performance expectations”. The contributions of

transformational principal leadership to the organisational climate and culture have been studied

by several scholars (Vandenburghe and Staessens, 1991; Sashkin and Sashkin, 1990) who

claimed that transformational leadership contributes to more desirable school cultures and

climates. Little evidence has been reported concerning the effects on pupils, except the

mediated effects by teachers on students (Leithwood et al., 1996, p.827).

The success of school leaders, according to Ackerman et al. (1996, p. 1), relies on “...their ability

to see clearly the school's core functions, to evaluate events in light of these functions and to

help the members of the school community conduct their work and their relationships in ways

that serve these core functions". Bailey and Adams (1990, p. 28) assert that effective principals

have to make a conscious choice for leadership. They note that techniques for developing non-

bureaucratic leadership have to be identified and used on a daily basis to achieve a "...higher

level of educational excellence". Pellicer et al. (1990, p. 21) highlight the need for a strong,

collaborative leadership practice linked to advisory groups, and consider leadership in education

as "a shared responsibility", whereas, Sergiovanni (1996, p.173) argues that leadership for
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meaning is important. He states that “schools need a leadership that enhances meaning and a

leadership that helps people solve the vexing problems schools face. Leadership for meaning is

important because it provides the connections that enable parents, teachers and students to

know better who they are, and how they fit into a larger web of meaning and significance".

Research by Sergiovanni (1987), Conger et al. (1988), Crowther and Caldwell (1992), and

Starrat (1993), with regard to the princpals’ leadership role in motivating teachers, shows that a

principal can be an effective motivator of teachers by following certain methods. These are, for

example, understanding his/her own values, strengths and needs which are then used to set

personal goals. This will confirm his/her own motivations and self-concepts providing the

strength necessary to properly fulfil his/her challenging assignments. Displaying enthusiasm for

his/her work contributes to sustaining teacher motivation as well as maintaining and actively

exercising all channels of communication used by the school network of interpersonal

relationships: Understanding staff values - what is important to them professionally, collectively,

individually and if necessary personally; being able to identify the need levels at which each staff

member and the staff collectively are functioning; and finally, synthesising all of the above and

becoming involved with individual staff members, school departments and the school as a whole

as a catalyst in the goal-setting process. Goals must be realistic, must consider individual and

staff values, must utilise individuals' strengths, and be aimed at the fulfilment of both individual

and school needs (Mulford, 1994). Furthermore, Hatton and Sinclair (1992, p. 221), in their

chapter on the motivating role, in The School Manger highlight four tasks as a model that is

crucial for principals in order to motivate teachers. The first is “encouraging involvement", that is,

principals are a key players in ensuring that teachers are involved in working towards the

achievement of school goals. The second is “enhancing teaching conditions" which includes

meeting basic needs by addressing hygiene factors as well as meeting the motivator factors (see

Chapter 2, p. 24) that will improve the working conditions in the school as they provide practical

support. The third is “supporting individuals and groups" as principals have a responsibility not

only to share their vision with their staff, but also to provide encouragement, support and help

with problem-solving (Fullan, 1993). The final is "fostering climate and morale”, that is, principals

recognise that it is relevant to work with staff in order to create a good school climate.
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Particularly, there is an agreement in the literature that staffing stability contributes to a positive

school climate, which in turn can result in an increased commitment among teachers (Watson,

1989).

One of the principal’s roles in motivation in the effective school is to reflect on the changes

occurring in the wider society and to turn these into challenges and creative opportunities for

motivation (Crum, 1995). “[p]rincipais are expected to be expert human relations practitioners

who know how to handle people by pressing the right psychological buttons to get the job done,

while keeping morale up" (Sergiovanni, 1996, p.11). But motivation is one of many tasks the

principal must perform as a leader.

According to Sergiovanni (1996, p.158), “...effective leaders practice enlightened human

relations leadership that is sensitive to the needs of teachers and others and that would then

motivate them to accept and implement the desired changes". Therefore what teachers do

depends on what leaders do to them and on the interpersonal human relations practices of the

leaders. As a strong and effective motivator, the principal is “...characterised by a strong desire

for responsibility and task completion, vigour and persistence in pursuit of goals,

venturesomeness and originality in problem solving, drive to exercise initiative in social

situations, self-confidence and a sense of personal identity, willingness to accept consequences

of decisions and actions, readiness to absorb interpersonal stress, willingness to tolerate

frustration and delay to be able to influence another person’s behaviour and have the capacity to

structure interaction systems to the purpose at hand" (Hoy and Miskel, 1991, p. 254).

As I mentioned earlier, the role of the principal is becoming more complex, due to many factors.

One of these factors is the recent movement in educational change that began to involve

changing schools as organisation settings (Joyce, 1990). Improvement of an organisation

involves restructuring, and this requires the acceptance of new ideas and new ways of acting

(Heck, 1991). Also, research into motivation reveals the importance of factors additional to

leadership and the principal’s role. inclusion in the school’s activities is also very important to

teachers (Reynolds and Cuttance, 1993). The different ways teachers can be included have

been well researched over the years and contribute to a better understanding of teacher

motivation. One type of inclusive activity is decision-making.
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Decision-making

The best way to improve schooling is to improve the process of decision-making, an inherent

aspect of which is the enhancement of the capabilities of staff at the school itself (Dimmock,

1993). Therefore, principals should encourage and facilitate the skills of teachers in decision-

making. Teachers will view their place of work more favourably and, then create similar

conditions of positive involvement for their students. This finding is supported by Czubaj (1996,

p.378) who asserts that “when the working conditions of teachers remain conducive to the

interactive, dynamics of motivation, highly motivated teachers teach students to become highly

motivated themselves, repeating a positive, productive cycle". Once principals and teachers are

empowered to make decisions about how they will do their assigned work, they will be more

motivated, committed and satisfied.

Principals who include teachers in making decisions in schools will help those teachers to have a

sense of ownership as a result of their involvement in the decisions as Duttweiler (1986) states.

He suggests that once shared decision-making is the norm, principals will have a lighter

workload, fewer staff problems, less stress, and a smoother running school. in addition, Hitt

(1988) stresses that it is necessary for a principal to share power in order to gain power. Sharing

power has significant implications for principals. Nothing motivates an individual quite like a

sense of power over their own personal and professional life (Curtis and Rasool, 1997). Thus,

giving teachers some kind of power in the decision making process, especially those that relate

directly to their practices in classrooms, could boost their enthusiasm and motivation. Yet,

Czubaj (1996) highlights the importance of this power status by stating that when teachers are

not committed to the teaching profession, most leave the field, and one of the reasons given by

these teachers for not wanting to return to the profession is powerlessness in the decision-

making process, particularly in regard to important decisions.

However research into shared decision-making responsibility reveals some important provisos.

Firstly, the amount and frequency can have the opposite effect of that desired. Lipham (1981,

p.11) finds that “...excessive involvement causes frustration, whereas under-involvement creates

hard feelings. The sensitive principal strives for a condition of equilibrium". Secondly, other
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researchers report that participative decision-making may not suit every occasion and that the

more autocratic approach may be more effective in certain circumstances.

Involvement in decision-making generally has a positive effect on members of an organisation

(Chapman, 1990), because it increases productivity and enhances the feeling of ownership of

organisational goals (Adler, 1997). It also generates, as Adler (1997) states, a sense of team

spirit and the motivation for making better decisions for the organisation. in contrast a complete

lack of participative decision-making creates lower staff morale and poor decisions (Firestome

and Pennell, 1993). Teacher participation in decision-making has been advocated over many

years as a way of improving teacher satisfaction and the quality of decisions. Mohrman, Cooke

and Mohrman (1978) found that in an educational setting, the multi-dimensional approach to

involvement in decisions across all aspects of school activities resulted in greater extrinsic and

intrinsic teacher satisfaction and less role ambiguity. it can be concluded that teacher

satisfaction depends on the nature of the decisions being made, and the fact that the method is

participative.

Participating in the decision-making process can take place using different methods. For

example, Owens (1991, p. 227) suggests that participation is “mental and emotional involvement”

and “ownership" or “buying into" decisions, “it is genuine ego involvement not merely being

present and going through the motions”. This involvement motivates the participant and thus

releases his or her own energy, creativity and initiative and this is what distinguishes participation

from mere consent. The use of participative decision-making has two major benefits: better

decisions are made, and the growth and development of the individual teacher is enhanced.

These two benefits boost teacher motivation in that they may be better able to accomplish their

tasks effectively. Teachers, especially those who have the opportunity to participate regularly

and actively in making decisions, are much more likely to be enthusiastic about their school

systems than those who have limited opportunities to participate (Turney et al., 1992). Thus, it

can be argued that participation in decision-making increases a teacher’s level of motivation and

satisfaction and his or her enthusiasm for the school system.
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Specialists in the field of decision making have developed several ways of dealing with different

types of decisions. For instance, four types of decision-making Everard and Morris (1996, p. 45)

have identified are: autocratic, persuasive, consultative and co-determinate. The autocratic

decision is taken without consultation, then others are informed of what is to be done and what is

expected of them; the persuasive decision is taken before consultation and then sold to others, in

the consultative decision the views of others are sought and taken into account before a decision

is taken; and finally, co-determinate decisions are taken on either a consensus or a majority

basis. While the four types are broad, they point out the importance of differentiating between

each type of them. Obviously, problems arise in organisations where leaders expend much time

and effort to choose which decision type they should apply in their practices. Everard and Morris

(1996, p.40) list the problems involved in participative decision-making as: change; conflicts; the

risk of being wrong and being called to account; and, having to cope with a bewildering number

of facts and alternatives. Thus, sometimes this results in the total failure to make a decision, and

colleagues and subordinates are left frustrated and virtually paralysed by such inaction.

Research into effective schools, however, shows that effective principals have supportive staff

and they have faith in the competence of their staff (Stoll and Fink, 1994). With the regard to the

area of participative decision-making the research also reveals that support for the principal and

school is enhanced when the staff play some part in making decisions that affects their work

(Townsend, 1994). Hence, to solidify any decision collaborative work within an organisation

seems crucial for the successful implementation of decisions. Therefore, the next important

factor to be examined is teamwork.

Teamwork

The concept of working in teams has developed with the new style of corporate management

which has swept the business world in the last twenty years (Sundstrom et al., 1990). It is

central to the new type of organisation which is not hierarchical in structure but forms a cluster or

constellation around a central core of senior managers with a strategic focus. This core is

connected to peripheral units which are self-directed teams who relate to the core and each

other in a network (Stewart and Manz, 1995). This type of organisation is organised so that
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information flows among sections through the network of teams, and not up and down the

hierarchy of managers, so that there is a more egalitarian approach to work. The work itself is

achieved through a team effort by a sharing of skills in a collegial atmosphere. The self-directed

team functions under its own dynamics created by the team members who set aims, goals,

priorities, times, focus, outcomes and review, and evaluate the performance of individual team

members (Dunphy and Bryant, 1996).

Previous research on teams has focused on establishing how teams affect behavioral factors

such as job satisfaction, morale, and producativity (Hackman and Oldham, 1980; Reich, 1987).

Theoretical argument is often made in this research literature that these behavioral effects

should improve team performance. However, few studies measure the link to performance

directly. Yet, organisational performance is the ultimate criterion by which the utility of teams

must be judged (Dunphy and Bryant, 1996). In essence, it may be argued that for a more

differentiated model of team development and team performance measurement, a new agenda

for future research on teams is needed.

In educational settings, teacher teams provide new dimensions for managing school

organisations and for motivating and involving staff in the activities of the school community

(Evans, 1998). Teachers are partners in the school organisation and their effective motivation is

crucial to improving the quality of student outcomes (McGaw et al., 1992). The quality of team

activities, therefore, must be examined to determine how teamwork contributes to the motivation

of teachers. What follows will be an argument on the effects and influence of teamwork on

teacher morale and motivation.

Teams may provide an answer to the isolation experienced by classroom teachers. While the

day-to-day role performance by teachers may take place in relative isolation, "for many teachers,

the character, content and quality of this performance are directly related to the organisational

group life" (Sergiovanni and Starrat, 1979, p. 181). Organisational culture is what holds the

school together as an effective unit and gives it a distinct identity (Hoy and Miskel, 1991). Hoy

and Miskel (1991, p. 249) allege that the functioning of the work group within this culture is

crucial to its being positive and progressive due to "its high degree of trust and esprit and low
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disengagement". In this climate the “teachers work well together and are committed to the task

at hand”.

The more collaboration that occurs among colleagues in setting goals and discussing curriculum

and student behaviour, the more shared ownership evolves within the team (Turney et al., 1992).

Everyone has a sense of ownership, each team member becomes committed to the success of

the team and no one works in isolation. Simpkins (1982) argues that the sense of achievement

which comes through co-operative teamwork leads to justifiable cohesive pride. This in turn

confirms job satisfaction and sustains the overall morale of teachers. Thus, cooperative

teamwork seems to be another factor that adds to enhance teacher motivation and performance.

It was suggested by Turney et al. (1992, p. 229) that “[t]hose in managerial positions in schools

need to have first hand contact with staff team members working on particular projects”. Bates

(1983) and Watson (1989) also suggest that when teachers work together successfully on tasks,

they experience an increased sense of commitment and are likely to stay longer as members of

the staff of a school. Then the school can avoid the dilemma of high turnover of teachers and,

consequently, school can benefit from them to yield greater education for students.

Teams are an essential part of modern organisations, especially those undergoing rapid change

(Adler, 1997). Most schools operate with an administrator at the top and with a team of teachers

below, this provides the obvious place to improve effectiveness. Sergiovanni and Starratt (1979,

p.189) discuss group effectiveness in an educational setting. They say that group effectiveness

comes about because the members of the group interact well and are competent to undertake

the group's tasks. Therefore, interactive effectiveness and task effectiveness are both necessary

to ensure job satisfaction and to provide the kinds of rewards that will nourish professionals.

While teams can be a positive influence on morale and creativity within the organisation, they

can also produce a negative effect. Merenbloom (1996) and Trimble and Miller (1996) point out

that putting people into teams can disrupt the harmony and equilibrium of the work environment

and cause tension in the group. Teams can also waste time if the group is not focused on a goal

or have not been properly trained on how to go about teamwork. To avoid this negative

possibility, some techniques were suggested. Firstly, team members need to learn to think and
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function as a unit. Secondly, teachers must be given time for both team planning and in order to

fully implement the team process. Thirdly, a “block-of-time" schedule must be set aside for team

meetings, and a core and elective members must meet on a regular basis. And finally, teachers

need training in conflict resolution (Merenbloom, 1996, pp. 51-53). These suggested techniques

were not the ideal solution, because they ignored the role the principals play to avoid a crisis

between teamwork members. Other scholars provide different methods that can be useful for

principals to empower and sustain effective teamwork. Some of these methods suggest that the

principal needs to be prepared to share authority with team members. This, in turn, requires a

strong team leader with a variety of skills and talents, in order to train team members in effective

techniques (Trimble and Miller 1996, pp. 37-39). Especially, any team established by an

organisation is or should be established for a purpose and should have a clear mission and have

tasks clearly definied (Bass and Avolio, 1994). If the team does not have a clear and accurate

understanding of its tasks, purpose and mission, then the team leader (in schools the team

leader is usually the principal) must take steps to clarify them.

The role of team leader is to get the team excited about its project, to explain individual team

members’ roles, and to model the standards of participation (Grier, 1996). In the role of team

leader, the principal is responsible for determining and communicating what the project team

must accomplish. Principals should understand that there is usually a period of conflict as team

members begin working together. During this period, they are responsible for restating goals,

managing conflicts, and reassuring members of the team.

It was declared that “[m]any principals make a mistake by assigning staff members randomly to

project teams. Not everyone is suited to team play. Forcing people who work more effectively

alone into groups can negate their productivity as well as that of the team" (Grier, 1996, p. 99). It

is preferable that team members have an interest and some expertise in the project at hand. The

principal should play a key role in making the best choice of team members for each project.

Especially, “[w]hen very clever people are put together, they tend to suffer from ‘analysis

paralysis'; anyone putting forward an idea finds it gets hacked to bits by his or her colleagues

and no progress is made" (Everard and Morris, 1996, p.158). The best teams have a mixture of

mental abilities. However it is not always easy to bring the most suitable people together into

teams, despite what the literature suggests that teams can provide a number of benefits such as
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a better quality or working life for workers (Walton, 1977), increased job satisfaction, and

reduced absenteeism and turnover (Aquilano, 1977).

The important aspects of teamwork are: openness and trust among team members; quality

leadership; use of resources; clarity of tasks and decisions; communication; the extent to which

values are explicit and shared; and the degree of commitment (Everard and Morris, 1996, p.

166). Despite the many benefits of introducing teamwork that have been examined, I agree with

Sinclair (1992) that the costs associated with introducing and maintaining groups have been

almost universally ignored. Sinclair (1992) also argues that there has been a great deal of

research about teamwork and that, by and large, it supports the notion that the team structure is

good and yet, she finds it disturbing that there is little acknowledgement of the inequities, costs

and risks that often accompany team structures.

Regular and clear communication is the key to teamwork success (Kaye, 1994). Communication

is arguably the basis of achieving all other goals of an organisation (Pace and Faules, 1994). In

school organisations, “the effective sharing of messages and information among administrators,

teachers, students, parents and members of the wider community is essential” (Turney et al.,

1992, p. 148). The team must have adequate background information, access to relevant data,

an adequate budget and a strong communication system. To achieve this, the principal needs to

provide in-service training for the team members before they begin their work.

Research on the topic of teamwork indicates that it is not enough for principals to create teams

and then abdicate responsibility, or to push management functions from himself or herself onto

the teams of teachers. Effective teams have to be selected, trained, organised and led. The

principal has to remove barriers, support the team, provide incentives for participation, set up

communication channels, and resolve conflicts. Effective team participation may motivate

teachers and provide job satisfaction by achieving the organisation’s goals and recognising the

effort of every team's member. The next factor to be treated is the role of recognition factor in

motivation of teachers.
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Recognition

An effective school attracts and retains high quality teachers (Reynolds and Cuttance, 1993),

and its administrator knows how to support and motivate these teachers so that they perform well

and contribute to the school's goals (Reynolds, 1997). Teachers' successes in their professional

lives also contribute to school effectiveness (McGaw et al., 1992). Professional success is so

valuable it should be acknowledged and appreciated (Mortimore, 1995). Thus the essence of

this section is that: a school culture where achievements and contributions in whatever form are

recognised can lead to motivation and job satisfaction.

A review of the literature on recognition should reveal how important this factor is in the

motivation of teachers. Recognition is one of the motivators in Maslow’s hierarchy of needs

(Maslow, 1954 and 1970; for more information see Chapter 2, pp. 17-20), which is a component

of the second highest need, that of self-esteem. While the highest need is for self-actualisation,

the need for a positive self-image and to receive recognition from others are the next most

important needs. If these needs are not met, then individuals cannot achieve their highest

potential for self-development, creativity and self-expression. Thus, recognition is an important

motivator in this theory and is a need of a higher order, which has the potential to motivate

people to higher levels of achievement and performance.

When Porter (1962) modified Maslow's hierarchy (see Chapter 2, pp.20—23), he placed self-

esteem, which includes recognition, self-respect, awards and being part of an insiders' group,

below self-actualisation and autonomy. Porter regards autonomy as the most critical factor in

motivation which leads to self-actualisation. Recognition is midway on the hierarchy, above

affiliation (belonging) and security (pay, tenure, fairness, conditions). But it is still important

nonetheless.

Studies of the motivation of teachers show that achievement, recognition and the work itself are

factors that lead to teacher satisfaction (Savage, 1967), though good interpersonal relations with

students is also an important factor as well. Research in Alberta, Canada, reveals important

differences in the nature of satisfaction derived from elementary, junior high and senior high

school teachers (Holdaway, 1978). Overall job satisfaction is greatest at the elementary level
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and lowest among junior high teachers. The following factors are related to overall job

satisfaction: salary, sabbatical leave, involvement in decision-making, the quality of substitute

teachers, the ability of students, societal attitudes and in-service education. These factors

decreased with an increase in school grade level. Holdaway's study also attempts to determine

the relationship between the teachers’ overall job satisfaction and certain facets of their jobs. He

finds that overall satisfaction is most closely related to achievement, career orientation,

recognition, stimulation and working with students.

Campbell and Pritchard (1976) find that there is a close match between performance goals and

the actual performance. Ironically, teachers feel higher levels of job satisfaction if they are able

to lower the performance expectations they hold for themselves. To some extent, this appears to

happen during the first few years in the classroom. Blaze (1980) finds that individuals who begin

teaching with high ideals soon learn to temper their expectations in order to more closely match

the realities they deal with on a daily basis.

Recognition from others is a strong source of satisfaction (Maslow 1954), whether the recognition

comes from the principal, other teachers or parents (Sergiovanni, 1967). While achievement,

recognition and responsibility are statistically significant contributors to teacher satisfaction, the

absence of these factors does not contribute to dissatisfaction. The factors important to teacher

dissatisfaction include interpersonal relations with subordinates, supervisors and peers as well as

with technical supervision, school policy, administration and personal life (Sergiovanni, 1967).

A productive work environment with respect to teacher satisfaction and recognition, as

maintained by Seyforth (1991), includes four features: first, supportive administrative leadership;

second, collaborative working relationships among teachers; third, opportunities to influence

school policy, curriculum and instruction; and finally, adequate facilities and resources.

Furthermore, Seyforth suggests that when one of these conditions is missing, teachers are less

likely to be able to carry out their work successfully and hence are not as likely to be motivated

and recognised.

Positive motivational strategies, including providing incentives, recognising achievements,

fostering self-image and dealing with anxiety, are discussed by Turney et al. (1992, p. 228).
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Recognising teachers’ achievements not only in teaching but in all their sporting, cultural and

personal pursuits is an important motivational strategy. Wilson and Firestone (1987) argue that

teachers who take on onerous tasks or innovative approaches should be offered an appropriate

incentive for their willingness and application. Maslow (1970) and Herzberg (1959) stress that all

people strive for success and competence and try to avoid failure. In schools, a positive self-

image will encourage a teacher to tackle tasks or to be innovative.

Teachers commonly complain that even though they are working harder, they are receiving less

and less appreciation for their efforts (Sparks 1983). Teachers who are suffering from excessive

stress and anxiety will not be motivated to perform well (Brown and Ralph, 1994). Teacher

burnout is a serious problem for administrators that must be addressed (Turney et al., 1993).

While recognition is important, it is not enough to prevent the negative personal and

organisational effects of high work-related stress levels (Russo, 1995).

Being recognised for their accomplishments is crucial to teachers' motivation (Fox, 1986).

Principals must praise teachers for the quality and significance of their work, and by so doing,

teachers may strive to improve their methods of teaching as they realise that their efforts do not

go unnoticed. However, recognition by the principal must be sincere and based on actual

teacher performance. The principal must be respected by teachers as one who recognises and

values excellent teaching, and by extending recognition to the teacher, the principal is

contributing to teacher motivation by communicating to everyone his or her respect for the

teacher.

Recognition indicates that the principal is aware of the quality of the teacher’s work and that the

work is valued. The greater the recognition given, the greater the teacher’s motivation is likely to

be. The awareness of the importance of the recognition leads to another important factor that

can be used by principals to affect teacher motivation: personal regard which is presented next.
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Personal Regard

Research acknowledges the teacher's importance in bringing about change and improvements in

education quality (Maeroff, 1988; McGaw et al., 1993). Teaching is notjust the technical skill of

imparting knowledge but of being a role model and a moral influence on future generations.

Alongside parents, teachers are the most important influence on the life and development of

children (Eltis, 1995). Therefore, for teachers to be truly effective in their work, they need to be

treated with the level of respect and honour that such a responsible social position demands

(Turney et al., 1990).

Over recent decades, society has increased the responsibilities given to teachers for the social

and emotional development of children. As society has become more complex and demanding

of individuals, teaching roles have had to therefore encompass wide areas of social education.

Teachers also have to bear the brunt of more social problems spilling over from the wider society

into the school arena. It is not uncommon for teachers to be blamed for all the problems that

students experience as they are growing and endeavouring to fit into society. As the object of

such condemnation, it is difficult for teachers to hold themselves and other teachers in high

personal regard.

The teaching profession demands a great deal of a person (Turney et al., 1993). More than any

other professional, it may be argued that the teacher has to be many people. The teacher instils

knowledge, is a welfare officer, counsellor, administrator, health adviser and organiser.

Teachers are expected to acquire skills for handling all the problems of a society undergoing

rapid social and economic change. They do this not because they are obliged to but because

they know these skills will enable them to be better teachers. Interests beyond teaching must be

recognised. “In our enthusiasm to involve staff more and more in the life of the school, and to

commit them to change within it, we should not forget the other legitimate calls on their time and

commitments which in the long run may well make them better people and teachers for it”

(Hargreaves and Fullan, 1992, p. 40-41). This is because teachers are highly trained

professionals who normally operate from a broad base of experience. They are also able to

solve problems, make decisions and control situations. Additionally they are held accountable
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for the outcomes of the teaching activities. Therefore, the principal needs to respect teachers

and to show concern about their personal feelings and needs (Podsakoff et al., 1990). Such

behaviour may be motivational through its influence on teachers.

McGregor’s Theory Y approach to management (see Chapter 2, p. 37) which is based on the

human needs of belonging, esteem and self-actualisation, reflects the responsibility of

management to provide structures which make it possible for people to feel accepted and valued

and to feel that they can best work toward their own goals by working towards organisational

goals. Thus, principals are required to develop close knowledge of their staff, and to express

their consideration and support for each individual of their staff. Also, the human talents of

principals, as Sergiovanni (1987) highlights in his leadership model, are crucial in playing a

positive role in the dimensions of personal regard of each follower (see Sergiovanni leadership

model mentioned earlier in this chapter).

Both Theory Y and the Sergiovanni leadership model assume a broad base of human

competence in the organisation which needs to be utilised for staff to be motivated. Better

performing personnel are thereby developed, and these ideas apply to the teaching profession

as well. Every teacher has a base of competence which is useful to the school. The principal

should identify this competence, recognise it and value it. in this way the teacher will know that

he or she is held in good regard and likely to be motivated to perform as a result. However, this

is not good enough for teachers who either seek further education or look forward to updating

their knowledge. Hence, another factor seems relevant for them to continue in their profession, -

principals can facilitate it — and this is called professional growth.

Professional Growth

As already noted, teachers are expected to play an ever-increasing role in the development of

children who need to acquire complex skills and dispositions for fitting into a rapidly changing

and technologically demanding society. It is expected of teachers that they will acquire the

knowledge and skills to be able to create highly effective individuals. This can only be achieved

in an organisational environment where professional development activities are given a high
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priority. In this way, the principal can provide the means and the stimulus for teachers to

upgrade their skills, strengthen their motivation and commitment, and increase their excitement

about their work.

Professional development is defined by French (1997, p. 39) as “more than training in new

knowledge or instructional procedures. High quality professional development enables teachers

to move to the next level of expertise and ability. lt stimulates their willingness to make changes

that will improve students' learning. True professional development is self-motivated, collegial

and a voluntary process of learning relevant knowledge, skills and attitudes". In addition, staff

development is an effective strategy for implementing new programs (Bradshaw, 1997), and it is

concerned with changes in people, which may include changes in knowledge, behaviour,

understanding and attitude (Duke, 1987).

Satisfaction among teachers results from achievement, recognition and responsibility according

to Sergiovanni (1992). The requirement for teachers to satisfy their needs for achievement is

accomplished by having opportunities to attend in-services where they learn new skills and

innovative methods of teaching. He describes teachers as self-directed learners who constantly

seek current research and practices to improve their teaching and learning in their classrooms.

They are committed to their peers and to sharing knowledge and expertise to help others

become successful. Because they devote their lives to education, teachers understand the

importance of their own learning and strongly desire to improve their own knowledge and

effectiveness (Kincheloe, 1991).

There is support in the research literature for involving teachers in the planning of their in-service

experiences as an antidote for low morale and job-related burnout. Liebes (1983) reports that

teachers feel increasingly motivated when they are asked to take part in decisions about their

training needs and concerns. Moreover, by enabling teachers to determine their own educational

needs and to participate in organising their own training experiences, teachers are able to

effectively help students identify their own areas of need (Fullan, 1991). Staff development is an

important consideration when implementing any innovation.
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Professional development plays a leading role in encouraging and motivating staff to work

collectively to achieve the school’s goals (Adey and Jones, 1997), and it must enable teachers

and administrators to see the relationship between what they are learning and their day-to-day

activities and problems (Wood and Thompson, 1993). However, professional development is not

an easy task for both principals and teachers and, therefore, principals and teachers should work

collaboratively to make the professional development activities become part of the school’s

routine. This could happen when principals encourage teachers to reflect on their own practice,

and when they acknowledge that teachers develop at different rates and that, at any given time,

are more ready to learn some things than others (Sergiovanni, 1996, p. 142).

Professional development requires energy, commitment and the ability to think strategically. In

some cases however, professional development is problematic. Sometimes, teachers regard

time as the most significant barrier to professional development activities (MacBeath et al.,1996).

Fullan (1991, p. 315) records that “[n]othing has promised so much and has been so frustratingly

wasteful as the thousands of workshops and conferences that led to no significant changes in

practice when teachers returned to their classrooms". Therefore, it is reasonable to expect that

at least a few members of any relatively large faculty will be opposed to, or at least apathetic

toward, any staff development plan (Duke, 1987).

School principals play a crucial role in staff development. As Duke (1987) states leaders must

play an active role in initiating, guiding and supporting staff development if it is to succeed.

Since professional development is an ongoing need for every school, and scarce resources and

human limitations do not permit simultaneous growth in all areas of educational practice, it is

expected that school leaders create plans to facilitate professional development. Also, if a

school wants to improve teaching and learning, it should allow teachers to control their

professional goals (Manz and Sims, 1990). Therefore, the principal has a major role to play in

teachers’ professional growth; he or she can help raise the quality of teaching by inspiring

teachers to keep current in their field and assisting them in organising and administrating their

own professional development (French, 1997).
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If teacher professionalism is to be increased, there is an urgent need to enhance the principal's

understanding of how it is developed, to build upon what they already know and to improve the

way in which teachers” professional knowledge, skills and understanding are developed

throughout their careers (Helsby 1996).

Research in the literature demonstrates considerable evidence that principals who seek to

release the potential of teachers need to provide opportunities for teachers to feel more

adequately prepared as professionals. In order for teachers to be adequately motivated and

competent they need to participate in a variety of professional development activities on a

regular basis.

School Restructuring

Considerable research has focused on the importance and effects of the movement in

educational reform throughout the world (Fullan, 1993; Mitchell and Beach; 1993, Dalin, 1998).

Schools, like all organisations that contribute to the development of society, have to change as

society changes. Over the last twenty years, society has become more competitive, more

dominated by economic considerations, more skills-oriented, and more influenced by information

technology and the philosophy of individualism (Whitaker, 1998). Consequently, schools have to

produce global citizens capable of developing with this culture and the forthcoming new

millennium.

Like all organisations in today's society, schools need to improve the quality of their students just

as companies must improve the quality of their products (McRae, 1994). Hence, a group of

scholars has developed a pragmatic definition of school improvement which comes close to the

McRae perceptive (Hopkins et al., 1994, p. 3):

[we] regard school improvement as a strategy for educational change that

enhances students' outcomes as well as strengthening the school’s capacity for

managing change. In this sense school improvement is about raising student

achievement through focusing on the teaching-learning process and the

conditions which support it. It is about strategies for improving the schools'

capacity for providing quality education in times of change.
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The theme of change and adapting to a continuous change process is discussed by Fullan who

commenced research on change in an educational setting in the early 1980s Fullan's

contributions seem to be a useful blend of reflections upon change, with an attempt to tease out

some of the psychology of change as experienced in educational organisations by teachers,

principals, students and parents, as well as reflecting upon the nature of change. It also offers a

simple model for encouraging change. The four-stage model of initiation, implementation,

continuation and achieving outcomes is seen as bi-directional, reflecting the more fluid view of

change that Fullan holds.

Complexity is raised in Fullan’s model when he considers the factors at play in each of the first

three phases. These factors can be a helpful check-list. In applying this model, it may be

necessary to reflect on other factors, in particular schools which could be added to the list of

factors provided by Fullan. Change seems to have been viewed as almost a problem solving

process in Fullan’s work of the early 1980s. By the 19903, Fullan (1991,1993) seems to have

shifted in his conception of change in that he holds a more positive view of it, for instance, that

change is not response or reaction but a proactive initiative which is integral to effective

organisational functioning.

A clear message from the literature on the management of change in schools seems to be that

the principal as leader is a key part of the change process. Fullan (1982, 1993) highlights that

some principals may be reluctant to embrace change, especially when external pressure may be

the source of change. However, Fullan's model can assist principals to view change as

fundamental and inevitable, and this will contribute to their effectiveness as the main initiators of

change in their organisations.

In addition, research highlights the importance of principals in the achievement of school

improvement and restructuring (Fullan, 1993; Mortimore, 1988). These reformers show the vital

contribution made by leadership to school improvement and reform. The challenge of the role of

effective school leaders leads one to question whether all school leaders are capable of

performing the reform adequately, especially since the restructuring process requires hard

complex work that could create a dilemma (Dimmock, 1996). The reason for stressing the
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dilemma is twofold: First, people learn more about themselves and others when they face times

of crisis or extremely challenging situations (Argyris and Achon, 1978); and secondly, a key

undergirding aim of restructuring is the improvement in school performance. No matter how

important the improvement of school is, it unlikely to be secured unless school leaders manage

to cope with and to involve teachers in the process (Dimmock, 1996).

Consequently it can be argued that restructuring is a systematic approach to change that is much

more complex and critical to success than any other factor. Milstein (1993, p.7-8) states that

“[r]estructuring has the potential to improve the education of students in ways that enable them to

cope more successfully in a rapidly changing world. It also has the potential to increase on

educator’s sense of job satisfaction and feeling of professionalism and to enhance the likelihood

of positive partnerships between schools, parents and the general community".

In summary, school restructuring leads to a transformation in the nature and style of both

principals and teachers. Restructuring teacher work can urge some “transforming attitudes, and

increased skills as well as teacher motivation and empowerment" (Mitchell and Beach 1993).

Moreover as the principal is the catalyst for the changes (Simpkins et al., 1987), the teachers

have the responsibility for participating and making the changes happen. A schematic diagram

of the literature reviewed in this chapter was presented as Figure 5 at the beginning of this

chapter.

Summary

The literature reviewed in this chapter covers the main factors impacting on teacher motivation in

today’s turbulent society and rapidly changing organisational environments. Based on this

literature it can be argued that there is neither one unique way to influence teachers’ motivation,

nor one single factor affecting their level of motivation. Rather, motivational dimensions in a

school setting are more likely to differ from individual to individual and even likely to differ within

the one individual from one situation to the next. A reflection on the literature reviewed has led

to a number of conclusions that directly affect this study. One conclusion drawn is that despite

the immense scope of literature on the topic of leadership there is no clear evidence of what it
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means to lead and what it means to follow (Gronn, 1996). Transformational leadership remains

the most encouraged style in educational organisations and is the most successful in influencing

teacher motivation. In particular, the evolution of leadership styles over the years has led to the

present day conclusion that leaders need to use more than one leadership style to be effective

and to foster teacher motivation. This matter, however, is a subject of argument and continues

to divide scholars.

The second major conclusion to be drawn is that school restructuring is having a major influence

on the type of organisational environment in which teachers now have to perform. Other

motivational factors, such as the principal's style, decision-making processes, teamwork,

recognition, personal regard and professional growth, are also covered in the literature, and in

each instance the research indicates, that these factors contribute to the level of teacher

motivation.

The literature reviewed provides the researcher with a solid framework on which to base and

design the questionnaire (Appendices l and 2) and the interview questions (Appendix 3), which

was used to survey teachers at the six schools chosen for this thesis (Chapter 1, pp. 11; and for

more information see Chapter 4). The literature reviewed also provides the researcher with

different perspectives from which to view the dimensions of motivation, and their direct effects on

teachers who participated in this study.

This endeavor proposes to add to the existing knowledge of the effects of the principal’s

leadership style on teacher motivation, as well as to add another perspective on a number of

motivational dimensions. Such knowledge can help in the understanding of teachers’ needs and

principals’ styles in the six schools surveyed for this study. A thorough review of the context of

the study follows in Chapter Four.
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Chapter Four

Context of the Study

Introduction

This chapter contains an historical background of the Lebanese missionary schools, their

educational philosophy and their educational administration, a detailed description of the six

schools involved in the study located in Australia and in Lebanon, and a comparative analysis of

the Australian and Lebanese school systems. Appendices 6 and 7 contain an historical

background and detailed description of the Australian and Lebanese school systems.

This study examines the effects of principal’s leadership style on teacher motivation in six

missionary schools belonging to the Maronite Catholic Church. To better understand the culture

of the six studied schools, I will summarise the history of the Maronite Catholic Church with

special emphasis on its educational mission and philosophy.

Maronite Catholic Church

The Maronite Church is one of the largest Eastern-rite communities of the Roman Catholic

Church, prominent mainly in Lebanon, and belonging formally to the Syro-Antiochene rite

(Mahfouz, 1987). it is the only Eastern-rite church that has no non-Catholic or Orthodox

counterpart. The Maronites trace their origin to Saint Maroun, of the late 4"1 and early 5th

centuries, who was ordained as a priest before he became a hermit (Mahfouz, 1987), and to St.

John Maroun, the patriarch of Antioch in 685 — 707, under whose leadership the invading

Byzantine armies of Justinian II were routed in 684, making the Marounites a fully independent

people (Mahfouz, 1987).

Traditionally, the Maronites were always proud to be in communion with the Roman See, through

their immediate religious leader, the Patriarch of Antioch and All the East. As a symbol of this

close relationship, and in order to foster it, Pope Gregory Xlll in 1584 founded the Maronite
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College in Rome. The college flourished under Jesuit administration into the 20th century and

became a training center for Maronite clergy scholars and religious leaders. This College had a

great influence on the Maronite culture as most of the Maronite's religious leaders were trained

there. Based on this influence, the administrative system in the Maronite church is very

hierarchically structured. On graduation, most of the students from this college were nominated

as teachers and administrators in the Maronite schools in Lebanon (Lebanese Synod, 1736, p.

536).

Throughout their history, the Maronites valiantly preserved their Catholic faith, liberty and

folkways in front of many dramatic changes in politics and religions that have swept the Middle

East. Under the rule of the Ottoman Empire, the Maronites maintained their customs, culture

and faith under the protection of France. Following the destruction of the Ottoman Empire in

1920, the Maronites, still under French protection, became self-ruling, thus explaining the strong

influence of the French culture on the Maronite society (Mahfouz, 1987). Between 1920 and

1943 the French system of education was strongly implanted into the Maronite schools as well as

into the whole nation. Consequently, the system of educational administration strongly followed

the traditions of the French system (Wakim, 1995). As with the French system, the

administration thus came to be characterised by a high degree of centralised control, and a

clearly defined hierarchy of authority. Since the establishment of the independent Lebanon in

1943, the Maronites have constituted one of many major religious groups in that country

(Mahfouz, 1987).

The Maronites also immigrated during the 19th and 20m centuries to many foreign countries

(Mahfouz, 1987) including Australia. Rather than losing their identity, however the Maronite

liturgy and culture were kept alive by the clergy, who accompanied the Maronites abroad. Thus,

neither their native country nor their native language has diminished in the hearts of the

Maronites (Mahfouz, 1987). Schools that were established by the Maronites missionary order

also played a significant role in the survival of their culture, and tradition survived by providing

their children with opportunities to learn about their religion, traditions and culture.
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When the Maronites first arrived in Australia in 1854, they had to follow the Latin rite because

none of the Maronites priests had yet arrived in Australia. Several years later, the patriarch,

John Peter Hage, sent two Maronite priests to Australia. They opened a church in Redfern in

January 1897. Seventy years later, the number of the Maronites in Sydney has increased

greatly, indicating that the Maronite church has also grown. The Maronite community bought

many properties for the Maronite church in different areas in Sydney. In 1973 the first Maronite

Bishop in Australia was appointed to the new St. Maroun Diocese of Sydney. Since then, the

Maronite Diocese has achieved many successes, including the construction of several schools

(St. Charbel's College, 1994).

With respect to the educational mission of the Maronite church, there is, unfortunately, no recent

written record of the mission or philosophy except for the one brought up in the Lebanese synod

in 1736. The mission, vision and philosophy which have been carried by tradition to the present

day Maronite educational setting, therefore, exist only orally. However, nowadays some of the

congregations in the Maronite church have made a modest attempt to write their own mission

and philosophy on the condition that they are compatible with the Marointe tradition and with the

Catholic church's mission and philosophy of education.

The main reason behind establishing Maronite schools was declared by the Lebanese Synod

1736, in which they state that, “we order the establishment of schools near the monasteries in

the villages and towns in order to educate the youth and to encourage them to join the religious

congregation and to foster their vocations" (Synod 1736, p. 527). In terms of curriculum, the

Synod articulates the framework of the curriculum, and decides the subjects that should be

taught.

We require the monks and priests who have been chosen for the teaching

profession by the monastery superiors and bishops, to teach the youth in schools

first of all, reading, and writing in both languages Arabic and Syriac, then, the

psalms, then the book of serving the mass, then the book of daily services, then

the New Testament. And if the teachers discover some talented students, they

should teach these talented students grammar, Arabic and Syriac literature, and

the sacerdotal music and liturgy. And if the teachers find that these students are

extraordinarily talented they should teach them Mathematics skills, philosophy,
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and the canon law, as well as the exegesis and the moral and dogmatic theology

...teachers should encourage these students to attend mass daily, and should

instruct them with the appropriate catechism (The Lebanese Synod, 1736,

pp.535 — 536).

The Lebanese Synod added that it should choose the most intelligent students to send to the

Maronite College in Rome, in order to learn the Latin language (The Lebanese Synod, 1736, p.

537). However, the Lebanese Synod does not mention the method of promotion of students to a

higher level, or on what criteria teachers should base their decision as to which student is

brighter than the others. Two factors worth noting can be inferred from the Lebanese Synod

quotation. The first is that the teacher will decide who will go to Rome to pursue their higher

education. The second is that there is no mention of females being permitted to attended the

schools at that time.

From the aforementioned it can be concluded that the Maronite education system and culture is

religiously oriented, highly masculinised, and strongly centralised. However, some of this

information and instruction are no longer valid, as we can see from the six Maronite schools that

have been chosen for this study. These schools are co-educational, and are well structured, as

they have to follow the national education structure and curriculum (see Appendices 6 and 7).

Lebanese missionary order schools

In 1695 four young men came from Aleppo (Syria) to Lebanon where they established a

Lebanese missionary order within the Maronite Church. Since they were highly educated, they

established schools next to the monasteries to teach the two languages: Syriac and Arabic, as

well as Mathematics and Religious Studies (Bleybel, 1924 and 1925).

The first school was set up in the monastery of the prophet Elijah. This was followed by school

of al-Lwayziyah in 1757 (Abu Abdo, 1996). The number of schools within the monasteries then

increased and their aims were to educate the youth, preserve the manuscripts and the heritage,

and spread their religious teaching.
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In 1736 the Lebanese synod took place in the school of al-Lwayziyah, and its most important

decision was the decision relating to education which stated as follows:

We command that schools for the youth be established and that the bishops,

priests and those in charge of the monasteries (Father superiors) oversee these

schools by assigning teachers where there are no teachers and record the

names of the youth who have the capacity to learn or acquire knowledge and

command their parents to lead these youth to school even if they hate it (The

Lebanese Synod, 1736, p.530).

This decision strengthened the monks' endeavour to develop their educational activities. The

monks, therefore, opened many schools. The number of these schools increased to 13 schools

over a period of 50 years and were distributed as follows: school of St Elijah in Bechare in 1696;

school of St John in Rashmia in 1756; school of aI-Lwayziyah in Suq Massbah in 1757; school of

Saints Peter and Paul in Karim at-teen in 1712; school of Tamish in 1728; and school of Jaltoun

in 1753; school of Dayr aI-Qamar in 1759, to name some of their early endeavours (Abu Abdu,

1996, p.450 - 451).

The educational mission of this Lebanese missionary order today is confined to the

administrative division of educational institutions such as: the University of the Holy Spirit, Kaslik,

school of 'Achache, North Lebanon College, school of Shikka, school of Mayfouq, school of

Markaziyah, school of Himana, school of Mashmousheh, school of Jiyah and other schools

outside Lebanon (Rizk, 1998).

The aims of these schools are not clearly defined but most of them share the following principle:

looking after the students' spiritually and educationally thereby leading to the development of the

human being in a society which has its own specific domain, structure and constituency, and in

accordance with the students spiritual, physical, intellectual and emotional abilities (Abu Abdu,

1996, p.450-451).

The education system in the Lebanese Maronite Order has changed dramatically since the

beginning of the 20th century. The latest regulations and constitutions of the 1973 Order have

dedicated two chapters to the educational mission of the Order and the job description of the
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principals of its schools. The constitutions and regulations of the 1973 Order state under the title

educational mission (p. 10) that in each of the schools, there be three monks responsible for the

running of the school. One should work as the principal, another should work as the curriculum

coordinator, and the third should work as the religious coordinator to ensure the implementation

of religious education programs, including Bible study, and to discover the students' religious

vocations and offer them guidance. Under the section school principal (Constitution, 1974, p. 56)

there is a brief job description. Article 264 states that the Abbot, after consultation with his

assistants and the local superior, should nominate a qualified monk for the position of school

principal for a three year term (Constitution, 1974, p. 56). The duties of the principal as the rules

state are to be the primary accountable figure for the school, and to work closely with the

superior, However, the latter should not interfere directly in the running of the school. Other

duties include ensuring that the appropriate moral and religious education programs are being

implemented in the school, employing new teachers and terminating those who do not perform

well, preparing the school budget and cooperating with the central bureau of education in the

Order.

It is evident that, first, the Constitution ignored many of the important roles needed to be

assumed by school principals, and second, the Constitution and regulations do not reflect, nor

have they determined, the school mission, vision or philosophy. However, the aim of this section

was to introduce to the reader the educational system of the Order, rather than criticise the

Constitution and regulations.

Schools’ principals in this study

The six schools studied, in the two countries and within a particular religious context, are run by

clergy principals, most of whom have qualifications in theology but few of whom have any

qualifications in education. The Australian principals are newly appointed between one to two

years in their position as revealed in Table 6, p. 118. At least one of the Lebanese principals is

newly appointed in his position as shown in Table 17, p. 158. The data reveal that some of the

Australian principals are educationally unqualified and inexperienced (see Chapter 6, pp.135-

136). The nomination of that kind of principals contradicts the Orders’ Article 264. Also, some of
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the principals of the Australian schools are not familiar with the Australian educational system

(see Chapter 6, p.136), which could create many difficulties for both teachers and principals,

especially for the teachers who are familiar with the system, curriculum issues, industrial

relations issues and so on (chapter 8, p. 196). The data reveal that there is no long term stability

in the position of principals as every few years the principals move on and are replaced by

others, and that makes it difficult for teachers to work in a good unified system (see Chapter 7,

p.170). Evident from the Australian data is that there is a problem of language barriers (Chapter

8, p.196), with its source the fact that these principals were born overseas. and have English as

their second language. The Lebanese data reveal that the principals deal with problems created

by the social strife following the civil war (Chapter 8, p. 210). Also, the Lebanese data reveal

that some of the principals are lacking appropriate educational skills and knowledge in education

(see Chapter 7, p. 171). However, the presence of these principals in their schools promotes the

spiritual practices and moral values as they celebrate the mass and other sacraments weekly for

the students, and orient them spiritually and socially.

Description of the schools in the study

This study is based on data collected from six schools that have been run by the Lebanese

missionaries in Australia and in Lebanon. From the focus of data collected, a general overview

. of these schools will assist the reader to place the study in its correct perspective.

The culture at these six schools has evolved from the shared experiences of its teachers and

administrators. The three schools in Australia work within a set of environmental conditions

unique to their specific ethnic culture as a migrant community. Their initial population was

derived from families newly arrived in Australia who had to overcome both financial and language

barriers. The three schools in Lebanon work within a different set of environmental conditions

derived from their religious culture and history. These three schools are located in three different

areas of Lebanon, however, these areas, classified as middle to lower class, are not socio-

economically diverse. These conditions have the potential to affect all of the teachers and

schools in some way.
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The six schools were visited by the researcher who spent more than three days in each school

completing in-depth interviews and informal talks with some of the schools’ staff, students,

parents, and principals. During the three days spent in each school, the researcher closely

observed the daily routines of all within these schools. The purpose was to probe further into the

data that were collected by the questionnaire and interviews. The visits enabled the researcher

to describe accurately the physical conditions of the schools. They provided useful additional

data about the schools' history, nature and process of schooling. In short, the visits enabled the

researcher to learn more about the schools and their cultures.

It is crucial to mention that, the researcher is familiar with the context of some schools surveyed

in both countries. The researcher had been headmaster at one of the schools surveyed in

Lebanon for one year. Similarly, the researcher is familiar with the context of one of the schools

surveyedin Australia as he lives in and works for its parish. This familiarity provides the

opportunity for the researcher to understand the core of these schools, and their administrative

functions, and through them the understanding of the broader educational system in both

countries. What follows is a description of the six schools, from what qualitative researchers

have called an ‘insider perspective‘ (Ntshingila-khosa, 1994, Sato, 1990).

The Three Schools in Australia

The three missionary schools in Australia, coded Yellow, White and Green, have a total student

population of approximately 2,500 and a total teacher population of approximately 140. The

schools are all located in the same region: the Western Suburbs of Sydney. Two are combined

primary and secondary schools; the third is a primary school with a pre-school. The pre-school

was not included in the study. The majority of the students live in the same region and come

from the same ethnic and religious background. The data reported in the following sections are

collected from the schools’ handbook, and information offered from the principals. The

researcher decided to not use references in order to maintain the confidentiality.
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i) The Green school

The Green school was established in 1970 with 180 students. By 1971, the number of pupils

reached 320. There were ten lay teachers and three religious staff working as administrators. in

1988, the Green school was transferred to more spacious grounds in the same area and

currently has an enrolment of approximately 500 students. Students who attend this school

come from various ethnic backgrounds and have a variety of religious beliefs. The current

number of lay teachers is approximately 25 and there are four religious people who run the

school. Most of the teachers are Australian, a few have Lebanese backgrounds. It is a co-

educational primary school.

iil The Yellow school

The Yellow school was opened in 1984 as a primary school. In 1991, the secondary school was

established in a separate block. The school currently consists of approximately 877 pupils, and

the current teaching body comprises 45 teachers, with two religious people working as

administrators. The principal is assisted by two deputy principals, and several departments

heads. The Yellow school comprises three buildings: one dedicated to the infants and primary

schools, another to the high school and the last to administration. The high school and primary

school are combined and co-educational. The majority of students are from one ethnic group

and religion. The teachers are different nationalities, but most of them were born in Australia.

iii) The White school

The White school was originally opened in 1973. It began with an initial enrolment of 115 pupils.

After exhaustive investigations, the Australian Schools Commission declared the school

“disadvantaged" in 1977 which allowed the release of funds for carpets, playground equipment

and the installation of other amenities. The White school comprises two campuses: one for

administration as well as the infants and primary schools; the other for the high school. The

school currently caters to approximately 1,100 pupils, and has a teaching staff of approximately

70, with four religious staff working as administrators. The primary and high schools are
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combined and co-educational. The majority of teachers are Australian, several with Lebanese

backgrounds. The majority of students are from one ethnic and religious group.

A reflection on the visits to the three Australian schools and on the data presented earlier has led

the researcher to highlight the following. All three of the Australian schools have a high level of

community involvement and support. One problem the researcher noticed during the observation

period in these schools was that, parents’ interests do not always coincide with those of

teachers, and neither do teachers‘ interests always coincide with those of students. Also, there

is a cultural problem between the principals and teachers. When I asked why this might be the

case, a few teachers from Yellow and White schools answered similarly: there existed several

culture clashes between principals, just recently arrived from Lebanon, and the teachers who

were born in Australia and were used to a different culture and tradition practices. The teachers

further stated that it is quite difficult to work in a different cultural climate. Despite the clash of

interests, these Australian schools rarely have problems dealing with the students, enforcing

strong discipline, and encouraging a strong catholic climate. One of the strengths that l have

noticed in these schools is the discipline, and the emphasis on the cultural factors. The schools

are also well resourced, and have nice newly constructed buildings and facilities.

There are noticeable divisions among staff, especially in White and Yellow schools. In these

schools there even exists two different staff rooms, catering to two different factions, based on

primary and secondary, among the staff. In informal discussion with the principals of these two

schools, the principals justified there being two different staff rooms to cater to two different sets

of teachers: one for the primary teachers and the other for the high school teachers. What is

disturbing about this division, according to the teachers, is that they feel a barrier to the

communication between primary and secondary schools teachers, communication which they

feel to be important for the discussion of educational issues. A further exploration of these

issues will be embarked upon later in this chapter.
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The three schools in Lebanon

The following three schools in Lebanon belong to the same congregation. They have a total

student population of approximately 1200 students and a total teacher population of

approximately 120. The schools are located in different regions. Two combine primary,

intermediate and secondary schools. The third is a primary and intermediate and a technical

school. The technical school is not included in the study. These schools are managed by clergy

who are the administrators.

i) The Yellow1 school

The Yellow1 school was established in 1897 as a primary school. In 1948, the school became a

boarding school for boys. The school then developed into a secondary school in 1963. In 1995

a new section was established for teaching the English language. At present the school teaches

three languages in addition to the official curriculum: Arabic, English and French. The school

has 600 students and 50 teachers. Students who attend this school come from various religious

backgrounds. The primary, intermediate and high schools are combined and co-educational.

This school suffers from a lack of facilities and resources.

ii) The White1 school

In 1947 the White1 school was established as a primary intermediate and secondary school. In

1982, the secondary school was closed down and replaced by a technical school. This technical

school is not included in the study. Today, the primary and intermediate schools are co-

educational, they cater to 200 students and the teaching body comprises of 22 teachers. The

school is subject to appalling conditions due to the socio-economic area in which the school is

located, as well as a lack of facilities and resources. Given that White1 school is a primary and

intermediate school, it has very minimal discipline problems to deal with among the student body.

However, this school experienced ongoing disruptions to the schooling due to the violent war in

its surrounding area during the war period 1975 - 1990.
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iii) The Green1 school

In 1980, the Green1 school was established to provide students with English as the official

teaching language. The school also teaches Arabic and French. This school comprises primary,

intermediate and secondary schools and it is co-educational. It has a student population of 500

and a teaching staff of 50. In addition to the academic schools, there is also a technical school

specialising in decoration and commerce, and an institute of languages. The building of this

school is very modern and well planned, but it is not well resourced. It should be noted that

teachers have difficulty trying to prevent students from leaving the school grounds during and

after breaks despite the existence of a fence around the school. One way in which the school

tries to cope with this problem is by allocating teachers to the responsibility of blocking the school

exits. Despite this problem the administrator said that discipline no longer appears to be a major

problem in the school due to the stability of the surrounding situation.

A reflection on the visits to the three Lebanese schools and on the data presented earlier has led

the researcher to highlight the following conclusion. All three Lebanese schools experienced

problems specific to the surrounding area within which they operate, especially during the war

period. They contend with problems related to ongoing political acts of violence which inevitably

affects their schools' climate. The problems experienced by students outside of the schools filter

into the schools and become the schools' problems to deal with. These factors, in particular the

violence experienced during the war period, disrupted to a large extent the process of regular

schooling. The situation of these schools has slightly changed after the war period. Nowadays,

however, these schools face increasing financial problems, due to the economic crisis in the

country, that affect issues of curriculum development, and the obtaining and distribution of

resources. They deal with pupils who come primarily from the middle to low socio-economic

classes.

Physical forms of discipline are coupled with regular assessment of student performance.

Monthly tests are regularly administered, the marks of which go towards the student's yearly

report. These tests also serve the purpose of streaming students within the school during the

year. Also, these schools attempt to enforce tight control and discipline on the students,
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especially in the post war era. All the schools drastically lack important educational facilities

such as physics and chemistry laboratories, and sports equipment.

The culture of these six schools

What is unique about these six schools is their culture. Culture grows out of a group experience,

it is shared between members of the same society and it is learned by the next generation

(Robertson, 1987). It can be thought of as a society's whole way of life (Spradley, 1972). This

definition of culture can be taken further to say that the way of life defines the appropriate or

required modes of thinking, acting and feeling (Chinoy, 1973). A way of life can be divided into

material culture - all the physical objects humans create, and the non-material culture — all the

abstract human creations such as language, values, activities, ideas, beliefs, rules and customs

(Robertson, 1987). The activities associated with the culture include: Articulating school mission

and purposes, socialising new members to the school, telling stories and maintaining myths,

traditions and beliefs, and developing and displaying a system of symbols (Sergiovanni, 1987).

From Sergiovanni’s point of view on culture and the others scholar mentioned earlier, an attempt

will be made to describe the culture of the six schools chosen for this study.

According to the culture research mentioned above, when one sits and reflects on the culture

characteristic of the Maronite education and particularly of the culture of the six schools studied

in this research, it is easy to see what is valued and what is important. The purpose of these

schools, which are constructed next to the parish church in Australia, and next to the

monasteries in Lebanon, is very clear.

Parents, including the students, highly value the place of religion, and maintaining one’s cultural

identity. The cultural aspect of these schools is obvious in all facets of schools' life. in both

countries, the welcome ceremony at the beginning of the school year is opened by either a

prayer or a mass. Afterward comes the singing of the Lebanese national anthem and school

anthem with the addition, for the Australian schools, of the Australian national anthem. For the

three Australian schools, this is not only a beginning of the school year ceremony, but also a
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weekly event. After the singing, the principals, as the leaders of the schools, welcome everyone

back and articulate the schools’ mission and motto for the current academic year.

The culture of these six Maronite Catholic schools is also expressed in everyday rituals from a

communal school prayer, to the teaching of religion and the Lebanese Maronite traditions and

values, and through the ceremony of reconciliation and the first communion programmes, which

are given high priority, and the encouragement of students to join organisations such as the

Legion of Mary, or a religious congregation in order to foster potential vocations according to the

principals. Moreover, a number of days are also set aside each year in these schools for a

religious retreat. This activity which lasts about two or three days gives the students

opportunities to immerse themselves in prayer, religious reflection, spiritual exercises and the

reading of religious works. Thus it is evident that these schools devote much time not only to

academic pursuits, but also to the spiritual growth of students. This is one of the many reasons

that makes parents eager to send their children to these schools either in Lebanon or in

Australia.

Symbols play a relevant part of the culture (Duncan, 1998). The crucifix, the icons of Saints in

every classroom, and the Lebanese flag in all six schools with the addition of the Australian flag

in the three Australian schools are some of the symbols reflecting the culture and values of the

Maronite Catholic schools. Statues of Saints and dedications to Mother Mary around the schools

also show the deep respect for religion.

As l have noticed while I was visiting these schools, the presence of the religious people

amongst the students in the playground during recess and lunchtime is very high. The

researcher argues that they teach the students certain values by their good example.

During my visit to the three Australia schools it was noticed that the schools strive to keep their

religious and ethnic identities alive, and to emphasise the Maronite Catholic ethos among

students. The pupils are encouraged to be proud of their cutlure and religion. They learn about

their culture in numerous ways such as the weekly mass and sacrament programmes, and the

study events in the Maronite Catholic calendar. These cultural factors prompt parents to send

their children to these schools.
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Language itself is an important cultural element (Duncan, 1998). The Maronite culture is also

enhanced by using and teaching in the Arabic Language. Thus, it constitutes part of the core

philosophy of the cultural basis of the three schools in Australia. As one teacher from White

school stated it is the Arabic language and the Maronite culture as well as the religious ethos that

underpins all that we do, and the beliefs and practices of the Maronite Catholic religion both add

a particular flavour to the life of our school.

It is fitting to mention the role of the principals of these six schools who play a large part in

fostering the culture of the schools. The principals build the culture by showing a concern for

values, beliefs and expectations (Duncan, 1998). The principals of the six schools articulate a

strong pride towards school goals, values and expectations by reinforcing to the pupils and staff

how fortunate they are to be part of these organisations. However, some staff in these schools

do not share the pride of the principals.

While the principals obviously enhance the culture in some ways, according to my observation,

they contradict it in others. From my observation and the reports of many teachers, especially

those in Australia, the principals fail to induce clarity, consensus, and commitment among staff

and students to the schools' basic purposes. For instance, principals need to clearly state what

they want and then adhere to it. Several teachers on several occasions reported to the

researcher during observations that such clarity is missing from their schools. The lack of clarity

could affect the fostering of the culture. And as I mentioned earlier in this chapter a few teachers

found it difficult to work with the principals whose culture differed from their own. This means

that the principals fail somehow to articulate to the teachers the mission of the schools and the

role that the Maronite culture plays in it.

it is possible that the teachers' negative feedback on certain cultural aspects of the schools could

well reveal the need to re-ritualise or build up the culture of the schools if the schools are to

maintain and strengthen their Maronite tradition and culture. For the schools to build up a culture

strong enough for it to be readily identified as Maronite Catholic there must be an appropriate

leadership style exhibited in the school. Such a style has been found to involve leadership

activities associated with a cultural view (see Sergiovanni leadership model, Chapter three).
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A cultural critique of the six schools can be conducted by analysing all the tangible aspects of the

Maronite Catholic culture and checking for congruence between each element and the values

they reflect. Such a critique may indicate the need to revitalise, re-ritualise or even to rebuild the

schools' culture, especially the three Australian schools, in order to make the Maronite culture

more understandable and accessible to both the teachers and the students who were born in

Australia.

Although there may be variations in the way in which individual Maronite schools are organised,

there is a philosophy of the congregations that the six schools in this study belong to. Again, the

following information is taken from the school handbooks and information obtained from the

informal discussion with the principals, thus there will be no references made in order to maintain

the confidentiality of the schools. All of the six schools draw their philosophies from two main

sources. First, the Christian message as revealed in the Scripture, in particular, the New

Testament; second, from recent Roman statements about Catholic schooling. The major topics

encompassed in this philosophy are faith education, community orientation, personal

development of students and intellectual goals. The vision statement of these schools can be

summarised as follows: Maronite schools are dedicated to the task of developing in the children

a love of God and neighbours and an abiding attachment to their Maronite faith and heritage.

The missions of these schools are to be rich in Lebanese tradition that will help the children to

appreciate their history and the past and future glories of the Maronite community.

To conclude, the culture of the Maronite schools encourages the pursuit of the ideal in terms of

morality, humanity and society, and also fosters the development of a discerning appreciation of

spiritual expression.

Comparison of the Australian and Lebanese education systems

In order to highlight similarities and differences between the two educational systems within

which the six schools exist, some important information on the national context of the two

systems follows.
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The Lebanese system of education, promulgated in 1945, declares the structure of the school as

follows: six or seven years in pre-school and primary school. Four years in complementary

school and three years in secondary school (Ministry of National Education, Youth and Sport,

1995). As this system was badly damaged during the civil war between 1975 and 1991, the

Republic of Lebanon launched into the educational restructuring of schools and curriculum with

the purpose of developing a new Lebanese citizen for the post war period (Ministry of National

Education, Youth and Sport, 1994; 1995). Consequently, since 1995, Lebanon has a new

education system and school structure which encompasses pupils from the age of four to

eighteen years. The new structure consists of four stages: kindergarten, elementary,

intermediate and secondary school (Ministry of National Education, Youth and Sport, 1995).

Despite the new reform, the system remains centralised in the capital, Beirut, and is administered

by regional and local offices. This system is open at all levels to both boys and girls. Co-

education was avoided in public schools and in many private schools, nevertheless, under the

influence of modernisation, co-education is becoming more widespread in both private and public

schools.

With regard to the Australian system, clearly, it is beyond the scope of this section to provide an

historic overview of the system's development, so the researcher will outline the main features of

the system. Responsibility for education is mainly a state responsibility, although the

commonwealth government also plays a role. Schools are required to meet state requirements

in relation to curriculum and other issues, especially at the secondary level. Schooling is

compulsory from age six to fifteen in most states (Turney et al., 1993). Primary schooling has a

duration of either six or seven years, while secondary education consists of five or six years,

depending on the law of the state concerned. The majority of government secondary schools are

co-educational but a significant number of non-government schools are single sex (Turney et al.,

1993). In terms of school-centered management in Australia, there is a great argument about

the efficiency of the devolution movement in educational administration (Whitehouse, 1993).

Some critics have responded with alarm, and warn of the perils of following the agenda of the

new right. Other issues such as quality assurance, and quality management in education are

also the subject of great debate among the Australian educators (Cuttance, 1995). It is worth
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Government for recognition as part of official examinations outcomes. ln Lebanon, the

school's assessment of students does not contribute to the results of official examinations.

6. The Australian school structure is composed of two levels: primary and secondary. There

can exist in the primary schools in the different States distinctive categories such as

kindergarten, infants, lower and upper primary, however, not all the states make these

divisions. The same is true for the secondary schools in the different states. There can be

different categories such as junior and senior, orjunior, middle and senior. In Lebanon, the

school structure is kindergarten, elementary school, intermediate school and secondary

school with no variations.

7. Australian non-government schools have considerable and increasing funding from the

Commonwealth and State Governments in addition to students’ fees. In Lebanon non-

government schools are funded by students' fees alone and this results in a lack of financial

resources for these schools.

Summary

As a background to the research undertaken for this thesis, this chapter briefly described the

context and the culture of the six schools, and the education systems in both Australia and

Lebanon. There are many points of similarity and difference and these must be taken into

consideration when examining the results of the data collected for this study. From the content

of this chapter the researcher has come to the conclusion that there is a need to research the

nuances and differences between the schools in contexts, diversity of the school actors'

perspectives and interests, and the plurality of conflicts or tensions in the social relations

surroundings of the schools. This enables one to capture the complexity of everyday school

realities and the impact of either the richness or weakness of their portraits. It also enables to

the investigation in depth of the precise nature of the interactions which take place within the

schools, revealing the varying ways in which the schools cope with complex differences. Finally,

the information gathered for this chapter is also important for determining the research issues

applicable to this thesis. These points will be discussed further in the next chapter.
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Chapter Five

Research Issues and Strateqies

One of the many aims of research into educational administration is to enable educators to have

access to a sound base of knowledge which can aid society and educational leaders to make

appropriate decisions and policies.

The nature of the school, as an organisation, has fundamentally changed over the last 20 years.

Beare (1989 p. 14) says that “[e]ducation is being forced to adopt the modes of organisation

which appear to be successful in the business or private sector". The post-industrial, information-

based economy is spawning non-bureaucratic forms of organisation responsive to the need for

rapid changes in strategic direction, constant innovation, entrepreneurship and local, self-

directed management. “[e]ducation systems and individual schools are now being forced to

adopt the fluid, entrepreneurial, organisational patterns which characterise the new growth areas

of the economy” (Beare, 1989 p. 15). These patterns include staff working in self-directed teams

operating within a network; collegial relationships not a hierarchical system; staff as

stakeholders, not employees; fees for service, not wages for time spent; generalist rather than

specialist skills; and an emphasis on efficiency, effectiveness, accountability and productivity.

Given these new directions in education, educational research needs to tackle problems that will

inform and guide educational administrators in these different tasks. It is necessary to ascertain

the type of research approach applicable to the new emphases in administration. Since the

1970s, research as a disciplined inquiry or a systematic investigation to find answers to problems

has undergone a shift away from the traditional, objective, scientific method. Burns (1995, p. 2)

states "[a] strong move towards a more qualitative, naturalistic and subjective approach has left

educational research divided between two competing methods: the scientific empirical tradition;

and the naturalistic phenomenological mode". The empirical tradition uses quantitative research

methods based on positivist methodology which “assumes social reality is objective and external

to the individual". The interpretive approach to research “emphasises the external to the

individual" as well as "the importance of subjective experience of individuals with a focus on
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qualitative analysis. Social reality is regarded as a creation of individual consciousness, with

meaning and the evaluation of events being a personal and subjective construction". This is

called ideographic/anti-positivist methodology.

On the one hand, quantitative research seeks causal explanations and aims to predict,

manipulate and control through generalisations which lead to theories (Burns, 1995). It uses

formal instruments such as sampling strategies and experiments, reduces data to numerical

indices and reports using abstract, mathematical language. It also deals with numbers,

percentages and priority ranking. The role of the researcher is to observe and measure from a

vantage point of impartial detachment in order to achieve objectivity.

The problems with the quantitative method stem from the fact that educational research, like all

social research, is interactive, reflexive and influenced by the theories, assumptions and biases

of the researcher (Smith and Hope, 1992 p. 19). The fundamental characteristics of quantitative

research such as objectivity, precision, verification, brevity of explanation, empiricism, logic and

prediction are problematical for the social sciences.

Qualitative research, on the other hand, aims to "deal with multiple, socially constructed realities

or ‘qualities' that are complex and indivisible into discrete statements” (Glesne and Peshkin,

1992, p. 6). The researcher’s role is to understand and interpret how the various participants in a

social setting construct the world around them. The researcher is the main instrument as he or

she observes, questions and interacts with the research participants. The researcher is

empathic and has personal involvement with the research subject.

Qualitative researchers depend on a variety of methods for gathering data. Three broad

techniques are among many used in gathering data: participant observation, interviewing and

document collection (Smith and Hope, 1992). The work of qualitative researchers in education

can also include ethnography, phenomenology, ethnomethodology, educational criticism and

symbolic interactionism (Glesne and Peshkin, 1992). These approaches to qualitative research

study direct experience at face value, seek to understand how people make sense of their

everyday world and focus on the interaction and dynamic activities taking place between people.
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For educational researchers whose topics of research include human characteristics such as

achievement, intelligence, leadership styles, group interaction or performance, qualitative

analysis offers research instruments which are sensitive to subtle, hard to categorise dimensions

of social life. Kincheloe (1991, p. 29) argues that “the empirical research instruments which are

capable of assessing particular factors are inappropriate for assessing other factors...the

traditional empirical research instrument may have no use for the atypical situation because it

does not fit the categories delineated". He suggests that extensions of human daily activity such

as listening, reading, watching and speaking can offer a "path to a new level of understanding of

the effect of a curriculum on a community” (Kincheloe, 1991, p. 29).

Criticisms of qualitative research methodology are, according to Cohen and Manion (1995),

problems of relativism and building a comprehensive body of knowledge when researchers and

research participants can only know a sector of society in a partial manner. The qualitative

educational researcher has “difficulties associated with defining the research focus, creating

collaborative groups where no formal organisation exists and knowing when and how to leave or

end the research project" (Glesne and Peshkin 1992, p. 12). The overall problem seems to be

that if meanings are negotiated, and in every situation power relationships exist, there is an

unanswered question about the value to be placed upon research findings.

Being aware of the complexity and importance of choosing the appropriate research methods to

ensure the reliability and validity of the data collected for this study, I have decided to use both

quantitative and qualitative methods which consist of questionnaires, interviews, and observation

techniques. These techniques give me the opportunity to collect accurate information that will

result in appropriate findings that reflect the effects of the principal's leadership styles on teacher

motivation and to identify motivational strategies. By studying the topic from more than one

perspective by making use of both quantitative and qualitative methods, I am given a greater

opportunity to map out, or interpret more fully, the richness and complexity of the impact of the

principal's leadership styles on teacher motivation.

A major consideration for any educational research that must inform the choice of research

method is ethics, because everyone, simply as human beings, has certain rights which
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researchers need to be sensitive to and which need to be respected (Cohen and Manion, 1995).

When people are seen as objects serious ethical questions arise (Kincheloe, 1991). Tuckman

(1988, p. 14) asserts that ethics are important for educational researchers because “research

may embarrass, hurt, frighten, impose on, or otherwise negatively affect the lives of the

participants to the research". He says the fundamentals of ethical research include the right to

privacy or non-participation, the right to remain anonymous, the right to confidentiality, and the

right to expect experimenter responsibility.

As a researcher, I am aware of the sensitive ethical aspects of my study. Therefore, I ensured

that all participants knew that their involvement in the project was strictly voluntary, that they

knew they would remain anonymous and that they knew all their responses would be treated

confidentially. For the surveys and interviews, teachers do not mention their names or identify

their schools. The data for the study remain anonymous and confidential.

Method of collecting data

For the collection of data I took into consideration the suggestion of Rist and Joyce (1995 p. 131)

that the new types of organisational structure focus on a flexible and changing environment and

required the use of both quantitative and qualitative methodologies. This study employs both

quantitative and qualitative analysis. Using these two different techniques of collecting data, a

more representative picture of the respondents' orientation to the research problem is obtained.

This method ensures that the principle of triangulation applies to the work by using more than

one method of data collection.

Questionnaire design and structure

The questionnaire, in this study, is designed to achieve the research objectives, specifically to

identify the factors that affect teacher motivation. The questionnaire was developed with

knowledge gained from the motivational theories (see Chapter 2) and the literature review (see

Chapter 3). The factors identified by researchers and discussed in the literature review were

then used to organise the main areas of research from which the questions were developed.
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The questions and statements were based on theories of motivation and were designed to

identify principals' leadership styles, school restructuring, teamwork, recognition, decision-

making, personal regard and professional growth. The questionnaire requested respondents to

indicate on a five—point Likert scale whether they strongly agreed, agreed, were undecided,

disagreed or strongly disagreed with statements made. The statements took into consideration

two relevant dimensions: teacher satisfaction and teacher motivation. The responses to these

statements were then analysed using the SPSS 6.0 statistical package. Means were calculated

for each individual item. Open-ended questions and interviews were used to provide more

information to support and expand the quantitative data.

Teacher satisfaction statements were designed to solicit the level of teacher satisfaction.

Respondents were asked whether they were satisfied or dissatisfied about their workplaces and

their jobs. From the mean scores of these responses, it was possible to determine how satisfied

teachers were with aspects of their work environment and their work itself. Responses to

questions and statements which related specifically to the main factors in motivation were able to

be measured for their satisfaction rating. The three Australian schools and the three Lebanese

schools were then able to be rated according to the amount of satisfaction teachers gained from

the principal’s leadership style, involvement in decision-making, recognition received, personal

regard experienced, teamwork participation, and professional growth activities available.

Teacher motivation statements were designed to extract knowledge about how aspects of their

workplaces and jobs affected teachers’ motivation. Respondents were asked whether they

agreed or disagreed with statements about their workplaces and jobs. From the mean scores of

these responses, it was possible to determine what factors teachers found most motivating. The

differences in responses from the three schools in Australia and the three schools in Lebanon

were revealed.

The questionnaire was approved by the Human Ethics Committee of the University of Sydney.

Prior to finalising the questionnaire, a detailed discussion regarding the nature of questionnaire

was conducted by the researcher with several of the teachers who participated in the study to

see how they reacted to the questionnaire, whether it was clear and sufficient in their opinion;
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whether they had any difficulty understanding the questions and statements; or whether any of

the questions were confusing. These teachers were also asked to suggest improvements for the

instrument. Subsequently, modification and revision were incorporated into the final

questionnaire based on the opinions of these teachers and on further discussion with the

supervisor. The questionnaire was then distributed to three schools in Australia coded “White",

“Yellow" and “Green" schools.

A sample of the questionnaire and cover sheet are found at Appendix 1. Official University

letterhead is used with the heading Subject Information Statement. This summarises the subject

and aim of the study, gives instructions about how to complete and return the questionnaire, and

provides contact names and telephone numbers. The questionnaire comprises four sections:

demographic data, teacher motivation and satisfaction, principal style and general questions:

1. Demographic data are designed to elicit demographic information such as gender, age,

number of years taught at the school, whether the respondent is a primary or secondary

teacher, number of years under the present principal, and teaching qualifications.

2. Teacher motivation and satisfaction elicit responses to 45 statements recorded on a

Likert five-point scale ranging from strongly agree to strongly disagree and very satisfied

to very dissatisfied.

3. Principal's style elicits respondents’ perceptions from 24 statements and the responses

were scaled on a five-point Likert scale ranging from always to never.

4. General questions require yes/no answers and responses to open-ended questions. This

part enabled me to collect more information about the research problem in the three

schools.

The questionnaire data used in Australia was redesigned to suit teachers in Lebanon. The

questionnaire distributed in Lebanon was written in both Arabic and English to avoid any

ambiguity in understanding and to cater for the ability of some Lebanese teachers to

comprehend the two languages. Due to the short duration of my stay in Lebanon, l was not able

to discuss the questionnaire with any of the Lebanese teachers before I distributed the
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questionnaire. However, after collecting the questionnaire, I had the opportunity to ask few

teachers whether the questionnaire was clear enough for them. Their responses were positive.

The Lebanese questionnaires contain a brief summary of the purpose of the research on the

cover sheet in addition to contact names and telephone numbers. A sample of the questionnaire

and cover sheet is found at Appendix 2. The questionnaire comprises five sections:

demographic data, teacher motivation, teacher satisfaction, principal style and general questions.

1. Demographic data are designed to elicit demographic information such as gender, age,

number of years taught at the school, whether the respondent is a primary or secondary

school teacher, number of years under the present principal, and teaching qualifications.

2. Teacher motivation elicits teacher perceptions from 17 statements. Responses were

recorded on a five-point Likert scale ranging from strongly agree to strongly disagree.

3. Teacher satisfaction provides teachers with the opportunity to express their feelings

about their present job by responding to 21 statements. Responses were recorded on a

five-point Likert scale ranging from very satisfied to very dissatisfied.

4. Principal Style elicits respondents' perceptions of their principal‘s style. Responses to 17

statements were scaled on a five-point Likert scale ranging from always to never.

5. General questions require yes/no answers and responses to open-ended questions.

This sections enabled me to draw out more information on the research questions in the

Lebanese situation.

The questions for Australian teachers were the same as these for the Lebanese teachers. The

only difference in the structure of the questionnaire between the two groups was that the

questions on teacher motivation and teacher satisfaction were separated into two sections in the

Lebanese questionnaire.
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Questionnaire distribution and response

After permission was obtained, a total of 130 questionnaires were given to the principals in three

Australian schools who then distributed them to the teachers. A prepaid self-addressed

envelope was attached to each questionnaire for return mailing, in order to maintain

confidentially and to help facilitate responses being returned to the researcher by the deadline of

9 December 1996. I made follow-up telephone calls to principals in order to remind the teachers

who had not yet met the deadline. While the number of the teaching body in the three schools is

140, ten teachers are casual and are therefore not included in the study thus bringing the total

number of questionnaires sent out to 130. Rather than distributing the questionnaires directly to

the teachers, they were given to the principals because when asking for permission to conduct

the survey, the principals agreed on the condition that it be they who distribute the

questionnaires. To respect their wishes I gave them the questionnaires, all the while being

anxious that this method of distribution might impact upon the research. My concern turned out

to be justified. After receiving a low return rate at two of the schools, I was told by deputy

principal and coordinator that the teachers were a bit hesitant in answering the questionnaires as

they believed that the researcher was acting on behalf of the principal, despite the clear

message on the cover sheet of the questionnaires explaining the purpose of the study. The low

rate of return therefore reflects the tension and disharmony between the teachers on one side

and the principals on the other. It also indirectly reveals the negative effect of the principals’

leadership styles on teacher motivation. Despite the low return rate, I do not believe that this has

significantly affected the research findings due to my having used two different methods and

different data collection techniques. Despite the unrepresentative sample, in two schools,

resulting from the low rate of questionnaire return, the qualitative data supports and reinforces

the quantitative data, as can be seen in Chapters Six and Seven. The data also reflect my

impressions and observations after having visited the schools and having spoken to the different

people such as principals, teachers, parents and students.

The final return rate was 23 % for White school, 44 % for Green school and 28 % for Yellow

school. Three additional surveys were received by the researcher after the statistics were
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compiled and analysed. These three surveys were not used in the statistical analysis or included

in the percentage of return rate of the surveys.

The distribution of the questionnaires in Lebanon followed a slightly different procedure because

of circumstances. I travelled to Lebanon on 17 July 1997. A few days after my arrival, I

telephoned the principals of the three schools, Yellow1 School, Green1 School and White1

School, to ask for permission to distribute the questionnaires and to interview four of their

teachers. I provided a letter from my supervisor explaining the research project.

While the principals were eager to help me, all of the teachers were away on their summer

vacations, which disrupted my data collection procedure. However, I took advantage of

- organised staff meeting days, the dates of which were given to me by the three principals, where

I distributed the questionnaires to teachers and conducted interviews with the four teachers from

each school. On 25 August 1997, | distributed 70 questionnaires to Yellow1 School and Green1

School. On 10 October 1997, l distributed 40 questionnaires to White1 School. During this time,

I visited the schools to collect returned questionnaires. Of the 110 questionnaires distributed, | i

received 67 back while still in Lebanon. The principal of White1 School promised to send the

outstanding questionnaires to me in Australia once they were completed. These have never

been received. I decided, therefore, to analyse the data that I had brought back from Lebanon

without waiting any longer for the other questionnaires to be returned.

Interview procedures

Categories of interview

There are three categories of interview according to Burns (1995, p. 278): first, unstructured or

open-ended - oral or life history, in-depth interviews, clinical interviews and group interviews,

second, semi-structured interviews - survey interviews, group interviews and in-depth interviews;

and finally, structured interviews - standardised interviews, survey interviews and clinical history

taking.
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Structured or standardised interviews are used predominantly in surveys and opinion polls with

subsequent quantitative analysis. Every interviewee received the same questions in the same

order. A conversational approach is minimised and the questions are close-ended so that the

respondent is forced to select their answer from a limited set of responses previously established

by the designer of the questions. There is no flexibility or latitude allowed to either interviewer or

respondent (Burns, 1995).

The semi-structured interview uses an interview guide which gives direction to the interview so

that the content focuses on the crucial issues of the study. This type of interview allows greater

flexibility for both interviewer and interviewee to bring new perspectives into both the questions

and the answers provided (Burns, 1995).

The open-ended or unstructured interview takes the form of a conversation between the

researcher and the informant. It is free-flowing and relies heavily on the quality of social

interaction between the two participants, but it is always controlled by the researcher to ensure

the focus stays relevant (Burns, 1995).

in this present study, questionnaire responses are used to develop eight categories of interview

questions and then an interview guide (See Appendix 4 for details). | used the semi-structured

interview to explore the relationships that may have existed among teachers and principals in the

schools in the study.

Stages of interview

There are three stages to using the interview as a research technique (Cohen and Manion, 1995,

p. 284). Stage One consists of determining the purpose of the research such as to explain the

theoretical basis of the study, to outline its broad aims, to explain why the interview approach is

appropriate, and to translate the general goals of the research into more detailed and specific

objectives. Stage Two involves setting up and conducting the interview, and collecting the data.

Stage Three involves coding and scoring the data into specific categories for the purpose of

analysis, and analysing and interpreting the data in light of the research objectives.
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The interviews for this thesis are structured and semi-structured using Cohen and Manions‘

stages and were all conducted during Term 2 of the 1997 Australian academic school year, and

in Lebanon during the 1997 academic school year between August and September. A small

volunteer sample of four teachers from each of the six schools participated in the interview.

They were informed of the need for four volunteer teachers to be interviewed by a note placed by

the principal on the bulletin board in the staff room after permission had been granted by the

principals to conduct the interviews. Those who wrote their name were subsequently

interviewed. Only four teachers from each school were necessary to collect the qualitative data

according to both the researcher and his supervisor.

The interview sessions were mutually agreed upon by myself and the teachers who consented to

be part of the study. The interview process was relaxed and friendly and held in a congenial

atmosphere. Interviews took approximately 30 to 40 minutes to conduct and all took place at the

schools. Also, the interview guides were given to the teachers 10 minutes before the appointed

interview time as preparation for the interview.

Problems and issues

An important issue concerning the appropriateness of the type of interview to be used for

research and the role of the interviewer is that there are benefits in the different approaches.

The structured approach and the unstructured approach both have benefits. The structured

approach provides the basis for coding and scoring in a systematic way, while the unstructured

approach allows the interview process to elicit highly personal data and deeper perceptions from

the interviewee with reduced opportunity for interviewer bias (Burns, 1995).

In the same way, the natural curiosity of the interviewer to pursue a line of questioning which

evolves out of the interview process can provide useful information to the research being

undertaken. If the interviewer’s role is constrained by the structured approach to being a

collector of data, then natural human traits such as empathy and curiosity are curbed and the

interview process may not reveal as much information as it could have (Keats, 1988).
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In this research, the semi-structured approach was used with a set of carefully designed single

topic questions which allowed for the further development of a thought or an idea. I found it

necessary during the interview to rephrase the questions to ensure that my meaning was made

clear. I tried to establish a rapport with my interviewees and to encourage free communication. I

believe I succeeded in this because even after a telephone interruption, it was not difficult to

continue the interview.

Every interview subject was particularly important for me. It was necessary for me to make sure

that each interviewee felt confident to discuss the topic of my research honestly and openly,

given that some of the information being provided was very sensitive. Issues of confidentiality

regarding identification of the interviewee and the school involved were important as it would be

unprofessional for recriminations to result from my research project. I also had to be confident

that the interview subject was able to answer the questions with a reasonable degree of

professional competence.

Others issues to be considered were the choice of interview subject and the knowledge of the

interviewer. Berdie et al. (1986, pp. 6-7) say that researchers need to "gather as much

information about the subject matter as realistically possible". They also say that “...careful

researchers will make every possible effort to know the population to be surveyed and will design

the study accordingly. The interviewer must be thoroughly acquainted with the topic of the

research interview. This enables the interviewer to categorise, review and evaluate the

responses to the questions as the interview is progressing". My knowledge of the research topic

allowed me to gauge whether the interviewee had understood the questions enough to provide

answers of value to my research.

Obtaining the respondent’s participation in the interview is essential (Keats, 1988, p.54). There

are many factors that influence the level of cooperation of the interviewee. Keats (1988) lists

those positively affecting interviewee cooperation as: explaining the procedure, even doing a

‘trial run’; explaining the purpose of the study, and what will happen to the interview information;

keeping the physical location of the interview private, quiet and interruption-free; arranging an

appropriate time for both interviewer and interviewee; keeping to the schedule; and, not allowing
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note pads, tape recorders or cameras to dominate the proceedings. Thus, I endeavoured to

meet these criteria to the best of my ability in order to maximise interviewee participation and

cooperation.

For this study, I paid particular attention to the time of day for the interview because of the need

to be aware of fatigue of the interviewee; the location, which was the choice of the interviewee;

and the physical environment, which ensured comfort for both parties, clear vision, good hearing

and seating on equal levels. I found that non-verbal communication and gestures gave much

insight into the interviewee's reactions to questions as well as attitudes and levels of emotions

attached to particular topics.

The “interviewer age, the size of the interviewing assignment and interviewer expectations"

strongly affect the cooperation of the interviewee (Singer et. al., 1983, p. 68). Weeks and Moore

(1981, p. 247) discuss the “effects of race-of-interviewer" on the interviewee. In some cases, a

man will not respond to questions put by a woman or cultural beliefs dictate that a woman cannot

be interviewed alone in a room with a man. Similarly a white person may not wish to co—operate

with a black interviewer. There has to be a reasonable degree of mutual respect between

interviewer and interviewee which allows for the free expression of information. In my research,

both interviewer and interviewees came from similar social backgrounds and l was able to gain

full co—operation from the interviewees.

My interview experience provided me with many insights into issues and problems associated

with conducting educational research and indeed sociological research in general. The particular

roles of both interviewer and interviewee are critical to the success of the interview as is the

choice of interview approach. I found the semi-structured approach to be effective for my

project. The interview in associated with the questionnaire technique was also effective in

eliciting the type of information I required. Its advantage is that it can help to overcome the

problems of language such as the gap between speech and meaning (Mishler, 1986). The

precision of question construction is crucial to the validity of the study which must accurately test

the research questions. In the interview situation, the interviewer has the opportunity to

immediately gauge the respondent's level of understanding of the question (Berdie et al., 1986).
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This can also help with the reliability of the interviews’ results. The ability to correct

misunderstanding ensures that the interviewee is providing answers which have real value.

It was particularly important for me to be aware of ethical problems such as the need for

confidentiality and anonymity, given that the interview situation encourages openness and

frankness in discussion and the possibility of repercussions for the interviewee should the

information elicited be handled inappropriately. I asked the interviewee not to mention the name

of the school or his/her name in order to maintain a high level of confidentiality. The level of

rapport and trust established meant that the interviewee had expectations about my behaviour as

a researcher, that I would be responsible with the information supplied, and that I would follow

due process with regard to the findings and reporting.

Data analysis and coding procedures

This topic will be covered in detail in the next chapter. However, at this stage, it is appropriate to

state that the interviews were all taped and transcribed in order to refer back to them as

necessary during the analysis of the data. I made copies of all the transcripts and then the

responses to each question were grouped by question. After I examined the responses to each

question, I found that many of the responses could be used in more than one category. Upon

completion of all the coding and sorting, | re-read all of the data and found I had to re-group the

data and separate some of the categories.

This procedure helped me to categorise the factors that affected teacher motivation. I then

examined the data and looked for possible relationships between the motivation factors and

considered whether the conceptual framework helped to explain teacher motivation. Upon

completion of the analysis, my interpretation was written in a descriptive format that compared

the three schools in Australia and the three schools in Lebanon.
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Summary

This chapter examined the types of research methods appropriate for a sociological research

project, such as that which has been conducted for this thesis. It examined both quantitative and

qualitative methods, and the choice made for the study. It also examined the sensitive ethical

issues involved in this type of research.

Additionally, the chapter gave details about the questionnaire used in the study and the interview

techniques considered appropriate. A full analysis of the data collected by these methods is

discussed in Chapter Six for the three Australian schools, and in Chapter Seven for the three

Lebanese schools. In Chapter Eight, the Australian and Lebanese results are compared and

discussed.
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Chapter Six

Data Analysis - Australian Schools

Introduction

This chapter presents an overview of the demographic information of the participants in this

study, and an analysis of the quantitative and qualitative data collected, by both the

questionnaire and interview research instruments, for the three Australian Schools coded Yellow,

White and Green. The individual schools are not analysed separately for the quantitative

sections due to the small percentage of questionnaires returned of some of the individual

schools. The open-ended questions and the interview data are analysed for each school under

six different motivational themes in order to provide more information to support and expand on

the quantitative data.

The six different motivational themes based upon the elements identified in the literature review

are: principal's leadership style, decision-making, recognition, personal regard, teamwork and

professional growth activities. Definitions of these factors are given in Chapter One.

The survey data are analysed using the SPSS 6.0 statistical package. The scales in Section 1, 2

and 3 are switched so that answers indicating “highly satisfied’, ‘strongly agree’ and ‘always’

score five rather than one. The effect is to create a system where the higher the mean score on

an item, the more satisfied respondents are or the more they agree with the statement. A mean

between one and five is then calculated for each of the statements. Yes/no questions are not

included in the statements because of the difference in response style.

Demographic data

In order to completely understand the data review and analysis, and therefore the results of this

research, it is necessary to examine the characteristics of the target population. While the

teachers who did not respond to the questionnaire can also be considered important in terms of
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the questions raised about their motivation profile, no effort was made in this study to address

those concerns.

In the demographic section of the questionnaire, subjects at the three schools are asked the

following: number of years of teaching experience at current school, gender, age, primary or

secondary school teacher, number of years teaching under this principal and highest level of

education attained. The following tables illustrate the demographic data provided by

respondents and reveal information useful to analysing research results.

Years’ teachinflt present school

Table 3 below reveals the number of years the teachers have taught at their present schools.

Table 3: Years Of Teaching Experience At Present School

 

 

 

 

 

 

  

Years at Current School Number : Percent

1-2 12 - 34%

3-4 6 17%

5-7 3 9%

8 plus 11 . 31%

No response 3 9%

Total 35 100%   
 

The data reveal that the small majority of teachers (18 or 51%) have between one and four

years' experience in their present school. A core of 11 teachers (31%) have had long periods at

their present school. The data also reveal the relatively high percentage of participants (34%)

who have been at their schools for only 1 to 2 years.
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Gender

The gender distribution of the participants in the survey is shown at Table 4 below.

Table 4: Gender of Teachers

 

 

 

 

  

Gender We; PM

Male 9 26%

Female 23 66%

No response 3 8%

Total 100% 35  
 

As shown in Table 4, the number of female participants (23 or 66 %) is much higher than the

number of male participants (9 or 26%). Three (8%) of the participants, did not respond to the

demographic section.

Type of teacher

Table 5 below presents the distribution of participants in this study working at the primary and

secondary levels in the three schools surveyed.

Table 5: Type of Teacher

 

 

 

 

     
 

 

Type of Teacher Number Percent

Primary School 16 46%

Secondary School 16 46%

No response 3 8%

Total 35 100%
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Table 5 shows an equal number of participants working at primary and secondary schools as

shown with 46% of the teachers work at the primary school level and 46% at the secondary

school level. Therefore, the study results will apply equally to both levels of schools.

Years taught under current principal

Table 6 below indicates the number of years the participants have been working under their

present principal.

Table 6: Number Of Years Participants Under This Principal

 

 

 

 

 

     

Years Under Current Principal Number Percent

1-2 29 83%

3-4 1 3%

5 plus 2 6%

No response 3 8%

Total 35 100%
 

As shown in Table 6 above, the majority of participants (83%) have one to two years' experience

under the current principal. This can be explained by all three principals having only recently

been appointed to their positions. And If one or two years’ experience may be regarded as

adequate for understanding a leader’s style, all teachers, therefore, have had adequate time to

become familiar with the leadership styles of their principals.
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A92

Table 7 below displays the age group distribution of teachers who participated in the study.

Table 7: Age Of Teachers

 

 

 

 

 

  

Age Number Percent

20-25 9 26%

26-30 7 : 20%

31-41 15 42%

42 plus 2 6% ‘

No response 2 6%  
 

Table 7 also reveals that respondents’ ages are distributed fairly evenly between the groups 20-

30 and 31-41. Two of the respondents (6%) did not provide their age. Acknowledging the low

impact of aging on teacher motivation (Krupp, 1987), the researcher does not focus on these

factors in the context of this study.

Qualifications

The highest level of education attained by the participants is indicated in Table 8 below.

Table 8: Highest Level Of Education Attained

 

 

 

 

 

  

Qualification Number Percent

Master of Education 1 3%

Bachelor of Education 24 68%

Diploma of Education ‘ 7 20%

No response - 3 9%

Total 35 100%   
 

The majority of participants (24) have a Bachelor of Education; seven have a Diploma of

Education; one has a Masters degree and three did not answer this question.
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The demographic information shows that participants from the three missionary schools in

Australia generally: have adequate educational qualifications (Table 8), have taught at their

present schools between 1 to 2 years (Table 3); and have taught under their current principals

between 1 to 2 years (Table 6). These figures provide a useful context in which to understand

the participants' perceptions of how their motivation are influenced by the leadership styles of

their principals.

Analysis of teacher motivation - the workplace

This section describes how the teachers feel in their work place. Table 9 below summarises the

responses teachers gave to statements about their workplace.

Table 9: Teachers” Feelings Towards The Workplace

 

 

 

 

 

 

 

 

 
 

 

 

 

 

 

        
 

participants did not respond to every item.

Legend: SA = Strongly Agree A = Agree

D = Disagree SD = Strongly Disagree

U = Undecided

No Items SA A U D SD Mean

1 Professional environment 17% 54% 9% 17% 3% 3.66

2 Earned respect 31 % 49% 11% 6% 3% 4.09

- 3 Treated as a professional 17% 54% 6% 17% 6% 3.14

4 Opportunity for professional growth 20% 37% 11% 17% 14% 3.31

5 ; Earned respect of colleagues 25% 63% 6% 0% 6% 4.03

6 : Students come first 34% 29% 17% 20% 0% 3.77
7 Principal solicits my advice 14% 31% 20% 23% 9% 3.21

8 Feel content under the leadership of the principal 17% 31% 26% 17% 6% 3.38

9 Teachers and school personnel solicit my advice 17% 54% 17% 6% 3% 3.79

10 Make decision about new programs 11% 40% 11% 23% 11% 3.18

11 I am making a difference 29% 43% 26% 0% 3% 3.94

12 | support the principal because s/he supports me 14% 40% 34% 9% 3% 3.54

13 I like working in this school 29% 43% 9% 14% 3% 3.82

14 Other people like working in this school 17% 26% 23% 26% 6% 3.24

NB: Some percentages have been rounded to the nearest whole number. and may not total 100 because some
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To analyse the data, the strongly agree and agree categories on the five-point scale have been

collapsed into the agree category and analysed together. Similarly, the category strongly

disagree has been collapsed into the disagree category. The reasoning behind collapsing the

two categories into a single category is to strengthen the analysis of the data.

Observing the means listed in Table 9, it can be seen that Items 2 and 5 related to the personal

regard factor have the highest means of 4.09 and 4.03 respectively. These results may indicate

that ‘respect’ is a crucial factor needed by teachers in order to feel positive towards their

workplace as this factor has a major effect on their self-esteem. From the table it can also seen

that Item 3 has the lowest mean, 3.14. This indicates that a lack of professionalism in managing

and administrating the schools exists, and that leaders need to pay more attention to improving

professionalism within the schools as one of many steps towards creating an effective school

with a motivated staff. Overall, the means indicate that the teachers in general have moderate to

positive feelings towards their workplace.

One important finding of the analysis in Table 9 is revealed to be Item 5: respect received from

colleagues. Eighty-eight percent of respondents agree with the statement: “I have the respect of

my colleagues". Another notable finding, related to the principal’s leadership style, is that only

45% of respondents agree with the statement: “My principal solicits my advice” (Item 7). In

addition, 45% of respondents agree with statement 8, “ I feel content under the leadership of the

principal”, whereas 26% are undecided and 23% disagree. In regard to Item 12 which was

designed to examine whether the teachers support the principal because he or she supports

them, the findings reveal that 54% of the respondents agree with the statement, whereas 34%

are undecided and 12% disagree.

Seventy-one percent of respondents indicate that they are functioning in a professional

environment, whereas 20 percent of the respondents disagree (Item1). The finding of Item 13

shows that 72% of the respondents agree with the statement “I really like working in this school’

(item 13). However, only 43% of the respondents agree with the statement: “I believe most other

people really like working in this school‘ (Item 14). A significant number of teachers surveyed

(80%) agree that they earned respect at work (Item 2). This reflects the importance of respect as
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an element in boosting teacher motivation and it also reflects the professional environment in

which the teachers work.

Self-fulfillment and status are considered by Maslow (Table 1) to be amongst the most important

needs for motivation, and advancement is seen by Herzberg (Figure 2) as a major motivational

factor. A notable finding, related to status, is that 71% of respondents agree with the statement

“I am treated as a professional’ (Item 3). In addition, a small majority of respondents (57%)

agree with Item 4 “ I have the opportunity for professional growth", whereas 31% disagree and

11% are undecided. This may indicate that the absence of opportunity for professional growth

hinders self-fulfillment, and affects the level of professionalism among teachers in their schools.

Another important factor is revealed to be Item 9: Communication between teachers and school

personnel. Seventy-one percent of respondents agree with the statement “teachers and school

personnel solicit my advice". Another notable result, related to decision making, is that a small

majority of respondents (51%) agree with the statement “I make decisions about the

implementation of new programs in the school' (Item 10). This may create frustration among

teachers and consequently may affect their motivation since as many as 91% of respondents

believe that their involvement in the decision making process improves their attitude towards

their work (Table 12, Item 2).

Reflecting on the findings presented in Table 9 which reveal the feeling of the participants

towards their workplace, one can conclude that overall the participants demonstrate a

moderately positive feeling towards their workplaces.

Analysis of teacher motivation - the work

The responses shown in Table 10 below reflect the teachers’ level of satisfaction at the current

school. On a five-point scale that gauges respondents’ reactions to items measuring degrees of

satisfaction and dissatisfaction, 1 signifies that the issue is very dissatisfying, 2 indicates some

degree of dissatisfaction, 3 indicates that an issue is neither satisfying nor dissatisfying

(undecided), 4 indicates some degree of satisfaction, and 5 indicates that an issue is very
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satisfying. Categories 4 and 5 have been collapsed to give one satisfied category and

categories 1 and 2 have been collapsed to give one dissatisfied category.

Table 10: Teachers’ Feelinqs About Their Present work

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

         

No Items VS(5) 8(4) U(3) D(2) VD(1 ) Mean

1 Keeping busy 51% 43% 6% 0% 0% 4.46

2 Working alone on the job 29% 43% 20% 9% 0% 3.91

3 Doing a variety of activities 29% 43% 17% 9% 3% 3.86

4 Being someone in the community 17% 51% 17% 6% 9% 3.63

5 The way the principal handles the workers 14% 29% 29% 23% 6% 3.23

6 School policies put into practice 11% 34% 14% 31% 6% 3.15

7 I Freedom to use own judgement 29% 31% 23% 11% 6% 3.66

8 Working conditions 14% 29% 23% 29% 6% 3.17

9 Co-workers get along 14% 46% 26% 6% 6% 3.59

10 Praise received 11% 40% 20% 20% 9% 3.26

11 Working according to own conscience 40% 43% 9% 3% 3 6% 4.09 ,

12 ' Competence of my supervisor in making 14% 40% 34% 9% 3% 3.54

decisions 2

13 Doing something makes use of my abilities ‘ 40% 43% 6% 9% 3% 4.09

14 Pay and amount of work I do 9% 40% 9% 31% 11% 3.91

15 Feeling | get from the job 31% 43% 14% 9% 3% 3.91
 

NB: Some percentages have been rounded to the nearest whole number, and may not total 100 because some

participants did not respond to every item.

Legend: VS = Very Satisfactory S = Satisfied U = Undecided D = Dissatisfied

VD = Very Dissatisfied

As revealed in Table 10, the level of satisfaction shown by the overall sample is neither

extremely high nor extremely low. This indicates that the sample is generally satisfied with some

areas of their jobs but is dissatisfied with other areas. Across the different questions that

measure satisfaction a wide range of scores are found. The item related to satisfaction with

school policies has the lowest mean score, 3.15 (Item 6), followed by the item related to working
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conditions with a mean of 3.17 (Item 8). This indicates that teachers are least satisfied with the

way school policies are put into practice and with the working conditions at their schools. The

issues which teachers are most satisfied with are: not having to do things that go against their

consciences, 4.09 (Item 11); the chance to do something that makes use of their abilities, 4.09

(Item 13), and always being kept busy all the time, 4.46 (Item 1).

Item 2

Item 4

Item 5

Item 7

Seventy-two percent of respondents indicate that they are satisfied when given the

chance to work alone on the job, 9% are dissatisfied and 20% are undecided. This

suggests that teachers will be most satisfied when given the opportunity by principals to

work independently at times.

A significant number of teachers surveyed (68%) are satisfied with the chance to be

someone in the community of the school while 15% are dissatisfied. Being given the

chance to be someone in the community is a factor that would help the teachers grow

in the school setting and therefore enhance motivation.

A number of teachers (29%) show dissatisfaction about the way in which their principal

handles the staff. Forty-three percent are satisfied, while 29% are undecided. Work

motivation becomes problematic when staff are not satisfied with the way in which the

principal deals with them which consequently reduces the teachers’ desire to perform

well.

The freedom to use their own judgement makes 60% of the teachers satisfied, while 17

% report dissatisfaction. An evaluation of the responses indicates that teachers appear

to be more motivated when given a certain amount of autonomy or freedom when they

teach. The importance of this autonomy is highly stressed by Porter in his revision of

Maslow's Hierarchy of Needs theory.
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Item 9

Item 10

Item 13

Item 15

Satisfaction with co-workers is high with 60% of the teachers responding that they are

satisfied, 12% are dissatisfied and 26% are undecided. From this it can be argued that

teachers can be more motivated when working together in a group setting.

Praise is welcomed by a small majority of teachers - 51% report being satisfied when

praised, 29% report being dissatisfied, while 20% are undecided about the extent to

which praise leads to personal satisfaction. Observing the teachers' responses it

appears that the teachers can be highly motivated when they receive praise from their

leaders.

In reference to Item 13 which represents the responsibility factor of teachers, 83% of

respondents are satisfied, while 12% are dissatisfied. This finding indicates the

importance of giving teachers responsibility for work assignments as a source of

satisfaction and motivation.

In relation to the achievement factor which is represented by item 15, 74% of the

respondents are satisfied with the feeling of accomplishment they get from their job,

whereas 12% are dissatisfied. This finding indicates that a significant percentage of the

participants are satisfied with their achievement on the job. Achievement is a source of

motivation highlighted by Maslow as being among the psychological indicators of

motivation at level 4, that is, Esteem needs (Table 1, p. 19).

The analysis of open-ended questions shows the existence of some differences between the

schools studied. Firstly, teachers from White school often fail to list three aspects they dislike

about their school, while teachers from both Yellow and Green schools provide more criticism.

Secondly, the types of criticisms made by the teachers of the three schools differ. Teachers from

Yellow school often mentioned they dislike the lack of professional growth activities and that they

have problems with their leader. The comments from Green school teachers focus on the lack of

harmony in the workplace together with little communication. Teachers from White school,

however, appear to mainly criticise the facilities of the school, mentioning the need for grassed
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areas and cooler classrooms. Clearly they are problems, but they appear not to be at the same

level as those revealed by the other two schools. These findings, therefore, back-up the survey

results that show teachers from the three schools are moderately satisfied in their work.

Analysis of teacher motivation - specific factors

The items in this section of the survey were designed by the researcher to gain information about

the relationship between specific strategies used by the principal and teacher motivation. The

first five items in Table 11 on the following page are designed to determine the extent of

opportunities for teacher motivation. The remaining items are designed to gain information

related to teacher motivation. An analysis of the results of each item in Table 11 is presented

below.

ltem1 The principal has been identified as playing a pivotal role in teacher motivation.

Opportunity for teacher participation in the decision-making process as well as in

shared decision-making will increase with encouragement from the principal. The

responses for Item 1 indicate that 23% of teachers report strong disagreement with the

statement: “I am encouraged by the principal to participate in the decision-making

process in this school". Fourteen percent of the respondents indicate that they are

encouraged by the principal to participate in the decision-making process. This result

clearly indicates that principals need to encourage their staff to participate in the

decision-making process, in order to keep the staff motivated when implementing any

decision.

Item 2 Participation in the decision-making process is one of the most important elements of

teacher motivation reported in the literature. Forty-eight percent of the respondents

agree with the statement: “Regular staff meetings and/or grade level meetings are held

in this school and all teachers are able to participate in the decision-making process”.

Thirty-seven percent of the respondents disagree. This result, in turn, reinforces the

literature reviewed and the result of Item 1.
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participants did not respond to every item.

Legend: SA = Strongly Agree A = Agree

D = Disagree SD = Strongly Disagree

U = Undecided

Chapter Six Data Analysis - Australian Schools

Table 11: Teacher Motivation Responses

No 1 Items SA A U D SD Means

1 Principal encourages me to participate in decision- 14% 26% 14% 20% 23% 2.88

making.

2 . Staff meetings and decision-making shared 17% 31% 11% 20% 17% 3.12

3 Administrator makes most decisions 31% 23% 14% 20% 9% 3.50

4 Staff collaboration encouraged 6% 37% 11% 29% 14% 2.91

5 Teachers work harmoniously 11% 57% 14% 14% 3% 3.60

6 Motivated by satisfaction of working with colleagues 20% 54% 6% 11% 6% 3.74

7 Motivated by recognition from principal 11% 31% 14% 29% 11% 3.03

8 Motivated because of participation in decision-making 6% 31% 11% 31% 17% 2.76

9 Motivated because administrators make decisions 0% 11% 17% 46% 23% 2.18

10 Motivated by collegial atmosphere and equality 6% 29% 26% 26% 11% 2.91

11 Ability to participate in decision-making 14% 36% 17% 11% 14% 3.27

12 Motivated by the satisfaction received from working 37% 51% 11% 0% 0% 4.26

with students.

13 Conversation among staff focuses on professional 6% 40% 17% 29% 9% 3.06

issues relating to teaching

14 Motivated by the knowledge that I am empowered to 9% ~ 49% 23% 11% 6% 3.44

make job-related decisions E ‘

15 Motivated because I make a difference in my : 40% 51% 3% 0% 3% 4.29

. students

16 Motivated because I have control over what takes 20% 49% 14% 6% 6% 3.76

. place in my classroom

NB: Some percentages have been rounded to the nearest whole number, and may not total 100 because some

Item 3 This item is included in the survey to cross-check other items related to the decision-

making process. Agreement on this item is perceived by the researcher as indicative

that a principal’s style acts to inhibit teacher motivation. Fifty-four percent of the

respondents agree that the principal is the prime decision-maker in their schools.
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Item 4

Item 5

Item 6

Item 7

Item 8

Collaboration among staff members is anotherelement that the principal could utilise to

enhance teacher motivation. Collaboration is a way in which teachers are able to share

their skills and expertise in a professional manner, while helping to combat the

isolationism that is characteristic of the teaching profession. ‘ One of the roles of the

principal is to enhance the collegial and collaborative spirit among the teachers. Only

forty-three percent of respondents agree that administrators encourage staff

collaboration by providing the time and resources for educational projects.

Harmonious cooperation within a team is an important indicator of a school where

teacher motivation is facilitated. Sixty-eight percent of respondents to Item 5 report

agreement while 17% report disagreement with the statement that: “Teachers in this

school work together harmoniously”.

Traditionally, teaching is a profession that does not provide many opportunities for

collegial interaction, either socially or professionally. Item 6 is designed to determine

whether or not working with colleagues is a source of motivation for teachers. Seventy-

tour percent of respondents agree that they are motivated by the satisfaction they

receive from working with colleagues (item 6).

Theories of motivation presented in Chapter two indicate that recognition is an

important motivator. Encouragement by the principal to participate in the decision-

making process is one of many strategies the principal can use to recognise his/her

teachers. Item 7 shows that 42% of the total respondents agree that recognition from

the principal is a crucial source of motivation for them. Likewise, 40% of the

respondents report that they are encouraged by the principal to participate in the

decision-making process in the school (refer to Item 1). That less than half of the

participants feel encouraged to participate in decision-making reflects a problem with

the level of recognition offered.

The opportunity to participate in decision-making is reported to be a source of

motivation for teachers and this is confirmed by the data collected in the interviews.

The responses to Item 8 show that 37% of teachers agree that they are motivated
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Item 9

Item 10

Item 11

Item 12

because they participate in the decision-making process. This result may indicate that

teachers are motivated when they participate in the decision making process, however,

they are not encouraged by the principals to do so (Item 1). These results reveal a

problem in the decision-making procedures of the schools.

This item is designed to determine whether there are teachers who are motivated

because they do not participate in decision-making. None of the respondents strongly

agree that they are motivated because, as 54% reported, administrators make most of

the decisions in their schools (refer to Item 3), and 69% disagree with the statement: “I

am motivated because administrators make most of the decisions in the school”.

Equality and participation in the life of the school are relevant to teacher motivation.

Item 10 is designed to determine whether a collegial atmosphere is perceived as a

source of motivation. Thirty-five percent of the respondents indicate that a collegial

spirit among all staff members is a source of motivation and they are motivated

because of the collegial atmosphere in their workplace. Thirty-six percent disagree and

26% are undecided. This contrasts with responses to Item 5 where 68% report that

teachers in their school work together harmoniously. The data collected in the

interviews indicate that this discrepancy between the scores of Item 10 and Item 5 can

be attributed to a principal's leadership style where teachers are treated unequally and

where the principals fail to encourage teachers to share in the life of the school.

Participation in decision-making is one of the central elements of teacher motivation

and is the focus of many of the survey items. The responses to Item 11 indicate that

51% of teachers believe that being able to participate in the decision-making process is

a source of motivation, thus confirming previous item responses.

A significant number of teachers (88%) are motivated by the students themselves. This

is entirely in keeping with the expected level of professional involvement and

enthusiasm that teachers bring to their work.
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Item 13

Item 14

Item 15

Item 16

Little’s work (1982) on collegiality in the school setting suggests that conversation

among teacher in effective schools is focused on professional matters and the sharing

of ideas. The nature of teachers’ conversation with one another is indicative of

professionalism. Forty-six percent of the participants agree with the statement

“conversation amongst staff members frequently focuses on professional issues related

to teaching”. Thirty-eight of the respondents disagree, while 17% of the respondents

remain undecided. These results do not meet the level of collegiality that Little (1982)

mentioned in his work, therefore, teachers need to bear in their mind the importance of

discussing professional matters related to teaching as that could assist in boosting

teacher motivation to perform better.

Being able to participate in work-related decisions is cited in the literature as a potential

source of teacher motivation. Item 14 was designed to determine whether therelwas

link between empowerment and teacher motivation. Fifty—eight percent of the

participants report that empowerment in work-related decisions is a source of

motivation to them. Twenty-three percent of the participants are undecided, while 18%

disagree.

Sense of achievement is one of the chief motivators reported by many theories of

motivation (Chapter 2). Item 15 was designed to assess teachers’ sense of

achievement with regard to their students as a source of motivation. Ninety-one per

cent of the respondents agree with the statement “I am motivated because I make a

difference in the lives of my students". This significant result is compatible with the

result of Item 12 that indicates working with students is an important factor for teacher

motivation and satisfaction.

Autonomy in the job is relevant to employees' motivation as reported in Chapter 2.

Item 16 was designed to determine whether an association exists between autonomy in

the classroom and teacher motivation. Sixty-nine per cent of the respondents indicate

that having control over what takes place in their classroom is a source of motivation,

whereas a small minority (11%) of the respondents disagree.
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From further analysis of the data presented in Table 11, the following important findings are

observed. Students are the main motivator for the participants, as for items 12 and 15, the

means of 4.29 and 4.26 respectively, are the highest in Table 11. This is followed by the

autonomy factor in the classroom which appeared to be a strong motivator with a mean score of

3.76. Other significant motivating factors that were revealed include the existence of harmony

among teachers, and working with colleagues, with mean scores of 3.60 and 3.74, respectively.

Items 1 and 8 relating to decision making have the lowest mean scores of 2.88 and 2.18

respectively, which indicates that participants are not motivated by decision making as they are

not involved in the decision-maki‘ngaprocess. The result of Item 1 clearly stresses the need to

encourage teachers to participate in decision-making.

Yes/No questions analysis

The answers to the yes/no questions give a clear idea about the factors that work as a catalyst in

enhancing teacher motivation. Involvement in decision-making and a reasonable amount of

recognition appear to be factors likely to ensure a positive working environment in which

teachers can be highly motivated. Table 12 on the following page, shows the percentage of

responses to the yes/no questions.

The larger ‘no’ responses indicate areas of possible improvement: 74% of the respondents feel

that they need more professional growth activities offered at school; 64% of the teachers are not

pleased with the amount of recognition they receive from their administrators; 86% of the

teachers do not see their principal as the main motivator in their daily work. The larger ‘yes’

responses, on the other hand, reveal some interesting factors in operation. For instance, 74% of

teachers acknowledge that the amount of recognition they receive improves their attitude and

commitment to the school, thus there is a clear call for more recognition from the principal and/or

colleagues. Another interesting factor is that while 86% of teachers are not motivated by their

principals, 80% are motivated by their students. This could explain why, even with the low input

of principals to teacher motivation, 71% of teachers feel included in the life of the school. I

suggest that, without this important balance, the schools would be ineffective organisations.
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Table 12: Responses To Yes/No Questions

 

‘ No Items 6 Yes No
 

1 ‘ Does your principal involve you in decision-making at your school? 54% 43%
 

2 Do you feel your involvement in the decision-making process will 91% 9%
improve your attitude and commitment to your school?
 

Does your administration offer you professional growth activities? 51% 46%
 

4 Do you feel an adequate amount of professional growth activities 26% 74%

are offered to you?
 

Are you recognised for the positive job you do in your classroom? 49% 49%
 

Are you pleased with the amount of recognition you get from your 34% 64%
administration for the job you do?
 

7 Do you feel the amount of recognition you get for the job you do 74% 26%
improves your attitude and commitment towards your school?
 

 

      Is the principal the main motivator in your daily work? 11% 86%

9 ‘ Are the children in your care the main motivators in yourjob? 80% ' 17% '

10 Do you think you feel included in the life of the school? 71% 20%
 

NB: Some percentages have been rounded to the nearest whole number, and may not total 100 because some

participants did not respond to every item.

Factors relating to teacher motivation

This survey and subsequent interviews provide a firm basis to assist the schools involved to

identify and utilise motivational strategies effectively. The responses to the questionnaire. and

interview research instruments indicate likely, practical motivational strategies which can be

utilised by principals to enhance teacher motivation. The research focuses on the central factor

of leadership style and five of the six major factors involved in the motivation of teachers

surveyed at the three schools: decision-making, recognition, teamwork, professional growth and

personal regard. These categories are not listed in order of priority or importance and should not

be considered as distinct and separate.

Leadership Style

These questions presented to participating teachers describe some of the possible

characteristics of leadership that their principals may demonstrate. The questions, concentrating
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on the behavior of principals as key motivators towards their staff are important because they

reveal information about the leadership style most valued by teachers. Adoption by the principal

of the valued characteristics (listed in Table 13 on the following page) may enhance teacher

motivation and morale. At the same time, teachers will achieve a high level of self-esteem and

self-actualisation as proposed by Maslow's hierarchy of needs.

The responses related to leadership are rated on a five-point scale. On one hand, a high score,

closer to five, indicates a very encouraging and motivating principal style with the principal

playing a positive role in motivating teachers in their work. On the other hand, a lower score,

closer to one, suggests that the principal’s leadership style is not contributing to teacher

motivation because teachers are not being involved in the school and/or support is not being

provided to the teachers when requested. This reveals a lack of awareness of the motivational

requirements of the teachers.

Table 13 reveals the percentage and the means of responses for items related to leadership

style. By far the largest number of responses to most questions are in the sometimes category

with a rough balance between rarely and often with exception of questions number 2, 8, 12, 17

and 23. Questions 14, 15, 18, and 24 have percentages that differ remarkably between the often

and rarely categories. A notable finding appears for question 14, where the lowest mean score

of 2.67 (Table 13), indicates that the principals’ ideas do not force teachers to rethink some of

their own ideas. This may reveal a lack of intellectual challenge between the principals and their

staff. Another notable result is that of question 1, which has a mean score of 2.77. This low

score indicates that the principals do not make much effort to find out what their teachers want

and try to help them. Another low mean score of 2.77 was found for question 11, indicating that

the principals in the three schools surveyed are not highly regarded models for the participants to

follow.
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Table 13: Principal's Leadership Style Responses

No Principal Style Always Often Sometime Rarely Never Means

s

1 Finds out what I want and helps me 9 % 14 % 40 % 20 % 17 % 2.77

2 Is a good team player 14 % 17 % 26 % 29 % 9 % 3.00

3 Spends time talking 17 % 20% 31 % 23 % 9 % 3.14

4 Finds time to listen 23 % 17 % 27 % 20 % 9 % 3.26

5 Looks out for welfare of individuals 23 % 26 % 31 % 11 % 9 % 3.43

6 1 Keeps the school informed 23 % 23 % 29 % 17 % 6 % 3.14

7 . Keeps the school working together 17 % 20 % 3 37 % 17 % 6 % 3.26

8 Makes everyone enthusiastic 14 % 23 % 26 % 26 % 9 % 3.09

9 Motivates me to do more 11 % 17 % 34 % 17 % 17 % 2.88

10 Makes me sacrifice my own self— 14% 17% 31 % 23% 9% 3.06

interests for the good of the group

11 Is a model for me to follow 9% 14% 40% 20% 17% 2.77

12 Is an inspiration to us 11% i 29% 29% 17% 11% 3.12

13 Makes me proud to be associated 20% 23% 37% 11% 6% 3.41

with him/her

14 His/her ideas have forced me to 9% 20% 14% 34% 17% 2.67

rethink some of my ideas .

15 Encourages me to express my ideas 20% 23% 17% 23% 17% 3.06

16 ( Encourages understanding of points 9% 23% 40% 20% 3% 3.15

of view of others .

17 Maintains definite standards of 26% 31% 23% 11% 6% 3.62

performance

18 Is willing to make changes 17% 40% 20% 20% 3% 3.49

19 Lets school members know what is 37% 17% ' 31% 9% 3% 3.79

expected of them

20 Is available for assistance when 17% 31 % 37% 11% 0% 3.56

needed

21 Seeks opinions concerning issues 20% 23% 20% 23% 9% 3.24

22 Is protected from disruption 20% 23% 29% 14% 3% 3.48

y 23 Conducts meetings efficiently 17% 34% 31% 9% 6% 3.50

24 Communicates openly and frankly 29% 29% 23% 14% 3% 3.68

3 NB: Some percentages have been rounded to the nearest whole number. and may not total 100 because some

The discrepancy in percentages among the five categories indicates that there were few issues

for which respondents felt the principals to be either completely good motivators or utterly poor
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motivators. Rather, the principal’s leadership style was found to be midway between the two

extremes. The data collected from the interviews clearly reinforce the previous analysis.

For instance, when teachers from the Green school were asked the open-ended survey question:

“What factors do you think are crucial for you to be motivated in your work?”. Their responses

included factors such as: Supportive administration (principal) all the time; support from the

principal in my work and acknowledgment of it; positive reinforcement from the principal; and

effective leadership.

Teachers of Yellow school do not mention the principal’s existing role in their work motivation.

One teacher of Yellow school states that:

It disturbs me greatly how our school can possibly grow to its full potential, with

leader(s) who lack a strong educational background, needed for such an

important leadership position, and that is why we have a high rate of teacher turn

over

Other teachers from the same school state that:

The people in charge (principal) are too inexperienced. They have not

experienced other schools and this has made a big difference. The principal is

rarely seen on an educational basis, and the principal runs the school in an

unprofessional manner.

In answer to the question; “What three things would you like to change in the school?” a teacher

from White school states that “the principal should be more informed to create a better

environment”.

It must be recalled that support for the negative answers to questions about leadership style

comes from the fact that 86% of teachers answered ‘No’ to the question: “Is the principal the

main motivator in your daily work?” (Table 12, Item 8).
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The interview data analysis is further reinforced by the teachers’ interview statements. For

example, teachers from Yellow school say:

T.1. I think the principal is the key to running this school. If the principal is

running this school well, then the teachers are certainly motivated towards the

school and surely they perform much better.

T.1. i think if you've got a very strong leader, an enthusiastic leader, of course,

yes the students and the staff are well motivated.

T.2. He (the principal) can be very positive if he gets more involved, but, there is

a problem of communication where the language is a major barrier, and this

causes many problems for teachers, and makes it difficult for them to approach

the principal regarding educational issues as a wrong message could be

received.

T.2. If the principal is very enthusiastic, very keen, knows what he’s doing, I

think it motivates - it motivates the teacher to do the same.

T.3. The principal should be more involved in day-to-day things around the

school, such as leading the morning prayer, being more among the staff. This

would be motivating for students and staff.

T.4. I don’t think the principal is knowledgeable enough. The principal should

know what is going on in the school then he would know what the teachers

needed but because he’s not really knowledgeable about what’s going on and

because he’s not familiar, he does not really run anything worth being run.

In White school, teachers stated that:

T.1. The principal’s role is a big role that’s the driving force behind the school

and you know if the principal approves of it, you know you’re doing the right

thing.
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T2. The principal should be the one to inform the rest of the team of the

changes that go on or anything to do with educational matters. Unfortunately, this

is not the case here...so the principal should be more looked upon as a leader

leading the staff, rather than someone appointed to lead the staff.

T.3. It is nice to know the principal is with us - not above us. But sometimes

there is a little problem of communication as the English language of the principal

is not that good, therefore I avoid discussing matters with the principal to avoid

any misunderstanding regarding issues, and that really frustrates me.

T.4. The leader should be an active leader - she doesn’t seem to be so much a

part of that.

T.4. i think having a sound educational background is important... i don’t think

the principal has this educational background. This can reduce teacher

motivation.

The teachers in Green school allege that:

T. 1. If the principal, you know, is really easy going, then you work better.

T.2. / find the principal is the voice of the school. The principal voices what the

ethos of the school is.

T.3. If the principal is a facilitator rather than a dictator, this can affect my work

motivation. I ’d like to be guided rather than told, as well.

T.4. i think if the principal's fairly rigid in their control, nothing will be done. I

don’t think my principal is rigid in her control.

Due to the lack of principals’ adequate qualifications in education, experience and awareness of

the Australian system the principals of the three schools surveyed may be open to manipulation

through relying on a small group of advisers. Consequently this could affect the trust of teachers
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in their principals and damage the communication channels in some cases. As two Yellow

school teachers state, some instances where manipulation can occur includes:

T.1. Staff appraisals, information relayed through the executive team whereby

staff may not always be objective or biased. Information of benefit to an

individual could be withheld. And professional development opportunities can be

allocated on bases other than merit.

T.4. Regarding the recruitment, the manipulation emerges when the principal is

not familiar with curriculum requirements, questioning and participation in the

interview process is minimal. And when the principals is not able to discriminate

between appropriate and inappropriate potential and therefore is not able to

make informed decisions.

White and Yellow schoolteachers mentioned the disadvantage of having a principal who is not

familiar with the Australian education system is that he or she can be taken advantage by

teachers close to them who can manipulate the timetable and some decisions by influencing the

principals. As expressed by the Yellow school teacher:

T.4. Timetabling, The allocation of classes and subjects can be influenced by

those closest to the principal. The placement of teachers on the timetable can be

organised to benefit those select few. The time allocated to Key Learning Areas

can be determined by those with the ability to influence the principal.

A White schoolteacher highlights the following regarding the subject selection:

T2. The ability of some teachers to influence the principal’s decisions about the

suitability of subjects to be offered to students and the budget allocation for those

subjects. The principal’s control over costs and the allocation of departmental

costs to student ratios can be influenced by staff with the ability to exert power

over the principal.
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Reflecting on these quotations from the interview data, it appears that teachers are concerned

about the negative effect of manipulation on their performance, and the way their schools are

being run, as they expressed a desire to see the schools run in a more professional manner. It

appears that their motivation is reduced because they perceive their principals to be lacking

educational and pedagogical knowledge, enthusiasm and active participation in the life of the

school. The next factor, which may affect teacher motivation to be examined is decision-making.

Decision-making

Participation in decision-making can be a strong motivator and can also significantly improve

teacher satisfaction (Chapman, 1990). Table 11, Item 8 shows that 40% of participants disagree

with the statement that they feel “motivated because of participation in decision making",

whereas 37% agree. From this it can be argued that teachers may be more motivated when

involved in the decision making process. Moreover, Table 11, Item 1 shows that 23% of the

respondents express strong disagreement with the statement: “I am encouraged by the principal

to participate in the decision making process in this school'. In addition, Table 9, Item 10 reveals

that only a small majority of respondents (51%) agree with the statement “I make decisions about

the implementation of new programs in schools". These findings indicate a problem in the

decision-making procedures of the schools surveyed.

Answers to open-ended survey questions reveal that teachers from White and Green schools are

critical about the level of decision-making in their schools. Some teachers from Green school

answer the question, "What three things would you like to change?” with "More input into

decision-making”. Other teachers from Yellow school answered this question with: “To be

involved more in school matters and decision-making”. in addition, some teachers from Yellow

school comment that; "decisions are slow to be made”, that there is a “lack of autonomy in

making decisions”, and that they are “not able to make decisions. At the same time the principal

is against teachers’ involvement in decision-making as he believes that teachers should only

' concentrate on their teaching in the classroom". These answers provide evidence that problems

concerning decision-making appear to be a serious issue within the three schools, in particular

within Yellow school. These answers also reflect the importance of the involvement of teachers
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in the decision making process, in order for them to feel a part of the schools and consequently

so that they become more motivated to put any decisions made into practice.

Moreover, Table 12, Item 2 shows clearly that 91% of the respondents feel that to be involved in

the decision-making process in the school will improve their attitude and commitment to the

school. These findings support Chapman’s perception cited earlier. In Yellow and Green

schools, staff indicate that greater involvement in decision-making is of importance to them in

response to the survey question: ”What three things would you like to change in this school?".

This is reinforced by some teachers commenting that lack of involvement in decision-making is

seen as a problem, especially in Yellow school as mentioned earlier.

The interview data. in turn, reinforce these results concerning the decision-making process. For

instance, teachers from Green school state that being involved in the decision-making process

has a positive impact on their work motivation. Thus:

T.1. Well, obviously, if you’re a part of the process, you’re more comfortable in

doing the things that the decision-making involves. It’s fairly important.

Another teacher shows enthusiasm and eagerness to be involved in the decision-making process

saying:

T. 2. Of course, because I’m part of the process of the whole school, so if I’m part

of the decision-making process I’ll enjoy being here and following the rules and

the guidelines.

Another teacher answers the question: "How can teacher motivation be enhanced in your

school?” in the following manner:

T.3. I think a big part of teacher motivation is being able to take part in decision-

making in school.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: Page 140



Chapter Six Data Analysis - Australian Schools
 

The teachers from Yellow school show frustration at being unable to be involved in the decision-

making process. One teacher says:

T. 1. It (involvement in decision-making) would make me feel like I’m a pan‘ of the

school rather than it just being a job. I think it would give teachers a bit more say

in the decisions. But it seems that the principal does not allow teachers to be

involved in the decision-making process.

Another teacher from the same school says:

T.2. I don‘t make too many decisions but I sometimes suggest things I

suggest things; I can never make the decision because I’m not the team leader.

Anyway, I don’t mind to be eliminated from participating in any decision making,

as the involvement requires from me a lot of time and energy.

A teacher from White School suggests that:

T.1. More input into decision-making in the school will enhance teacher

motivation. So, I would like to be a pan? of the decision-making process, beside

the principal who makes the most decisions.

In conclusion, teachers who do not participate in the decision-making activities of the school do

not feel that they are a part of the school team. In addition, they believe more input into

decision-making could enhance teacher motivation as they would feel as though they were being

treated as professionals, that is, it would be a significant acknowledgement of their

professionalism.

Recognition

Recognition is one of the many crucial tools leaders can use to reinforce employee motivation as

revealed in the review of literature. It is the motivator that influences the level of self-esteem

(Maslow, 1954). Table 11, Item 7 shows that motivation from the recognition the teachers

receive from their administrators is low with 42% of the total respondents agreeing with the
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statement “I am motivated by recognition from administrators”, while 40% disagreeing. This

result coincides with the response of the Yellow school teachers to the survey question, “What

three things would you like to change in this school?”, that they would like greater

acknowledgment, recognition and rewards for their efforts. This is seen as a serious problem

and it highlights the necessity for more acknowledgements of teachers in their work.

Table 10, Item 10 shows that satisfaction with the praise given for all three schools is average,

with a small majority (51%) of the teachers responding that they are satisfied, and with 29%

being dissatisfied and 20% undecided. From this it can said that teachers may be more

motivated when receiving more praise from their principals for doing good work, and it also

indicates the importance placed on recognition as a crucial motivational factor by the

participants. This coincides with 74% of respondents answering “yes" to the question “Do you

feel the recognition you get for the job you do improves your attitude and commitment towards

your school?" (Table 12, Item.7). It therefore appears that recognition has one of the largest

effects on teachers as a motivating factor.

The interview data, in turn, reinforce the previous findings related to the recognition factor in

schools. The teachers from Yellow school highlight the importance of recognition in their

professional life, which they believe supports them in attaining a high level of motivation. For

example:

T.1. It’s important that you are recognised. I think for your own personal well-

being it’s important that you are, therefore you’re more motivated.

Recognition from the principal is very likely to result in feelings of encouragement and motivation

as expressed by a White school teacher:

T.2. If the principal sees me and I’m doing something good, it’s good to say

“You’re doing something good”. When someone recognises you’re doing

something good, you’re more encouraged and motivated especially if your work

was appreciated by the principal.
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This same teacher concludes:

T. 2. So, I think people recognising what you do and appreciating it, that is the

life. it’s the main factor to be motivated...if you’re not recognised or you’re not

treated professionally, you just feel that you’re there in that job to do the daily

tasks and that’s it. But if you’re motivated that means you are pushing, not only

yourself, but the people around you to improve the teaching environment, to

improve students’ knowledge.

Yellow school has a problem with recognition as indicated in Table 15. One teacher of the

Yellow school reinforces this clearly by saying that:

T. 1. I think it would be very hard to do something and people don't come up and

say, “Thank you” or “Well done” or “Here’s a little certificate” - or whatever it is.

Even if it’s a shake-the-hand, a congratulations see, it doesn’t happen I

think it’s important for me to hear the principal saying, “Congratulations Thank

you. Thank you for doing this".

The same teacher added that

T.1. Again, I think you’ve got two teachers, one who works hard, and one who

doesn’t work hard. If they’re both not rewarded the one who works hard thinks

why am I doing this? I think you have to give an incentive to a teacher to do

something. If you do something well, then ‘congratulations’. Even if it’s a shake

of the hand. it keeps them motivated, it gives them a bit more confidence. It

makes them feel important, like they’ve done something good, something well.

And they continue. And the same in the class. Why should one person work

really well, and another person bludge if there’s no reward for the one who’s

worked for it. And I think that the teachers need exactly the same thing.

In answering the question "Why do you think recognition is important for enhancing teacher

motivation” teachers from Green school allege that:

T.3. Yes yes, I do. But I also feel that as a teacher, everybody has their own

level of work and their own level of standard to achieve. And regardless of

whether that gets recognised or not, that certain level will be achieved. I mean
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that’s what our professional duty is. And I think being recognised by the principal

will motivate us further.

The same teacher explores this concept further by saying:

T.3. I think everybody likes their achievements to be recognised. That’s

definitely (sic), but I don’t want to be over recognised. Like, you know,

sometimes you’re given a little bit —a little bit too much extra credit and that’s not

good. I think that credit should be given when it’s deserved, not when it’s not

really deserved.

Another teacher from the same school declares that:

T. 1. Basically, we’re people. And I think people need to be recognised for what

they’re doing, unless you’re a number rather then a person. So it comes back to

being an individual or a group. So if you’re never said oh well, you’ve done this

well, you’ve done that well, it is more or less like I’m just going along with the flow

and whatever happens, happens. Because I’m not going to receive any

recognition, so it doesn’t really matter whetherl do better or worse.

Also another teacher from the same school testifies that:

T.2. I think as a staff member you should be treated and recognised as an

individual, therefore, your opinion matters, and therefore you’re more motivated.

If you’re just treated like a number, you won’t feel like you want to do anything.

You know, you won’t be motivated to get involved in the decision making

process.

A Green teacher, in answering the same previous question, says that:

T.1. Just to know that people appreciate what you work, more than anything

else, just that appreciation of it. I mean, if people appreciate what you are doing,

as humans I think we are faithful, that’s it. That’s all we need, just appreciation.
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Another teacher from the same school asserts that:

T.4. Just everyone likes to hear ‘thank you’ sometimes. They do. it is just

normal human nature. People like to be thanked for things that they do that are

good. They like to be recognised for things they do. Not necessarily in a big

way, just a thank you.

Another teacher from the same school emphasises the satisfaction with the amount of

recognition received by saying that:

T.3. Yes definitely. I think I have not had any problem at all with that. I felt I had

a lot of recognition because I change a lot of things and I hear a lot “well done”

from the principal and then I felt I had to do a little better, and it was like a little

sticker.

Recognition, offered in different forms, need not be held off until there is a truly outstanding

accomplishment. A truly effective school is not achieved by continual outstanding

accomplishments, rather it is achieved by paying attention to the quality of everyday routines. _

Personal regard

Personal regard develops out of human values relationship especially trust, respect and freedom

as revealed in the literature reviewed. Table 9, Item 2 shows that a large majority of respondents

(80%) believe they earned respect, with 11% being undecided and 9% disagreeing. Table 9,

Item 5 reveals that 88% of the respondents believe that they have the respect of their

colleagues. From this it can be argued that respondents may be more motivated when receiving

respect from their leaders and colleagues.

Despite the positive results of items 2 and 5 (Table 9) some Yellow school teachers complained

of a problem in personal regard practices such as “a lack of respect” and “being treated as

children” and “the historical mistrust of staff and the inequity among teachers". Comments like

these indicate the existence of a problem in this area, and the importance of the principals to
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work on this issue in order to make a difference with respect to the personal regard factor, as it

may improve teacher motivation.

Equality of treatment is another vexed issue at Yellow school. Many staff do not feel that they

are given the same level of consideration and workload as their colleagues. The data collected

in the interviews reinforce the previous findings about the personal regard factor of motivation.

Some White school teachers consider that one indicator of respect is to be asked their opinion.

One teacher states that:

T.2. The most important strategy to be motivated is personal regard. The way in

which the principal views the teachers with respect, trust and care.

Another teacher emphasises her perception of the crucial role that respect plays in motivation:

T.1. I think respect is everything. Respect is very important.../ think someone

who is respected should earn it and if you show respect for someone then they

will in turn show it back to you. I think that’s important. if you don’t have that, you

can’t do anything.

A Green school teacher, in answering a question on how the principal’s leadership style can

affect teacher motivation says that:

T. 1. Basically seeing people as individuals and seeing them as growing people,

not just a group of people, is a relevant personal regard factor that can enhance

teacher motivation.

Another teacher asserts that:

T.4. If it’s a happy kind of atmosphere, you work better. And if you’re respected

and you feel like you’re respected in this school, you work harder.

A Yellow school teacher defines personal regard as the way an individual values or sees others

in their own eyes. She argues that the principal should treat the teachers professionally and that

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: Page 146



Chapter Six Data Analysis - Australian Schools
 

a lack of professionalism in dealing with teachers affects the teachers’ work motivation.

According to this teacher, important aspects of personal regard are: respect, trust,

professionalism and that the teachers' opinions count because it is "the teachers (who) are the

ones teaching - the principal isn’t the one in the classroom".

Teachers in the three schools emphasise the role of human relationships in terms of valuing

each other and respecting the talents and the opinions of each other through a positive channel

of communication. Working together and respecting each other, therefore, would support and lift

teacher morale and motivation.

Teamwork

As indicated in the review of literature, the harmonious functioning of the work group within the

organisational setting is crucial to the operation of a positive and progressive organisation. A

high degree of trust and spirit among staff members and a low level of disengagement are very

important within the organisation. In such a climate, the teachers work well together and are

committed to the task at hand. Interactive effectiveness and task effectiveness are both

necessary to ensure job satisfaction and to provide the kinds of rewards that will nourish

professional individuals.

In all three schools, the teachers indicate in their questionnaire responses that positive group

interactions, opportunities to be involved in activities outside of the classroom and cooperative

colleagues are all crucial to being motivated. This is reinforced by comments that indicate a lack

of community spirit being a problem. In addition, this finding is supported by comments from

Yellow school teacher in answering the question: “What three things would you like to change in

the school?" where s/he responds that:

It is crucial to get a healthy balance of staff. This means the staff and the

principal are professional in attitude (willingness to learn, grow, study),

professional in conduct (dress, speech, manner), professional in qualification and

professional in spirit (role modeling within a group). That is why everyone seems

to be in their own four walls, with little acknowledgment of each other. A school
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is an organisation which thrives on team work and a collegial spirit. We must be

clear on our sense of mission and be able to look ahead.

Data collected in the interviews suggest the importance of teamwork in enhancing teacher

motivation. This is also supported by the survey questions which show that teachers from all

three schools note the importance of "good staff morale and support from staff and principals" as

crucial factors for motivation.

Table 10, Item 9 shows that satisfaction with co-workers in the three schools is high with 60% of

the teachers responding that they are satisfied, 12% dissatisfied and 26% undecided. From this

it can be argued that teachers may be more motivated when working together in a group setting

constituting the principal and their colleagues.

Table 11, Item 5 shows that 68% of respondents report agreement, whereas 17% report

disagreement with the statement that: “teachers in this school work together harmoniously/1

From this it can be argued that harmonious cooperation within a team is a crucial indicator of a

school where teacher motivation is facilitated. And this is supported by the result of Item 6

(Table 11) which shows that 74% of respondents agree that they are motivated by the

satisfaction they receive from working with colleagues.

The interview data, in turn, reinforce the previous results concerning the role of teamwork in

teacher motivation. One teacher from White school states: “being a part of the team, just

knowing I’m a part of the team, I think that encourages me”. Another teacher from White school

states:

T.2. You have to be part of a team. Staff should be looked at as a team, as a

group of bodies working together for the benefits of the student. If you've got

that type of attitude, I think you’d be more motivated.

T.1., another teacher from the same school, also says that working as a team sets up an optimal

learning environment and by working together the teachers are able to share many ideas.
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Therefore, if the staff work as a team, a sense of achievement is created that does much to

improve staff motivation. The teacher concludes:

T.1. You know that you are achieving - that you are doing something good, it

makes you feel like a professional.

A Yellow school teacher suggests that working with a group opens the door to learning more:

T. 2. There are people who are individuals but why would you be a teacher if you

don’t want to work in a team environment.

Another teacher from Yellow school shows concern that the principal regularly ignores the

teachers‘ opinions. The teacher says:

T.1. If your opinion counts, then, I think that’s good, but if you say something

and it goes and it’s ignored and you say it again, and it’s again ignored, then you

don’t feel like you’re a part of the team.

Teachers from Green school mention that being able to take part in decision-making and being

able to work together in an harmonious team is important for motivation. The majority of

participants in the three schools answer the following question strongly in the affirmative: “Do you

think working in a team will enhance your work motivation?”

In conclusion, when an educational leader provides a working environment in which teachers feel

they are members of a larger, purposeful team and members of smaller, task-oriented teams,

teachers’ levels of motivation increase.

Professional growth

Giving teachers opportunities for professional growth, as it was suggested in Chapter 3, Review

of literature, is one of the first steps towards making significant changes in a school and helping

teachers feel motivated. Attending staff development sessions such as seminars, conferences or

visiting other schools is an indication that teachers are choosing to address their needs and their
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students’ needs, and this increases not only the quality of the teachers' skills, but also their

motivation.

Table 9, Item 4 shows that agreement with the opportunity for professional growth is average

with 57% of the teachers agreeing, 11% undecided and 31% disagreeing. From this it can be

argued that teachers could be more motivated when provided with more professional growth

opportunities.

Moreover, the responses to Item 3 (Table 12) affirm the need for more professional growth

activities to be offered by the principals of the three schools. The results of Item 3 (Table 12)

show that a small majority of respondents (51%) answered “yes" to the question: "Does your

administration offer you professional growth activities?". Only 26% of respondents answered

“yes” to the question regarding whether they believed the amount of professional growth

activities to be adequate (Table 12, item 4). This clearly indicates the necessity for more

professional growth activities to be offered.

ln answering the survey question: “List three things you dislike about your current school”, one

teacher from Yellow school says:

Lack of professional development; staff are not encouraged to pursue further

study by executives. Why? There is a feeling that a lot of in-servicing is a waste

of time. How can this be? With all the changes recently made by the Board of

Studies and Curriculum Corporation, how are we possibly to know if we don't

attend in-services? We are already at a loss. Shouldn’t we be going out of our

way to find out as much as possible?

A Green school teacher says that teachers should have the chance to attend in-services,

otherwise they feel more and more isolated in their job. The interview data, in turn, reinforce the

importance of professional growth to the motivation of teachers. A Green school teacher

comments that:

T2. The in-services are made more available and I think that’s terrific...When

you go out you learn more things. Then you come back with a better
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understanding of educational issues, which most definitely has to be a help in

improving teacher motivation.

A Yellow school teacher states:

T.2. Certainly there are opportunities for growth in this school. It is not

discouraged, but again perhaps the teachers are not shown the way either.

The only hard part is that you’ve never really had the access to the in-service

courses available. Sometimes, you know someone else’s got the in-services

manual.

This reflects a lack of communication and access to essential resources in the school.

One teacher from White school comments that:

T.3. I feel that these in-service days are quite motivational because they're

always pitched to things that are relevant for the teachers.

In answer to the question, “Are you happy with the amount of opportunity given to you for

professional growth?”, another teacher from the same school answers:

T. 1. I think there should be more available.

Yet another teacher from White school declares that involvement in professional development

programs is an important part of teacher motivation:

T.2. If you feel up to date with things and you’re changing as a teacher, you’ll be

more motivated and to have a lot of in-services going on throughout the year...l

think is a very important part of the professional growth of the staff.

It is clear that responses from the teachers of all three schools indicate that offering more

opportunities for professional growth and more innovative in-services are crucial factors in

motivating the teacher. In addition, it is worth noting that there are many comments that too few
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opportunities for professional growth existed and that more personal development programs are

needed. It should be noted that professional growth or staff development needs to be agreed on

by the staff and the principal together. When staff training develops as an extension of the

teachers' work and decisions are based on school goals, the teachers’ level of motivation is

enhanced.

Comparative analysis of five factors involved in motivation

This section discusses five of the six major factors involved in motivation for teachers. These are

decision-making, recognition, teamwork, personal regard and professional growth. The central

factor, leadership, is extensively discussed earlier in the chapter. A graphical representation is

presented in Figure 6 below of the effects of the five major motivational factors on the level of

satisfaction and motivation of teachers at the three Australian schools in the study.

Figure 6: The Satisfaction And Motivational Effects Of Decision-Mam, Recoqnitm
Teamwork. Personal Reqard And Professional Growth At Australian Schools

   
Professional Growth ..

Personal Regard

 

DSatrsfactIon ti Motivation

Motivation: 5= Highly motivated by the factor 1: Not motivated by the factor

Satisfaction: 5= Highly Satisfied 1: Highly Dissatisfied

NB: The motivation level of professional growth was not examined in the present sample.
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As is illustrated in Figure 6, satisfaction and motivation scores are calculated for all factors with

the exception of Professional Growth where only a satisfaction score is calculated. A score

closer to five on the satisfaction scale represents a higher level of satisfaction, whereas a score

closer to one means that respondents are dissatisfied. The motivation scale is similar, with a

score closer to five indicating that the specific factor is a major motivator and a score closer to

one indicating that the factor'is definitely not an effective motivator.

Further analysis shows that the correlation between the principal's style ratings and satisfaction

ratings is .43 which is significant at the .05 level, and the correlation between the principal’s

leadership ratings and teacher motivation ratings is .545 (p = 0.001) which is highly significant.

This may be interpreted that the leadership style of principals affects the level of teacher

satisfaction and motivation, and highlights the importance of relationship between principal

leadership and teacher motivation.

Overall it appears that the more satisfied respondents are with a particular motivational factor,

the more motivated they are by it. From Figure 6, it can be seen that, across the whole sample,

personal regard is the biggest motivational factor and the factor with which teachers are most

satisfied.

Conclusion

The results of the study in the three Australian schools reveal some interesting information about

the role of the principal’s leadership style and the other five factors involved in the motivation of

teachers. Over the whole teacher population sample, personal regard has both the highest

satisfaction and the highest motivational effect. In addition, the results indicate that there is a

significant correlation between the principal's leadership style and teacher satisfaction and

between the principal’s leadership style and teacher motivation. The results also indicate that

the five factors examined may all be directly or indirectly influenced by the principal’s leadership

style.
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Thus, it can be concluded that the effect of the principal’s leadership on teacher motivation is

both direct and indirect. Principals can influence teachers directly through their own personal

qualities, skills and by being a role model, and they can influence teachers indirectly by working

with different factors such as encouraging teachers to be involved in the decision making

process, recognising teachers' work, enhancing the spirit of teamwork, providing and facilitating

professional growth activities, and displaying genuine respect and care towards the teachers’

well being. Once a principal can put to use these factors, the teachers would be more motivated

and consequently more committed to their work and the school.
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Chapter Seven

Data Analysis - Lebanese Schools

introduction

The data from Lebanon were collected between August and September 1997. The survey used

(see Appendix 2) was similar to that used for the Australian sample. However, some minor

changes and additional questions were introduced to make the survey relevant to the schools in

Lebanon. The new questions covered the issues of school restructuring and syllabus redesign,

themes which were appropriate after the many years of conflict within the country. The other

change to the survey was that all questions were translated into Arabic so that non-English

speaking teachers could respond to the survey.

Sixty-five Lebanese teachers completed the survey. Again respondents were from three

schools, coded as Green1, Yellow1, and White1. The surveys were entered into SPSS 6.0

statistical package with the analysis including the determination of means and the correlations

between the surveyed variables. The quantitative data are not analysed for each individual

school due to the small percentage of questionnaires returned. For each school surveyed, the

open-ended questions and the interviews data are separately analysed under seven different

motivational themes to provide more information to support and expand on the quantitative data.

The questions were segregated into four sections: demographic information, principal's style, job

satisfaction and job motivation. The questions concerning satisfaction and motivation

demonstrate that there are numerous practical motivational techniques available to the principals

for enhancing teacher motivation. The items dealing with factors related to motivation were split

into seven relevant factors as identified in the literature review: restructuring, recognition,

teamwork, decision-making, professional growth activities and personal regard. These factors,

defined in Chapter One, are not listed in order of priority and should not be considered as distinct

and separate. Yes/No questions were not included in the five-point scales because of the

difference in response style.
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Demographic data

The purpose of this section is to provide demographic information about participants' gender,

age, number of years teaching, stage of teaching (primary, intermediate or secondary teaching),

number of years teaching under current principal and the highest level of qualification obtained.

The following presentation is a brief interpretation of the demographic data provided by

participants with charts and tables where appropriate.

Years of teachinlat the present school

Table 14 below reveals the number of years the teachers have taught at their current schools.

Table 14: Years Teaching Experience At Present School

 

 

 

 

 

 

  

Years at Current School Number Percentage

1-2 Years 11 17%

3-4 Years 8 12%

5—7 Years 10 15%

8 Years and over 35 54%

No response 1 2%

Total 65 100%   
 

Table 14 shows that more than half of respondents are well established at their schools, that is,

they have been working at their current schools for over eight years. Approximately 69% have

been in the school for more than 5 years. These teachers are likely to feel quite comfortable at

their present schools which may account for higher job satisfaction ratings. In some cases, the

teachers may be bored and listless as a result of being at the same school for so long, perhaps

in the absence of available positions elsewhere. This was implied during the interview of one

teacher who said: " ...There are many, many teachers who are old and who only teach because

they have to. It is their job. There is nothing else to do and they are getting paid at the end of

the month”.
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Gender

The gender distribution of participants is shown in Table 15 below.

Table 15: Gender Distribution

 

 

 

 

 

Gender Number Percentage

Male 6 9%

Female 56 86%

No response 3 5%

Total 65   
 

The number of female teachers (56 or 86%) is much higher than the number of male teachers (6

or 9%). There were three (5%) teachers who did not respond to this question.

Type of teacher

Table 16 below reveals the distribution of teachers working at the primary, intermediate and

secondary school levels in the schools surveyed.

Table 16: Type Of Teachers

 

 

 

 

 

 

  

Type of teacher Number Percentage

Primary 38 58%

Intermediate 1? 26%

Secondary 8 13%

No response 2 3%

Total 65 100%   
 

The respondents are mainly primary school teachers (38 or 58%) with 17 (26%) being

intermediate teachers. Intermediate teachers are those who teach from grades seven to nine.

12 % of the respondents were secondary teachers. There were two (3%) teachers who did not

respond to the question.
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Years taught under this principal

Table 17 below indicates the numbers of years the teachers have taught under their present

principal.

Table 17: Number Of Years' Teachinq Under This Principal

 

 

 

 

 

  

Years Under Current Principal Number Percentage

1-2 Years 25 39%

3-4 Years 8 12%

5 Years and Over 30 46%

No Response 2 3%

Total 65 100%   
 

The amount of time spent under the present principal was bi-modal with approximately 40% of

respondents having only one to two years' experience under their current principal and 46%

having over five years’ experience with the current principal. If one or two years’ experience may

be regarded as adequate for understanding a leader's style, all teachers, therefore, have had

adequate time to become familiar with the leadership styles of their principals. Two failed to

answer this question.

Qualifications

Table 18 below indicates the highest level of education attained by the teachers.

Table 18: Highest Level Of Education Attained

 

 

 

 

 

 

 

     
 

 

Qualification Number Percentage

Ph.D. 1 2%

Master of Education 2 3%

Bachelor of Education 20 31%

Diploma of Education 3 5%

Baccalaureat Technique (TAFE) 14 22%

Higher School Certificate 21 32%

No response 4 6%
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Table 18 shows clearly that a large proportion of the teachers (32%) hold only a higher school

certificate or (HSC). These teachers teach at the primary level. In addition, 14 (22%) hold a

certificate from TAFE. This data reveal that the number of qualified teachers is almost low. only

39% have teaching qualifications and 54% have no tertiary qualifications. Four respondents

failed to answer this question.

A92

Figure 7 below displays the age group distribution of teachers who participated in the study.

Figure 7: Age Distribution Of Lebanese Teachers (n = 64)

 

Figure 7 above reveals a relatively even distribution between the different age groups: 20-25, 26-

30, 31-41, and 42 +. However, the most common age group was between 26 and 30 years

(39%) with the least number of teachers being forty-two years or older (22%). One teacher did

not provide his or her age.
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Teacher satisfaction

The purpose of this section is to give teachers the opportunity to reflect on their feelings towards

their present job in order for the researcher to understand what teachers like or dislike about their

professional life.

Table 19 on the following page demonstrates the percentage and means of teachers' responses

to the Teachers Satisfaction section of the questionnaire. To analyse the data, the Very

Satisfied and Satisfied categories of the five-point scales are collapsed into the Satisfied

category and analysed together. Similarly, the category Strongly Dissatisfied is collapsed into

the Dissatisfied category.

Table 19 shows that respondents were generally most satisfied with regard to their students.

Ninety percent of respondents feel that their teaching changes students' attitudes and

behaviours in a positive way (Item 10). Ninety-two percent of respondents were also highly

satisfied with their sense of belonging, of teamwork and of collegial relationships in the school

(Item 13), and 90% of respondents were satisfied with the feeling of teamwork within the school,

such as with their relationship with colleagues (Item 12).

Being given the freedom to use their own judgement (Item 5) made 66% of the teachers who

responded, feel satisfied, while 15 % reported dissatisfaction, and 18% were undecided. An

analysis of the responses indicates that teachers appear to be more satisfied, and consequently

more motivated, when given the freedom that makes them more responsible for their decisions

and judgements.

Praise and recognition (Items 8 and 15) are appreciated by 65% of teachers who feel satisfied

when praised and recognised for their efforts, 21% are undecided and 14% are dissatisfied (item,

8). Twenty-one percent of teachers responded that they are dissatisfied with the amount of

recognition they receive for their work, while 17% are undecided, 63% indicated they are

satisfied (Item 15). Based on the previous results and observing the teachers’ responses to

open-ended questions, it appears that teacher satisfaction is increased when teachers are

recognised and praised by their leaders.
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Table 19: Teacher Satisfaction

 

 

 

 

 

 

 

 

 

 

 

 

No items VS% 8% U% D% SD% Means

1 Being somebody in the school community 42 53 2 3 0 4.34

2 The way my principal handles his/her work 30 56 8 3 3 4.06

3 The competence of my principal in making 31 39 20 5 5 3.88

decisions ~

4 My pay and the amount of work I do 16 33 13 25 13 3.14

5 The freedom to use my own judgement 18 48 18 15 0 3.69

6 The working conditions 22 49 15 13 0 3.81

7 The way my co-workers get along with each other 21 48 29 3 0 3.86

8 The praise I get for doing a good job 20 45 21 11 3 3.68

9 The feeling of accomplishment | get from the job 45 45 8 2 0 4.34

10 Changing students‘ attitudes and behaviour in a 48 42 6 2 2 4.34

positive way

11 Working with a well qualified and experienced 53 37 6 2 2 4.40

principal who has a clear vision for the school
 

12 My relationships with my colleagues at my school 31 59 8 2 0 4.20
 

13 The feeling of belonging, teamwork, and collegial 44 48 5 2 2 4.31

relationships at my school
 

 

 

 

 

14 The quality of principalship in my school 28 55 6 6 5 3.95

15 The amount of acknowledgment I receive for my 16 47 17 16 5 3.53

efions

16 The process of school restructuring 20 45 25 11 O 3.74

17 The way promotion on merit has occurred in my 14 50 23 11 2 3.65

school

18 The amount of professional growth activities 20 34 17 26 3 3.42

provided at my school
 

. 19 The respect, trust, and support I receive from other 30 44 22 2 3 3.95

staff at my school
  20 The progress of curriculum reform 15 46 21 17 0 3.60
 

21 The amount of involvement in the decision making 9 31 28 21 9 3.09

process at my school         
NB: Some percentages have been rounded to the nearest whole number, and may not total 100 because some

participants did not respond to every item.

Legend: VS = Very Satisfactory S = Satisfied U = Undecided D = Dissatisfied SD = Strongly

Dissatisfied

More than half of the teachers surveyed (54%) are satisfied with the amount of activities provided

by their schools for promoting professional growth (Item 18), while 29% of respondents are

dissatisfied and 17% are undecided. From this, it can be concluded that teachers’ satisfaction

may be increased when they are provided with activities that will enhance their professionalism.
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A considerable number of teachers surveyed (65%) are satisfied with the process of reforming

the school structure, while 25% of the respondents are undecided, and 11% are dissatisfied (item

16). In addition, 61% of the respondents are satisfied with the progress of the curriculum reform,

whereas 21% are undecided and 17 % are dissatisfied (Item 20) because of the amount and

rapidity of change, or alternatively because they are unclear about the outcomes of any change.

However, the interview data highlights the necessity of the change and reform.

A significant percentage of teachers surveyed (95%) are satisfied with the statement “being

somebody in the school community’ (Item 1). Having the feeling that you are an important

person in the school community is a tremendous factor that helps the teachers to succeed in the

school setting and therefore to boost motivation. Another significant finding relates to the

achievement factor at work (Item 9). Ninety percent of the respondents were satisfied with their

feelings of accomplishment. This result supports Maslow's hierarchy which highlights

achievement as a factor of motivation.

On a less positive note, less than half of teachers surveyed (40%) are satisfied with the amount

of involvement they have in the decision-making process at their schools, whereas 28% are

undecided (Item 21). From this, it can be concluded that teachers' motivation could be

negatively affected when they are not provided with much involvement in decision-making.

Seventy percent of the respondents are satisfied with the competence of their principal in making

decisions, whereas 20% are undecided and 10% are dissatisfied (Item 3). In addition 83% of the

respondents are satisfied with the quality of their principalship in their school (Item 14). From

this, it can be argued that teachers could be more satisfied when working under a competent

principal. This is further supported by Item 11 which shows that 90% of the respondents are

satisfied when “working with a well qualified and experienced principal who has a clear vision for

the school”.

Satisfaction with the way the co-workers get along is notable with 69% of teachers responding

that they are satisfied, and 29% indicating they are undecided (Item 7). From this, it can be

argued that teachers can be more motivated when working together as a team. Seventy-one

percent of participants are satisfied with working conditions, and 15% are undecided (Item 6).
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This factor could affect teacher motivation as it is among the hygiene factors that were reported

in Figure 2.

An unsurprising finding was reported for item 4 where 38% of the participants assert that they

are dissatisfied with their salary in comparison to the amount of work they do, whereas 49% are

satisfied and 13% are undecided. This finding may be understood as a normal consequence to

the recession period of the economy that the country is facing in the postwar era.

In summary, it can be concluded that the level of satisfaction for the Lebanese sample is

remarkably high especially for items 1, 2, 9, 10, 11, 12, and13, with the exception of items 4,18,

20 and 21 which have low mean scores. An interpretation of these means indicates that this

sample group is generally satisfied with their job.

Teacher Motivation

The items in this section of the survey are designed to obtain information about the strategies

used by the principals to enhance teacher motivation. The answers reflect the teachers’

attitudes towards their current schools. On a five-point scale for gauging respondents' reactions

to items measuring degree of motivation: a 5 signifies that respondents are strongly motivated by

a particular factor; a 4 indicates some degree of motivation; a 3 indicates that the extent of

motivation is undecided; a 2 signifies that the factor does not generally motivate the respondent;

and a 1 indicates that a factor in no way motivates the respondent. The Strongly Agree and

Agree categories have been collapsed into one Agree category. Similarly, the Disagree and

Strongly Disagree categories have been collapsed into one Dissatisfied category.

Table 20 on the following page, displays the percentage of teachers’ responses on items related

to teacher motivation which have a direct or indirect relationship with the principal’s style.
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Table 20: Teacher Motivation Responses

No Items SA% A% U% D% 80% Means

1 I am motivated by the respect, trust and empathy l 49 48 2 2 2 4.44

receive from my principal

2 i am motivated by the sense of belonging and 58 34 3 3 2 4.45

teamwork present at my school

3 i am motivated by the professional growth 35 43 6 15 0% 3.98

activities that are available to me

4 Participating in activities that improve my 54 32 9 3 2 4.34

competence in teaching is a source of motivation

‘~to me

5 I am motiVated as a teacher by the satisfaction I 80 18 - 2 0% 4.75

receive from working with students

6 Being able to work closely with my principal is a 33 42 14 9 2 3.95

source of motivation to me

7 I am motivated by the satisfaction I receive from 69 25 3 3 0% 4.60
working with my colleagues

8 i am motivated by the opportunity to restructure 41 34 18 5 2 4.09

the educational program during the postwar era

9 I am motivated by the recognition I receive from 31 33 13 11 12 3.59

the principal

10 I am motivated because I believe I make a 58 0% 37 0% 5 4.49

difference in the lives of my students

11 I am motivated because i participate in the 9 22 8 15 2 3.39

decision-making process in this school

12 I am motivated because the principal makes most 3 15 19 37 26 3.68

of the decisions in this school

13 I am motivated because of the sense of equality l 28 40 14 12 5 3.65

perceive among all staff members

14 Being able to participate in planning the future of 37 41 11 6 5 4.91

the school process is a source of motivation

15 Acknowledgment is a source of motivation to me 35 38 10 13 5 3.86

16 i am motivated by the respect, trust and empathy | 48 45 3 3 0% 4.39
receive from those in my workplace

17 Reforming the educational program and school 45 34 9 8 5 4.06
structure is a source of motivation to me       
 

NB: Some percentages have been rounded to the nearest whole number, and may not total 100 because some
participants did not respond to every item.

Legend: SA = Strongly Agree A = Agree

D = Disagree SD = Strongly Disagree

U = Undecided
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The above table reveals that, outside of leadership, a significant number of teachers (98%) are

motivated by the students alone. This is seen clearly from Item 5: “I am motivated as a teacher

by the satisfaction I receive from working with students". Personal regard also rates highly in

terms of being a strong motivator for the teachers sampled. A significant number of teachers

(97%) agree with Item 1: “I am motivated by the respect, trust, and empathy I receive from my

principal". A high percentage of the participants (93%) agree that they receive the respect, trust

and empathy from their colleagues at work (Item 16). In addition, Item 13 highlights the

importance of equality among all staff members with 68% of the respondents agreeing with the

statement. These results reveal the importance of the human relationships between principals

and teachers, and between teachers themselves. Having strong relationships like this in the

workplace is a strong factor in the process of motivating teachers. Personal gestures and social

signs such as respect, trust, equality and empathy help the teachers grow in the school setting

and, therefore, enhance the motivation of the teachers.

A great number of teachers (92%) show agreement with Item 2: “I am motivated by the sense of

belonging and teamwork present at my school”. This indicates that teachers are motivated

because of the teamwork undertaken by staff members. Item 7 is designed to determine

whether or not working with colleagues is a source of motivation for teachers. Ninety—four per

cent of respondents indicate that teachers in their school work together, which provides them

with a great feeling of satisfaction. Consequently, teachers are motivated by the satisfaction they

receive from working with colleagues. In other words, they are motivated by working within a

team.

A significant number of teachers (86%) believe that their participation in professional activities

such as in-services or workshops constitutes a source of motivation for them (Item 4), while 78%

of teachers feel that they are motivated by professional growth activities available to them (Item

3). This clearly indicates the importance of the professional growth activities as a factor of

motivation for teachers.
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Item 9 reveals that 64% of respondents agree that recognition from the principal is a source of

motivation, while 23% of the respondents do not agree that recognition from the principal is a

motivating factor. Moreover, Item 15 shows that 73% of respondents agree with the factor that

acknowledgement is a source of motivation. This may be because of the different teacher

personalities. This is reinforced by the interview data.

The opportunity to participate in decision-making, a factor which affects an individual in the

professional domain, is reported to be a source of motivation. The responses of Item 11 show

that 31% of teachers agree that they are motivated because they participate in the decision-

making process, while 17% disagree with the statement presented. This result reveals a problem

in the decision-making processes. The data collected in the interviews also highlight the problem

of decision-making, as well as the importance of participating in it. Moreover, Item 12 reveals

that 18% of the respondents agreed that they are motivated because the principal makes most of

the decisions, while 63% disagree with the statement. This shows clearly the importance of

involving teachers in decision-making as a source of motivation. This finding is confirmed by

item 14, where 78% of the respondents believe that “being able to participate in planning the

future of the school process is a source of motivation"

Reforming the educational program and school structure (Items 8 and 17) is a crucial source of

motivation for the Lebanese teachers. Seventy-nine per cent of the respondents agree with

Items 8, and 79% agree with Item 17, regarding the restructuring of the schools and the

educational program reform respectively. However, this percentage is flawed by the ambiguity

that accompanies the reform and also the risk of making major reforms. In any case, teacher

attitudes and commitment towards their job are influenced positively by educational reform, the

implementation of which the principals are required to facilitate.

Most of the means listed in the Table 20 are relatively high. The lowest mean score, 3.65, for

Item 13 relates to the equality factor among all staff members, while the highest mean score,

4.91, for Item 14 which indicates the importance of giving the teacher the possibility to participate
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in planning the future of the school. An interpretation of these means indicates that the level of

motivation among the teachers participating in this study is remarkably high.

Yes [No Questions analysis

The results of the Yes/No questions give a clear idea about the synergistic techniques which

enhance extrinsic teacher motivation. These techniques rely, to a certain extent, on the role of

the principal leadership. Table 21 demonstrates the percentage for the responses to the Yes/No

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

      
 

 

quesfions.

Table 21: Answers To Yes/No Questions

No. items Yes % No % ‘

1 Does your principal involve you in the decision-making process? 42 58

2 Do you feel that involvement in the decision-making process improves 85 15

your attitude and commitment to your school?

3 Does your principal offer you professional growth activities? 68 32

4 Do you feel an adequate amount of professional growth activities are 61 29

offered to you at your school?

5 Are you recognised for the positive job you do in your school and/or 86 14

classroom?

6 Are you pleased with the amount of recognition you get from the 56 44

principal for the job you do?

7 Do you feel the amount of recognition you receive for the job you do 83 17

‘ improves your attitude and commitment towards your school?

8 Is the principal the main motivator in your daily work? 14 86

9 Are the children in your care the main motivators in yourjob? 94 6

10 Do you feel that being treated as a professional person is a major 66 34

motivator for you"?

11 Do you feel that working in a team involving the teachers and the 73 27

principal improves your work motivation?

12 Do you feel content when you work with a principal who is highly 98 2

educated and aware of educational issues?

13 Do you feel the general restructuring of schools improves your 83 17

attitudes towards teaching?

14 Do you feel participation in in-services improves your attitude and 88 12

motivation in teaching?
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The larger ‘no’ responses indicate areas of possible improvement. Eighty-six per cent of ‘no

responses do not regard their principal as the main motivator in their daily work (Item 8), 58 % of

the teachers feel that they are not involved in the decision-making process (Item 1); 44% of the

teachers are not pleased with the amount of recognition they receive from the principal (Item 6);

and 29% of the respondents feel that they need more professional growth activities offered by

their schools (item 4).

The larger ‘yes’ responses, on the other hand, reveal some interesting factors in operation. For

instance, involvement in the decision-making process appears to be a factor highly likely to

ensure a promising working environment in which teachers can be motivated, as revealed by

Item 2. Eighty-three per cent of respondents feel that they receive a reasonable amount of

recognition (Item 7); 88% of respondents participate in professional activities, as revealed in item

14; and 83% of respondents are motivated by the restructuring of school's structure and

curriculum, as revealed in Item 13.

The most impressive result is that 98% of the respondents to Item 12 agree that their motivation

is positively influenced by the principal being highly educated and up-to-date with current

educational issues. Another interesting factor is that while 86% of teachers are not motivated by

their principals, 94% are motivated by their students. This could explain why, even with the low

input of principals to teacher motivation, teachers are generally satisfied (Table 19), and their

level of motivation is remarkably high (Table 20). I suggest that, without this important balance,

the schools would be ineffective educational organisations.

Factors relating to motivation

The responses to the questionnaire and interview research instruments demonstrate that there

are numerous practical motivational techniques available to the principal for enhancing teacher

motivation. These are: principal's leadership style, students, personal regard, recognition,

professional growth, restructuring, teamwork and decision-making. These categories are not

listed in order of priority and should not be considered as distinct and separate.
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Principal’s style

The questions on principal’s style are analysed using a five-point Likert scale, where a ‘five' on

the scale indicates a very encouraging and motivating principal's style and that the principal

plays a positive role in leading teachers in their work. In contrast, a ‘one' on the scale suggests

that the principal's style is in need of improvement in terms of motivational skills as well as in

terms of dealing with teachers as deliverers of high quality education.

Table 22 on the following page, shows the mean response for items relating to the principal's

style. These items describe some of the aspects that characterise the principal’s style in terms of

facilitating interpersonal relationships among teachers by using specific techniques and

strategies. The implementation of these techniques by the principal will enhance in one way or

other teacher motivation as well as teacher morale and satisfaction. Consequently, the teaching

environment will be improved, making it possible for teachers to attain a high level of satisfaction

and performance.

The principal's skill in dealing with teachers as indicated in Table 22 has a direct impact on the

extrinsic motivation of teachers. The data from the interviews and the open-ended questions

reinforce these findings. In the open-ended questions, for instance, teachers from Whitei school

answer the question, “What factors do you think are crucial for you to be motivated in your

work?”, with responses such as: A supportive administration, (the principal’s) awareness and

educational capacity and his support for staff; the recognition that I receive from my principal; the

nice way that the principal works with the staff; and respect, trust and good relationships shown

by the principal. These comments indicate the direct effects that the principal may have on

teacher motivation by influencing their self-esteem by his or her leadership style and practices.
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Table 22: Principal's Style

 

 

 

 

 

 

 

 

 

 

 

 

No items A% 0% 8% R% N% Means

1 Makes me feel ready to sacrifice my own self- 23 40 26 2 9 3.67

interests for the good of the group

2 Finds out what I want and tries to help me 21 28 26 14 11 3.35

3 Shows interest and respect towards my work 43 37 6 5 4.05

4 ls a good team player 34 38 18 5 3.92

5 Recognises me when I perform well 21 39 29 8 3 3.68

6 Rewards those involved when tasks are 14 28 38 11 9 3.27

completed

7 Looks out for the personal welfare of individuals 13 8 36 19 25 2.64

8 Keeps the staff well informed 24 22 24 22 8 3.32

ls willing to make changes 37 37 17 8 - 4.05

10 Offers staff the opportunity to participate in 40 32 15 6 6 3.94

professional development activities

11 Runs staff meetings successfully 47 25 16 5 8 3.98
 

12 Encourages everyoneto share in decision-making 16 28 33 8 ‘ 16 3.20
 

13 Makes most of the decisions without consulting 21 23 31 11 I 14 3.28

 

 

 

  
teachers

14 . Motivates me by his/her educational model 20 22 28 19 11 3.22

15 Gives personal attention to members who seem 19 25 25 22 8 3.25

neglected

16 Excites us with his/her vision of school 36 24 13 16 11 3.59

restructuring

17 Excites us with his/her implementation of new 26 35 16 19 4 3.61       curriculum content
 

NB: Some percentages have been rounded to the nearest whole number, and may not total 100 because some

participants did not respond to every item.

Legend: A = always 0 = often S = Sometimes R = Rarely N = Never

In answer to the question, “List three things you dislike about your current school”, some

teachers from Green1 school state that: the principal never cares about the teachers; the

principal does not check on the teachers’ work; and the principal does not treat everybody

equally.

The Yellow1 school's teachers state that: the principal always blames the teachers for any

failures; the changing of principals every year makes it difficult for the teachers to work in a good

unified system, and there is no equality shown by the principal in dealing with different teachers.
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Elaborating on the issues concerning the principal, 86% of respondents answer negatively (No)

to the question: “is the principal the main motivator in your daily work?” (Table 21, Item 8).

However, Table 21, Item 12 shows that 98% of respondents would feel content if they were to

work with a principal who is highly educated and aware of educational issues. This could

indicate that principals could have an impact on teachers' motivation and attitude.

The questionnaire data analysis outcomes are reinforced by the teachers’ interview statements.

For example, teachers from Greenl school state that:

T. 1. He (the principal) is not fully able to give advice concerning the subjects we

teach.

T.2. He (the principal) should show us or make us feel he is with us...he should

encourage us to do more and more work by doing the work himself or at least

being with us.

T.3. I would like the principal who is involved in making decisions, to be

someone more professional.

T.4. Sometimes when you would like him in, he/she is out, sometimes when you

want him out, he is in. in fact, we need a professional principal in administration.

Teachers from Yellow1 school allege:

T.1. I prefer to have a principal who is qualified in education you can trust and

who can supervise the teachers working.

T.2. We need a qualified principal in education, not because he is a priest, but

one qualified to be a principal.

T.3. i feel that my principal doesn’t care about my work, so it stops me from

caring as much as i could. But if we have a principal who knows how to motivate

us, for sure, we become more committed to the work, and we perform much

befler
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Teachers from White1 school assert that:

T.3. I admire the mutual trust and respect between me and my principal that

makes me more comfortable and willing to give more, and this is what makes me

perform much better.

T.4. The equality shown by the principal in dealing with different teachers.

These quotations from the interview data support the quantitative data findings that some

teachers have a negative attitude towards their principals. It appears that their motivation is

reduced because they perceive their principals as lacking appropriate educational skills, as well

as lacking involvement in the teaching/learning environment. On the other hand, White1 school

teachers have a more positive attitude towards their principal and they are more enthusiastic at

work as they are more comfortable with their principal’s behavior. Nevertheless, reflecting on the

means in Table 22, one can conclude that there exists a large margin where the principals may

improve their leadership style, as it is perceived by the respondents as falling between a

powerful motivator style and a moderate motivator style.

Teamwork

As revealed in the literature review, teamwork is one of the most important issues in today's

society. It helps members to work together smoothly and to exchange information and share

responsibility for the improvement of quality in the school setting. When asked to name three

aspects of their school that they like, the respondents, as did teachers from White1 school, put

an emphasis on teamwork by saying: “i like the relationship among staff members and the

cooperative work they do together”. The positive climate as a result of teachers working very

closely together is also highlighted in statements such as: “The collegial spirit and the

cooperative work between the staff and the principal, we really feel constitute a close and united

family”. Another teacher mentions that: “I like the cooperative work between all the members of
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the school. We can share information and experiences in a positive atmosphere; this helps us to

grow professionally and academically”.

On the other hand, teachers from Yellow1 school state that: “I like the cooperative spirit that

exists between myself and some teachers", and "I consider some of my colleagues to be very

faithful people; we have a very strong relationship”. These comments are taken from Yellow1

school teachers who fail to mention the existence of teamwork between the staff and the

principal. One teacher from Greeni school mentions that: “I like the spirit of cordiality between

the principal and the teachers”. Another teacher says: “ I like the spirit of assistance and help

between staff and the administration. This creates a positive feeling and a sense of belonging at

the school”.

In all three schools, staff indicate in their open-ended question responses that positive team

interaction, the opportunity to express personal opinions, and the ability to communicate and

cooperate with colleagues and principal are all factors which influence their motivation levels.

This is reinforced by comments indicating that lack of “cooperative spirit" between staff and

principals is one of the biggest problems hindering the teachers” motivation. This is also

supported by teachers from all three schools emphasising the importance of having high staff

morale and support from colleagues and principals as a factor for motivation.

Table 19, item 7 shows that sixty-nine per cent of teachers reveal satisfaction with their co-

workers, whiie 29% of respondents are undecided. From this it can be argued that teachers

could be more motivated when working together in a team setting, especially when they get

along well with each other.

The interview data, in turn, reinforce the previous results concerning the role played by teamwork

in motivating teachers. However, some teachers have doubts about the efficacy of teamwork

because of the lack of respect among themselves sometimes and the lack of willingness of some

teachers to share and discuss personal work issues.
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One teacher from Green1 school states that:

T. 1. Well, we usually do not work as a team. We’ve never had a chance to work

as a team - in the proper meaning of the word I am happy with that (no

teamwork) because, I mean, I feel free. There is no body to tell me what to do

...We/I, this is the truth. However there should be more cooperation and team

work because it is healthy and good for the teachers, school and students.

Another teacher from the same school asserts that:

T.2. I feel motivated when I work in a team with my colleagues because working

in a team is nicer than working alone. It doesn’t matter whether it is in a formal or

informal way. By working in a team we can communicate more, get more ideas

...and the result you get is always better. One difficulty of teamwork is how to get

to a certain kind of compromise. Anyway we are all working towards our target.

One teacher from White1 school alleges that:

T.4. Teamwork is very important. If we try to work as a team, at the end it’s for

the benefit of the whole school. That’s why I like to be a member of a team at

school.

One teacher from Yellow1 school highlights the necessity of teamwork. S/he considers that

working cooperatively is crucial to opening the door to more learning:

T.3. By working in a team we can learn more and develop our special teaching

methods. The feeling that I belong to a team in the school makes me feel more

confident, because it is very important for staff and principal to work together,

and it also makes me more accountable for my work.. It also gives me a feeling

that i am a member of the school community.

One teacher from the same school expresses concern about thedifficulty that can confront

people working in a team by saying:
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T.1. Working in a team is really encouraging. However I am a bit scared of

working in a team because sometimes it delays the work because it is hard to get

to a certain consensus. On the other hand, it can make the work much easier if

the members of the team can work in harmony. In any case, working in a team

might enrich the community.

The majority of participants in the three schools reply to the interview question, "Do you think

working in a team will enhance your work motivation?”, with “yes, of course”, or "definitely”. In

addition, in answering the Yes/No question concerning teamwork, 73% of the respondents ticked

‘yes' (Table 21, item 11). This finding reflects the importance of teamwork in motivating teachers

in their profession.

The student factor

Teachers have two functions in the classroom. Firstly, they deal with the content of instruction

and, secondly, they focus on the process of teaching and learning (Nunan and Lamb, 1996).

The main clients in the classroom are the students. Their reaction to teachers' work plays a

relevant role in teacher motivation.

Ninety-four per cent of the respondents answer the question, “Are the children in your care the

main motivators in your job?”, with “yes” (Table 21, Item 9). Also, Table 19, Item 10 shows that

ninety per cent of the respondents are satisfied with the students’ attitudes and behavior, and

98% of the teachers agree with the statement: “I am motivated as a teacher by the satisfaction I

receive from working with students” (Table 20, Item 5). These findings reveal the importance of

pupils as an effective factor for teacher motivation. However, students, as a motivational factor,

are not related directly to the role of the principal. Nevertheless, the data strongly highlight the

importance of the students in encouraging teachers and in keeping them highly motivated.
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Personal Regard

Personal regard develops out of respect, trust, freedom, care, admiration, affection and esteem

as the literature review revealed. In answer to the survey question, “List three things you like

most about your current school”, the majority of respondents of Whitei school are positive. They

provide a high number of positive comments about personal regard, such as “the spirit of

respect, and the mutual human relationships between the principal and teachers”, and “the care

that the principal shows towards staff”, and “the respect and freedom the principal offers provides

teachers with great support”.

In addition, the comments from Green1 and Yellow1 schools include “the spirit of charity and

mutual respect between the principal and teachers is what drives me to give more" (Yellow 1

school), and “the trust and mutual respect that create a friendly relationship and social

environment”, as well as “the freedom I have and the state of friendship and co-operation

between the teachers and the respect which they get in return from the principal” (Green1

school).

Teachers stress, in their responses to the question, "What factors do you think are crucial for

you to be motivated?”, those factors such as “respect, trust, freedom, to be treated like a person

and to have a human relationship between the principal and the teachers”.

Table 20, Item 1 shows a significant result as 97% of the respondents are motivated by the

respect, trust and empathy they receive from their principals. Item 16 (Table 20) also shows

another interesting finding with 93% of participants feeling motivated by the respect, trust and

empathy they receive from those in their workplace. This finding clearly indicates that being

valued is an effective motivating factor in their work.

Table 22, Item 3 shows an interesting result, in that 43% of participants believe their principals

always show interest and respect towards their teachers' work, and 37% believe that interest and

respect is often shown. From this, it may be argued that the principal plays an important role in

showing genuine interest, respect and personal regard in order to keep their teachers motivated

at work.
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The data collected in the interviews reinforce the previous findings about the personal regard

factor of motivation. A Green1 school teacher believes that:

T.2. The first thing a teacher should earn is respect. It does affect teacher

motivation a lot.

Another teacher shows concern about the way teachers are treated by stating that:

T. 4. Sometimes when the principal needs me, or when he has to and he doen’t

have to, or when my interest conflicts with his interest, I am not treated as a

professional. '

A Yellowl school teacher states that:

T.2. It is very necessary to create in schools a climate of respect, trust, and care,

that helps the teachers to keep motivated in their work. And the lack of these

values makes me lose a zest for my work. That is why the principal should be

aware about how to respect, trust, and support teachers.

A White1 school teacher states that:

T.4. It is very important to have in the schools a kind of equality among teachers

and to earn the respect of the principal. All these factors help teachers, directly

or indirectly, to keep motivated in their work.

Teachers from all three schools agree that the role of social and professional relationships in

terms of valuing each other professionally, as well as placing emphasis on the necessity of

respect, trust, and equality in dealing with teachers, through a positive channel of

communication, would support and enhance teacher self-esteem and motivation.

Restructuring

Schools are complex organisations that are related to larger society as well as to social

movements (Whitaker, 1998). The reform movement and restructuring of schools in Lebanon
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has had an impact on teacher motivation and satisfaction. Respondents feel the move to reform

the school structure and curriculum content improves their attitude towards teaching, especially

coming to the end of the civil war period in the country. It seems that the restructuring of schools

and curriculum is a necessity for the country in order to tackle the residual war mentality among

students and teachers and, at the same time, to help Lebanon catch up with the modern world.

Eighty-three per cent of the respondents answer “yes" to the Yes/No question "Do you feel the

general restructuring of schools improves your attitude towards teaching?” (Table 21, Item 13).

Table 20, Item 17 shows that 79% of respondents believe that reforming the educational program

and school structure is a source of motivation to them. The finding of Item 9 (Table 22) indicates

that the principals of the three schools surveyed are well aware of the importance of changes,

therefore they are willing to make changes within the schools.

Some teachers, in response to the open-ended questions, fail to emphasise the importance of

curriculum reform and school restructuring. However, one response from Yellow1 school

indicates the importance of updating the content of the curriculum:

The move to reform the syllabus and curriculum is crucial for me. It will increase

my work motivation especially after such a long time of recess and rigidity in the

educational system.

On the other hand, and quite surprisingly, none of the teachers claim the lack of curriculum

reform or school structuring as a difficulty confronting their work motivation. While the

interviewer did not ask the interviewees about their opinion regarding educational reform

occurring in the country, while speaking informally, the teachers expressed their concern about

the pace of reform as well as the need for new syllabus guidelines. They felt isolated and unable

to contribute to the reform as they have not been asked their opinions.

Recognition

As revealed in the literature review, recognition is one of the most valuable strategies principals

can use to bolster teacher motivation. It is a motivator along with advancement. accountability

and the possibility of growth. In answer to the Yes/No question “Are you pleased with the
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amount of recognition you receive from the principal?”, 56% reply “yes", while 44% of the

respondents reply "no" (Table 21, Item 6). However, 86% of the respondents are recognised for

their work as revealed by their “yes" answer to the question, “Are you recognised for the positive

job you do in your school and or classroom?" (Table 21, Item 5). Moreover, 83% of the

respondents feel that recognition gestures improve their attitude and commitment towards the

school (Table 21, Item 7), consequently teacher motivation is enhanced.

Sixty-three per cent of teachers are satisfied with the amount of acknowledgment they receive for

their efforts, twenty-one per cent of the respondents are dissatisfied and 17% of the respondents

are undecided (Table 19, Item 15). On the other hand, 64% of the respondents are motivated by

the recognition they receive from the principal (Table 20, Item 9), while 73% of respondents

consider recognition as a source of their motivation (Table 20, Item 15). This clearly highlights

the importance of the recognition factor in enhancing teacher motivation.

In addition, comments made in the open-ended questions reveal that a large number of teachers

strongly stress the importance of recognition as a factor in their motivation. For instance,

teachers answer the question, “What factors do you think are crucial for you to be motivated?" by

mentioning the following:

A Yellow1 school teacher reports:

To be recognised for all my good work, from both the principal and parents.

Direct encouragement from my principal. All these things make me feel more

content and enthusiastic with high commitment towards and sacrifice for my

work.

A Green1 school teacher declares:

It is very important for me to be praised for my work, from my principal in front of

my colleagues by a material gesture or by a simple thank you. The recognition

gestures make me work harder and be more motivated and also make me

sacrifice more for the sake of the school and students.
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A White1 school teacher states:

The way the principal treats me, the acknowledgment I receive for my work and

the morale and material support - all these give me a feeling of belonging to the

school. Therefore, I feel more motivated and committed to my work.

The majority of teachers from the three schools believe that the lack of recognition affects their

motivation and enthusiasm for their work place. This is seen as a serious problem that needs to

be addressed. This is clear in the answers to the open-ended Question 2, "Can you identify

motivational problems confronting you at work?” Respondents say: “lack of recognition”, “lack of

support”; “lack of encouragement"; and "lack of praise”.

The interview data, in turn, reinforce these findings about recognition in the school setting. The

majority of teachers interviewed highlight the importance of recognition for their professional work

which they believe bolsters their level of work motivation. Lack of recognition from the principal

has a negative affect on teachers, because everyone likes to be praised for his or her work, as a

Greenl school teacher says:

T.4. Of course, recognition for my efforts increases my motivation. I have to be

recognised. The principal has to feel that someone here has done something

and he or she is not only to be praised, but maybe he (the principal) should offer

something more important than has already been offered.

This same teacher adds that:

T.4. I like to be praised. I mean, everybody likes to be praised for something he

or she has done. I personally would be happy with a 'thank you', for example,

but I’ve never had the chance to hear it from anybody.

Another teacher from the same school stresses the importance of recognition by stating that:

T. 1. When the principal recognises my work and efforts, I can work more, invent

more, create more... And I feel good, because everyone wants to be recognised

positively. Everyone likes it even in the street. If you are recognised we go on

...if we are not, I end it. Sometimes, I feel down when I do something great,
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without hearing a ‘thank you’ all kinds of appreciation can enhance my work

motivation.

A Yellow1 school teacher relates the recognition gesture to human dignity. S/he states that:

T.3. When you are encouraged you want to give more; when you’re discouraged

from doing something you just want to withdraw... after all it’s your dignity. You’ll

be hurt inside. It’s you who are giving and they don’t appreciate it. So why

should I give them more?

Another teacher from the same school emphasises the recognition gesture as being a powerful

factor in motivating teachers. S/he says:

T.2. It’s very normal to be recognised for your work. A simple ‘thank you’ could

have a strong affect on your teaching. When a teacher hears it, he or she can

work harder, provide better quality work. Recognition can boost teacher morale

and commitment towards his or her work.

A White1 school teacher answers the question, “Do you like to be recognised for your work?” by

saying:

T.2. Of course, I want to be recognised. It has a big effect. Even if it’s only an

oral acknowledgment, one word, it affects me. If you say ‘thank you’, sometimes,

it can have a more powerful effect than let’s say a hundred dollars.

All the teachers interviewed highlight the effect of recognition on their motivation. One of the

teachers mentions that recognition should be provided at the right time to be effective and

productive. However, principals are not the only people who can bestow recognition. Teachers

praising each other's efforts create a tremendous sense of fulfillment. Teachers perform well in a

friendly and professional school environment.
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Professional Growth

Teachers' professional competence can be improved by providing professional growth

opportunities (Bullough, 1997). The need for teachers to satisfy their need for achievement is

also accomplished through the possibility of learning new things, the introduction of innovative

methods of training and the opportunity to participate in in-services.

It is notable that teachers from all three schools answered the question, “What factors do you

think are crucial for you to be motivated?", similarly, with one teacher saying “the possibility of

being involved in workshops and in-services improves (teacher) professionalism”. A small

majority (54%) of respondents are satisfied with the amount of professional activities provided in

their schools (Table 19, item 18). In addition, the activities available seem to help the teacher

“improve to become a better teacher". This is reinforced in answers to the question, “Can you

identify motivational problems confronting you at work?”. Answers include: “lack of in-services”.

In addition, 88% of respondents feel that participation in in-services improves their attitude and

motivation in teaching (Table 21, Item 14). Therefore, teachers feel satisfied, supported and

increasingly motivated when they become involved in programs designed to improve their

teaching capacity.

The interview data, in turn, stress the importance of professional growth in the workplace as a

great motivation for teachers. According to the teachers’ answers, the principal can encourage

professional growth activities in many different ways, such as bringing in outside experts,

allowing teachers to visit other professionals both in their own school and other schools, as well

as encouraging workshops and in-services. A Green1 school teacher comments that:

T.3. Last year, i told the principal that it was necessary for us to have workshops

here in our school. We’ve had several workshops, but i mean out of, not in, our

school. it is necessary for us, for the school, for everybody to have workshops

here.
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Another teacher from the same school states that:

T.1. Unfortunately, we used to attend workshops or lectures, but they have not

been very effective.

Teachers mention the “money" factor as a difficulty hindering the attending or organising of in-

services or workshops. However, they agree that professional growth and the possibility of

attending in-services are crucial for their work motivation. A Whitet school teacher states that:

T.1. Professional activities are very relevant for me. We need to have more,

however, it is a bit difficult because money plays an important role. It’s an

economic problem.

A Yellow1 school teacher emphasises the role of educational activities in developing teachers’

abilities in teaching and in making changes in the academic environment of schools. S/he says:

T.4. Professional activities are crucial. They keep teachers up to date;

therefore, they can renew their way of teaching and help make changes and also

a difference in the school. That’s why we need to have more in-services and

workshops.

Another teacher from the same school states that involvement in professional growth activities

improves teachers’ self-esteem. S/he declares:

T. 1. Professional growth enhances staff members’ self-esteem and provides the

opportunity for each teacher to influence their own work environment by

exchanging information and experiences.

From this analysis, it can be concluded that professional growth includes opportunities for

attending professional development sessions, attending conferences and visiting other schools.

These factors, which give teachers the opportunity for professional growth, are steps towards

strengthening teacher motivation and towards making positive changes in the school.
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Decision-making

Teacher participation in decision-making has been advocated as a process for improving teacher

satisfaction and motivation to support decisions that they have played a part in making.

Participation in decision-making also enhances the quality and implementation of decisions as

revealed in the literature review.

The open-ended questions reveal that teachers from the three schools are highly critical about

the level of teacher involvement in the decision-making processes in their schools. Some

teachers from White1 and Yellow1 schools answer the question, “Can you identify motivational

problems confronting you at work?" with “lack of involvement in decisions”, “lack of consultation

regarding decisions made relating to my classroom” and “I cannot make any small decisions

relating to my work with students without permission from the principal”.

These responses are emphasised by the answers given to the question, “List three things you

dislike about your current school”. Teachers focussed on the “lack of involvement in making any

decisions”, “no respect for the decisions made”, and teachers not having “any consideration

given to (their) decisions or ideas about the school". The open-ended questions suggest that

problems concerning decision-making appear to be significant within the three schools, with

teachers feeling that they are isolated in their classrooms and not able to participate in most of

decisions which may have desirable outcomes for them.

In addition, only 31% of the respondents agree with the statement, “I am motivated because I

participate in the decision-making process in this school”, and only 18% of respondents agree

with the statement, “I am motivated because the principal makes most of the decisions in this

school”, while 78% of the respondents agree with the statement, “Being able to participate in the

planning the future of the school process is a source of motivation” (Table 20, Items 11,12 and

14). A further analysis of these results shows that teachers prefer to be part of and to contribute

to any decision-making at the level of the school and especially at the level of their classrooms in

order to feel motivated and eager to implement the decisions that are made.
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Moreover, the results of the Yes/No question, “Do you feel involvement in the decision- making

process improves your attitude and commitment to your school?” Table 21, Item 2, shows clearly

that 85% of the respondents feel that to be involved in the decision-making process in the school

will improve their attitude and commitment to the school. Yet 58% of respondents feel that their

principals do not involve them in the decision-making process (Table 21, Item 1). This is a real

dilemma that affects teachers’ self-esteem as well as their work motivation. Consequently, they

have a nonchalant attitude towards their schools.

The interview data, in turn, reinforce the previous results concerning the impact of participation in

decision-making on teacher motivation. For instance, a teacher from Yellow1 school states that

being involved in the decision-making process has a positive impact on his/her morale and self-

esteem. S/he says:

T.4. Unfortunately the principal makes the decisions. However, personally, I

prefer to be involved in any decisions because the involvement gives me a

feeling of belonging to the school and improves my morale and self-esteem. I

feel more respected when I am asked to be involved and it encourages me in

teaching. Therefore being involved in decision-making creates a democratic

climate in the school.

Another teacher from the same school says:

T.2. The principal makes all the decisions in this school but I really like to be

involved in the decision-making process, especially in those that are directly

related to my classroom. Being involved in the process of decision-making gives

me a sense of satisfaction and responsibility as well as a sense that I am trusted

and respected.

A Greenl school teacher shows concern about being involved in making decisions. S/he

answers the question, “Do you like to be involved in the decision-making process?” with:

T.3. Well, all the decisions at the school are usually made by the principal.

Anyway, I don’t like to involved in the decision-making process because I think I

would be the one to be blamed if something went wrong, I mean this is a very big
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responsibility and I don’t like to take part in decision-making as it is time

consuming as well.

Another teacher, T.2, from the same school, when considering his/her involvement in the

decision-making process merely states, “you are not involved in anything”.

A White1 school teacher while talking about the occurrence of group-made decisions, especially

those that are related directly to classroom practice, highlights the importance of involvement in

the decision-making process by stating:

T.3. I like being part of the decision-making communication but not making any

decisions on my own. I like to communicate my ideas concerning any decisions

because I’m part of the school.

This same teacher elaborates on this by saying:

T.3. My involvement in the decision-making process will make me feel that I've

made this decision so I have to make it work.

In conclusion, teachers are concerned with having a part in the decision-making process,

especially for any decisions that directly affect their responsibilities in the schools and

classrooms. However, they also want to be involved in the decisions that have a direct influence

on their students and classroom management. The possibility of being involved in the decision-

making process makes teachers feel more satisfied and more motivated to support the decisions

that they have been involved in making. In brief, participation in decision-making affecting all

aspects of school activities results in greater extrinsic and intrinsic teacher satisfaction and

motivation as well as less role ambiguity.

Comparative analysis of factors involved in motivation

It is pertinent to look at the differences in the means for the factors relating to the principal’s style

across the three schools. As is illustrated in Figure 8, on following page, both motivating and
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satisfaction scores are calculated for all factors. The motivation column scores indicate how

motivating a factor is perceived to be by the teachers, and the satisfaction column scores

indicate how satisfied staff are with their current level of involvement in terms of each specific

factor. A high score (five) on the motivational scale represents a high level of motivation,

whereas a score closer to one means that factors are definitely not effective motivators. The

satisfaction scale is similar, with a high score (five) indicating that the specific factor represents a

high level of satisfaction, and a low score indicating that respondents are dissatisfied.

Figure 8: Comparison Between Motivation And Satisfaction For Each Of The Factors
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Figure 8 reveals a gap between how motivating some of the factors are compared to how

satisfied respondents are with them. In most cases, the motivation effect is higher than the

satisfaction rating. In particular, for the professional growth activities factor, respondents, while

not being satisfied with the level of professional growth being offered, are strongly motivated by

the existence of opportunities for professional growth. This is supported by the fact that 61% of

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: Page 187



Chapter Seven Data Analysis - Lebanese Schools
 

respondents feel that there are adequate professional growth activities offered by their school

(Table 21, Item 4). A gap also exists between teachers' satisfaction with the level of recognition

they receive and how motivating a factor they find it. Recognition is the third most important

motivator, with 83% of teachers agreeing that it improves attitude (Table 21, Item 7). However,

the mean satisfaction with the amount of recognition they receive is low (2.60 - ranked 5th) and

only 56% of teachers feel pleased with the amount of recognition they receive (Table 21, Item 6).

The results of Yes/No questions to Item 1 (Table 21), involvement in decision-making, indicate

that 42% of respondents feel they are involved in decision—making, while the others clearly feel

most of the decisions are made by the principals. At the same time, 85% of teachers feel that

involvement in the decision-making process improves their attitude (Table 21, Item 2). The low

mean of 2.4 for the satisfaction score reveals the necessity of teachers being involved in the

decision—making process.

The second highest motivational factor is personal regard. Ninety-seven per cent of respondents

indicate that they are motivated by the respect, trust and empathy given to them by their

principals (Table 20, Item 1). Consequently, personal regard is shown to be one of the strongest

motivators for teachers. Respondents (74%) are satisfied with the level of personal regard they

receive from the school (Table 19, Item 19). This need for respect, admiration, concern,

attention and esteem suggests how strongly teachers’ extrinsic motivation is influenced by these

factors and therefore highlights the importance of personal regard in both motivating and

satisfying teachers.

In terms of restructuring schools and curriculum, 79% of respondents are pleased with the

process of restructuring in their schools (Table 20, Item 17). Therefore teachers feel that this

reform constitutes a source of motivation for them. However, only 61% of respondents are

satisfied with the process of curriculum reform (Table 19, Item 20). Figure 8 shows clearly that

restructuring motivates teachers but that the level of satisfaction is lower than the level of

motivation which could be the result of some ambiguity or confusion accompanying the

implementation of change.
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In only one factor is the satisfaction rating higher than the motivation rating. That factor was

teamwork. The average satisfaction rating for teamwork is 3.26, with the average amount it

motivates teachers being 3.04. In answer to the Yes/No question of whether being involved in a

teamwork improves personal motivation, 73% respond affirmatively (Table 21, Item 11). Ninety-

two percent agree with the statement, “I am motivated by the sense of belonging and teamwork

present at my school”, (Table 20, Item 2), while the same number of respondents, 92%, are

satisfied with “the feeling of belonging, teamwork, and collegial relationships” at their school

(Table 19, Item 13).

Further analysis shows that the correlation between the principal’s leadership style ratings and

teacher satisfaction ratings is .6959, which is significant at the .0001 level. Also, the correlation

between the principal's leadership style ratings and teacher motivation ratings is .284 (p = 0.021)

which is significant. This may indicate the more powerful the motivational style of the principal,

the more highly satisfied and motivated the teachers are. The opposite is also true, with the

more inadequate the principal's motivational style, the less satisfied and motivated the

respondents are with their jobs.

Other results of the data analysis include a strong relationship between principal's style, the

individual’s satisfaction and motivational factors. In terms of satisfaction, nearly all the factors

had significant correlations with principal’s style. That is, as the principal's style is more

cooperative or motivating, so satisfaction with restructuring (r=.38), decision- making (r=.67),

recognition (r=.49), personal regard (r=.52) and teamwork (r=.38) is increased. The only factor

not significantly correlated with principal's style is students. This makes sense as the principal

and his or her way of leading can and does impact on all the factors, but not on the effect of the

teaching methodology used by the teachers on their students.

It can be hypothesised that the level of motivation inherent in any teaching job should not be

altered by the principal’s style, as the principal's style should not affect a person’s intrinsic

motivation. This was borne out in the results with only one measure, that gauging how

motivating teamwork is, being significantly correlated with the measure of principal style (r=.39).

A possible reason for teamwork being correlated with principal's style is that the motivational
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effect of teamwork is dependent on with whom the teacher is working. This is reinforced by the

interview data. If the principal is a person the teacher likes to work with, then teamwork is clearly

motivational. It is therefore understandable that those principals with strong motivational styles

would have staff who are more motivated by teamwork.

The means of many different items for each factor all contribute to the overall mean motivation

and satisfaction scores, and therefore, all contribute to the difference between the motivation

levels and satisfaction levels for each factor.

Further analysis

Further analysis reveals that there was little connection between the number of years teaching

and the teachers’ satisfaction with the job or level of motivation. The correlation between the

number of years teaching and overall satisfaction is -.01, this is clearly not significant. In

addition, the correlation between the number of years working and the overall motivation is also

very small and not significant at -.004.

A number of t-tests have been conducted to examine any differences between those who had

worked under their principal for one to two years compared to those who had been working with

their principal for five years or more. The results reveal no significant differences between those

two groups in their description of their principal's style or their satisfaction with any of the factors

or the level of motivation attained from the different factors. This therefore provides evidence

that satisfaction and motivation ratings are more likely to be affected by the principal's style

rather than the number of years working under a certain principal.

Conclusion .

These results provide evidence that a strongly motivational principal's style correlates with the

teaching staff being more satisfied with their jobs. The support for a more co-operative style of

leadership is gained from the overall correlations which reveal that there is a significant

relationship between motivation and the leadership style of the principal.
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Finally, the results indicate the importance of principals being aware of the extrinsic factors that

can motivate teachers in their job, by creating and facilitating conditions that increase teacher

morale, satisfaction and motivation, thus improving the quality of the academic environment

within the school.
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Chapter Eight

Discussion 0f Research Results

Introduction

The purpose of this research was to examine the effects of the principal's leadership style on

teacher motivation, and to identify which motivational strategies are desirable from the teachers’

points of view. To achieve this purpose, both quantitative and qualitative research methods were

used in this study. The questionnaire was the primary instrument used for data collection and

the interviews provided supplementary data to allow for more accurate analysis.

The research was conducted in two groups of three schools: one group is situated in Australia

and the other group is situated in Lebanon. The research provides a firm basis for the principals

at the six schools involved to identify and utilise effective motivation strategies which, generally,

apply to all employees and are likely to have positive results. The data from the two surveys

conducted in both Australia and Lebanon were analysed in the two previous chapters.

Therefore, the focus of this chapter is a discussion and a comparison of the research findings of

the surveys conducted in the two groups of schools.

Factors relating to teacher motivation

This thesis addresses three major research questions related to teacher motivation:

1. What are the needs or motivators that influence teachers to perform professionally?

2. Is leadership style a factor in affecting teachers” motivation?

3. What administrator/teacher—focused strategies could be used by principals to improve

teacher motivation?

The answer to the first question is revealed in the research. The needs or motivators that

influence teachers to perform professionally include seven main factors: Principal style, decision-
 

The Effects of the Principal’s Leadership Style on Teacher Motivation: page192



Chapter Eight Discussion of Research Results
 

making, recognition, personal regard, teamwork, professional growth activities, and restructuring.

The teachers need principals with a transformationallmotivational/educational leadership style to

help motivate them. The teachers also need to be recognised by their principals and colleagues,

to be involved in decision-making, to participate in effective teams, to have on-going

opportunities to undertake professional development and to be regarded well by their principals.

Another important motivator for teachers lies in the effective restructuring of the school to ensure

high standards of performance are maintained in all educational and administrative areas. Being

part of an effective structure with a leader capable of articulating a vision for the future,

communicating goals, setting and implementing sound policies and obtaining good resources,

strengthens teachers’ ambition to achieve excellence for the students, for themselves and for the

school.

To answer the second research question it is necessary to discuss the findings related to the role

of the principal's leadership style, one of the seven factors influencing teacher motivation. The

remaining motivation factors investigated in the survey of the two groups of teachers (decision-

making, teamwork, professional growth, personal regard, recognition and restructuring) will

further highlight the role of the principal's leadership style in motivation.

A schematic representation of the central motivating factors that help to meet teachers’ needs in

their professional life is presented in Figure 9 on the following page. This model is a bi-

directional and princlpal/teacher-focused framework in which motivation flows between the

principal and teachers. The framework summarises the most valuable motivation strategies

discovered by the research for this thesis which the principal can use to improve teacher

motivation.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: page 193



Chapter Eight Discussion of Research Results

Figure 9: A Framework For Enhancinq Teacher Motivation
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Figure 9 represents the answer to the third research question that the thesis set out to answer

What administrator/teacher-focused strategies could be used at school to achieve improved

teacher motivation? Figure 9 reveals that there are several strategies that, if taken advantage of,

will enhance teacher motivation and morale. In addition, the data analysis reveals a significant

correlation between the major factors cited in Figure 9 and principal style. The following sections

interpret the significance of Figure 9 at a deeper level.

Principal’s leadersmLstyle

The principal is the key member of a school’s staff and has four main tasks to fulfill in order to

enhance teacher motivation: encouraging involvement; improving teaching conditions; supporting

individuals and groups; and, fostering climate and morale (Turney et al., 1992, p.221).

The findings of this study support this assessment. Interestingly, the study results reveal that

there is a difference between the overall leadership style of principals in the Lebanese sample

(mean is 3.53) and the overall leadership style of principals in the Australian sample (mean is

3.23). These means indicate that the principals of the six schools have a moderate motivational

leadership style. From this it can be argued that these principals need to improve their

leadership style in order to meet Turney's principal tasks.

One of the problems confronting the Australian group as revealed by some teachers in the

interviews, is that of communication (T.2., p.136; T.3., p.137). This may pose a serious problem

for teacher motivation. T.3. states "I avoid discussing matters with the principal to avoid any

misunderstanding regarding issues, and that has really frustrated me" (p.137). Table 13, item.

24 shows that only 29% of respondents believe that their principals always communicate openly

and frankly. From this it can be argued that teachers would be more motivated when enabled to

engage in unhindered communication with their principals, as the strong communicative

atmosphere could create a positive collegial workplace, and enhance the teachers' self-esteem.

A common problem confronting the Australian and Lebanese participants is the perceived

inadequacy of the principals’ educational experience and their insufficient knowledge about
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educational issues (p. 135; T.4., T.2. p.136; T.4., p.137; T.1.; T.2. p.144). Problems in many

different areas can be attributed to the unqualified and inexperienced principals. In addition. for

the three principals in Australia this was compounded by their inability to adequately

communicate in English which made it difficult for staff to approach them, and which often results

in the wrong message being received. These aforementioned problems have a negative impact

on the following areas:

Professional Development of staff. As the three Australian principals are educated in another

country within a different system, they are unable to discuss the rationale behind and the

implementation of the Australian curriculum, Board documents and syllabus design. They are

unable to praise the staff effectively because the assessment and monitoring of staff

performance at the appropriate level is prevented by communication difficulties. In addition, the

six principals in the study are also unable to suggest ways to enhance the staff’s professional

development because of their lack of adequate qualifications in education. The following

questions must be asked: Who, then, identifies the strengths and weaknesses of the staff? Who

can effectively implement a plan of action to develop these strengths and improve these

weaknesses? How is the principal able to inspire new teachers and keep the senior teachers

motivated?

Classroom Issues: Principals who are not qualified in education are unable to give advice on

classroom management issues, such as discipline, classroom planning, classroom

communication, organising classroom structures and routines and so forth. in addition, they are

unable to discuss the educational concerns of students or school effectiveness issues.

Professional Performance: The issue of the lack of educational qualifications of the principal

makes it difficult for qualified staff to work under this type of principal. Frustration prevails, with a

loss of faith not only in the principal but also in the organisation. Two teachers commented that

some teachers may find the principal’s lack of education rewarding, because it means they have

the opportunity to help him/her grow (T.4., T.2., p.138). However, it must be asked at what

educational cost to the students does this growth occur? The result of this situation is that the

schools fail to grow and change, academic standards suffer and excellence recedes further out
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of reach (Yellow school teachers, p.135). If the principal does not know curriculum guidelines,

how is it possible for him or her to enhance the staffs knowledge? How does he or she respond

to the parents' and community's questions about current trends in education? How does he or

she improve the school when there is such a lack of awareness about educational approaches?

These questions raise an important query about how this affects self-esteem and teacher

motivation.

Table 13, Item 12 shows that only 11% of the respondents believe that their principal is always

an inspiration to them, and 29% believe that their principal is often an inspiration to them, while

17% indicated rarely and 11% never. Thus, it is not surprising that for Item 11 in Table 13, (the

principal) “is a model for me to follow", only 9% of the respondents indicated always and 14%

ticked often. From this it can be argued that the principals have either direct or indirect effects

on teachers' motivation as it will be seen later on in this chapter. In addition, because the

principals of the surveyed schools lack appropriate qualifications and are inexperienced in

teaching and administrating schools, the teachers feel that their principals are not the main

motivator in their work (Table 12, Item 8; Table 21, item 8). Thus, they prefer to work with more

educated principals in education (Table 21, Item 12).

Moreover, the choice of unqualified and inexperienced people in leadership positions at the level

of principal is another serious problem in the management of the six schools in the study. As a

consequence of their unsuitability, such principals need to rely on other staff to assist them in

their role and this leaves them open to manipulation.

Effective leaders are ones that earn the trust of their followers (Bennis and Nanus, 1985).

Similarly, trust in and loyalty to leaders play a critical role in the transformational leadership

model of Boal and Bryson (1988). Principals in this study may be open to manipulation by

maintaining hierarchical and authoritarian management styles which are dominant in the

Lebanese culture. These styles prevent teachers communicating with the principal, thus forcing

the principal to rely upon a small group who are able to control what the principal knows and

decides (pp. 137—138). This situation may affect teacher motivation through the results of such

practices on the confidence in and trust of the teachers in their principals.
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The principals’ lack of knowledge of what is going on in Australian schools is a major reason why

they can become manipulated by some staff (pp.137—138). The principals of the three Australian

schools need to educate themselves as to how the Australian school system operates, and to try

to eliminate the cultural baggage that allows them to favor certain staff over others, or to believe

in the superiority of their own power. The focus of these schools, without any doubt, needs to be

placed on the academic, religious and social growth of the students, and not the power plays of

individual staff members. in this case, teachers regain their confidence and professionalism

through the principals' encouragement of their thoughts and contributions as valuable resources

for the betterment of each student.

Table 21, item 12 shows clearly that 98% of respondents “feel content when they work with a

principal who is highly educated and aware of educational issues”. The comments from teachers

reveal that both the Lebanese and Australian groups have common criticisms and remarks

regarding their principals. This could be explained by the fact that the principals of both

countries were raised in similar environments and have the same educational backgrounds.

Whether they are in Lebanon or in Australia, it is obvious, as the literature reveals, that the

principals need to be trained in educational matters in order to be effective leaders and to

improve the schools making them more effective.

The real essence of transformational leadership is that these leaders “lift ordinary people to

extraordinary heights" (Boal and Bryson. 1988, p. 272), and cause followers to "do more than

they are expected to do" (Yukl, 1989, p. 272), as well as "perform beyond the level of

expectation" (Bass, 1985). Table 13, Items 9 and 14, reveals that the three Australian principals

have not possessed the quality of transformational leadership with regard to encouraging

teachers to do more than they are expected. From this it can be understood why only a few of

the participants could think of times when their principals had a positive effect on their motivation.

However, a considerable number of participants had no trouble remembering the times when

their principals had a negative effect on their motivation. Collectively, the participants desire that

principals be strong, educative, supportive and that they offer feedback to them about their work.

In short, the teachers demonstrated firm expectations about their principals, most valuing the

educative leadership of principals (Table 22, Item 14; Table 20, Item 12).
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The data analysis shows that the principals play an important role in determining the work

satisfaction and motivation of teachers (p.153; p.189). Thus, principals need to act as role

models for their teachers, just as teachers are expected to act as role models for their students.

Table 13, Item 11 demonstrates that the three Australian principals seem to be poor role models

for their teachers. This may explain why a high percentage of the participants do not consider

their principals as a main motivator for them (Table 12, Item 8). Therefore, the principals are

required to take a keen interest in their teachers' success and take action against the possible

loss of teacher motivation.

If motivation is to be used as an effective tool to improve teacher performance, strategies that

include the principal's leadership style must be developed. The findings presented are

supported by the reviewed literature which suggests that when principals use a participative style

of leadership, teachers’ attitudes, commitment to the school and motivation improve.

Education, in particular, requires high levels of motivation from all teachers in order for

educational organisations to attain excellence and to reach their goals as revealed by the

literature reviewed and the qualitative data obtained. Therefore, principals need to be concerned

with the characteristics of their individual teachers and their level of satisfaction. A motivational

leader is one who motivates teachers not for their students alone, but for the sake of the

teachers as well (Sergiovanni, 1987). This can directly or indirectly influence the level of teacher

performance (T.1. p.136; T.1 & T.3., pp.171-172). From this, one can argue that teachers who

have higher needs for achievement generally perform better than those who have lower needs

for achievement. This poses a strong argument for principals to create a working environment

that provides increased recognition and responsibility for teachers who Heizberg labelled

"motivation seekers". This way, principals and teachers can work together in what is perceived to

be a fair exchange of effort for rewards.

Workplace conditions influence the level of teacher motivation (Everard and Morris, 1996). Table

10, Item 8 shows that 43% of the Australian respondents are satisfied with their working

conditions, whereas Table 19, Item 6 reveals that 71% of Lebanese participants are satisfied with

working conditions. Based on these results, one can argue that in order to influence others,
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school principals need to have a clear understanding of the motivations and human needs of the

employee and the importance of work conditions on teacher motivation. They need a greater

insight into the individuals that make up their staff. Research indicates that the key to quality

schooling is in the amount and quality of leadership that the school's principal provides

(Sergiovanni, 1987). Thus, teacher motivation increases when conditions create an atmosphere

where the teachers feel self-fulfilled and professionally empowered. it is these teachers who

continue to take on new challenges and opportunities.

Principals can do much to effectively enhance teacher motivation (Fox, 1986). The data

gathered support Fox’s belief. Table 11, item 7, for instance, shows that 42% of Australian

respondents agree that they are motivated by the recognition they receive from their principals.

Table 20, item 1 demonstrates that 97% of Lebanese respondents are motivated by the respect,

trust and empathy they receive from their principals. These two examples clearly show some

ways in which the principal can take advantage to influence teacher motivation. The

effectiveness of the principal in increasing teacher motivation is also enhanced when the

principal shows genuine concern for the teachers, shares their work goals with them, praises and

encourages them and provides timely and appropriate feedback on goals (T.3., T.4., p.171; T.1.,

T.2., p.136).

Effective principals recognise that a good school climate and staff morale are vital to educational

excellence (Turney et ai., 1992). Table 9. item 1 indicates that 71% of the respondents feel they

are functioning in a professional environment. in addition, item 13 in Table 9 reveals that 72% of

the respondents agree with the statement “ i really like working in this school". These results

reflect the importance of climate and morale in enhancing teacher motivation. Climate and

morale come from the atmosphere established in the school. if there is enthusiasm, trust and

time devoted by the principal to the staff's needs, then the climate and morale will be good. if

the climate and morale are good, then staff and students should be motivated. This is what the

data collected by the interviews reinforce and reaffirm (T.2., p.136, p. 170). From this, one can

argue that the leadership of a school makes the difference between mediocrity and excellence.

The effectiveness of this leadership stems from the vision which guides the management of the

school, which in turn determines the morale of the staff, and a high morale makes staff feel part
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of something greater than themselves, a feeling of being somebody in the school community

(Table 19, item 1, and Table 10, Item 4).

In the data collected at the interviews, resource issues emerge. The material resources available

and physical conditions in which teachers work are important contributors to motivation as White

schoolteachers reveal in answering the open-ended survey question (pp.125-126). Thus, it can

be argued that when teaching conditions are good, higher needs and motives can come to the

fore.

Table 12, Item 8 and Table 21, Item 8 show that the majority of participants do not consider their

principal as the main motivator in their work. However, they did not deny the importance of the

principal style in affecting their motivation as the data in chapter six and chapter seven reveal.

Moreover, the findings discussed in the previous two chapters show that principals can affect

teacher motivation depending on which strategies they employ. The following sections interpret

these findings at a deeper level. The principals at the schools in the study may need to consider

giving increased attention to all the facets of teaching as a profession. With the principal being

the catalyst of teacher motivation (O'Neill, 1995), special attention needs to be paid to

maintaining a motivated staff, the most important part of a successful school. The quality of the

relationship between the leader and followers is central to successful motivation (Shamir et al.,

1993). Thus, in the context of this study, if there is to be change, teachers should be able to say

how they feel honestly and openly. Principals must listen, learn to read the signs and know how

to interpret them, and pay attention to meeting the basic needs.

It is worth noting that in meeting basic needs, the physical environment is of utmost importance.

Physical security, an orderly environment, clearly articulated behaviour guidelines and consistent

application of a fair discipline code all contribute to affirmative teaching conditions. Pleasant

physical surroundings, fresh air, good lighting, furnishings and cleanliness also contribute to

teacher motivation (pp. 125-126). Another factor contributing to teacher motivation is the

workload and the unrealistic expectations of the principals that teachers will take on extra non-

instructional tasks as required. It is important for the leader to understand the different results
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brought about by leadership models and to be able to vary their behaviour according to the

human and task conditions surrounding the situation.

A t-test to test the significance of the average of the means in Table 13 and Table 22 for the

three Australian and three Lebanese principals, shows that t=1.557 (p= 0.124). This result is not

significant. which can be explained by the fact that all the principals in the six schools come from

the same culture and they have the same educational background. Further analysis shows the

existence of a significant correlation between the three Lebanese principal’s style ratings and

their teachers motivation ratings r= 0.285 (p= 0.021), which is significant at the alpha of 0.05. (p.

189). In addition, the analysis of the Australian data shows the existence of a highly significant

correlation between the three Australian principals' style ratings and their teachers‘ motivation

ratings, r= 0.545 (p= 0.001), this is significant at the alpha of 0.05 (p. 153). Therefore, it is clear

that high scores on the principal style items are associated with higher motivation scores on

teacher motivation items. Furthermore, the findings reveal a significant correlation between

principals’ style and teacher satisfaction (p. 153 and p. 189). This can be considered as

evidence of the existence of effects of principal style on teacher satisfaction and motivation.

Finally, it can be concluded that the principal's leadership style is somehow a crucial factor in

enhancing teachers’ motivation by using different motivational strategies as the data reveal. In

schools with motivated staff led by effective leaders, where principals and teachers focus their

energies primarily on educational concerns, the process for continuous improvement is then in

place helping the schools make an easy transition into new effective systems of learning.

Decision-making

Much research has been carried out on the various approaches to getting individuals involved in

the decision-making process (Dimmock, 1993; Chapman, 1990). This is a major part of the role

of any school principal. However, the data show that the principals of the six schools surveyed

do not adequately involve their teachers in the decision making process, with 43% of the

respondents disagreeing with statement 1 in Table 11; and 63% of the respondents disagreeing

with statement 12 in Table 20. Telfer (1991) suggests that involving teachers in decision-making
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is a method of involving teachers in the management of the school. Similarly, Chapman (1990)

believes that through participation, increased information, knowledge and creativity are brought

to bear on decision-making. The interview data support Telfer and Chapman's suggestions as

interviewees highlighted the importance of being part of the decision-making process (T.1., p.

140; T.2., T.3., T.1., p. 141; T4, p. 185). A dominant theme that emerged from the literature is

the notion of increased ownership in decision-making, an important factor for keeping teachers

motivated. When teachers have increased ownership in the decision-making process, their

sense of control enlarges and renewed efficacy results. Teachers work harder to achieve both

individual performance goals and organisational goals when they have greater ownership over

the decisions being made. This is made clear in the present study by many of the respondents

who commented that decision-making leads to ownership, which in turn leads to commitment to

theirjobs and schools (T.2., T.3., p. 186; T.1., p. 141; Table 12, Item 2; Table 21, Item 2). Thus,

teachers should be encouraged to exercise their professional power and to be personally or

jointly responsible for their work, as this brings with it a sense of ownership over their work and

outcomes.

A major problem associated with decision-making is the negative reaction by teachers to the time

and energy that needs to go into the decision-making process itself (Chapman, 1990). This is

supported by the interview data which show that some teachers are concerned about the time-

consuming nature of decision-making (T.3., p. 186; T.2., p. 141). Chapman (1988) analyses the

degree of teacher participation in decision-making in schools and concludes that, despite

opportunities for involvement, teachers are reluctant to participate if they feel that they have little

influence over important decisions. Of course, some individuals are simply not interested in

decision-making. Vroom (1964) argues that leadership in decision-making is crucial. Leaders

can educate teachers in the nature and process of decision-making and can encourage

participation within a positive school culture.

The following important points became evident from the survey results. When respondents were

asked if their principals involved them in the decision-making process in their schools, 54% of the

Australian group said ‘yes’ (Table 12, item 1), and 42% of the Lebanese group respondents said

‘yes’ (Table ‘21, item 1). Consequently, these teachers' attitudes and commitment to their
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organisation's goals would be expected to improve as a result of being involved in the decision-

making process.

Nevertheless, the overall mean of the Australian group regarding decision-making as a

motivational factor is 3.07 out of 5, while for the Lebanese group it is 2.52 out of 5. These scores

for the Lebanese and Australian groups could be the result of the non-participative style that the

principals practice regarding major decisions. This is reinforced by the number of respondents

(78%) who feel that their participation in decision-making is a source of motivation (Table 20,

Item 14). Yet, in the Australian sample 91% of respondents feel that their involvement in

decision-making will improve their attitude and commitment to the school (Table 12, Item 2).

These results clearly indicate the effect of involvement in decision-making on teachers'

motivation, and the effect of principals on teacher motivation by the decision-making factor.

The majority of teachers, like all people, desire to possess decision-making power and teaching,

as their occupation, is a source of power for them (Routa, 1991). Decision-making power is

considered an important factor in what the teachers consider extrinsically rewarding and the

literature reviewed shows that teachers value such power. The opportunities to be involved in

the decision-making process and to develop a sense of ownership over teaching is a great

motivator for teachers as the data reveal. Thus, the more opportunities that teachers have to be

involved in decision-making, the more motivated they will be. Therefore, principals should

encourage their staff to take charge, to become involved in the decision-making process, to

move with an idea and to develop it as far as they can. In their role as principals, they should

give support, provide space, remove barriers and celebrate successes.

Decision-making is a complex procedure (Everard and Morris, 1996). Despite its complexity, the

participants consider the ability to participate in decision-making as a motivator (Table. 11. item

11; Table 20, Item 14), and the involvement in the process of decision-making would boost their

commitment to their work (Table 12, item 2; Table 21, Item 2). Recognising the complexity of the

decision-making process, the most successful approach to improving teacher involvement in the

process is to provide a climate of trust and acceptance, and to encourage individuals to pursue

their areas of interest and to make teachers feel more committed.
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Decision-making is at the centre of administrative educational activity; the quality of the decisions

can be considerably enhanced by participation of staff in the process (Sergiovanni, 1987). At all

six schools, the survey's responses reveal that there is a lack of teacher involvement in the

decision-making process. Some of the principals at the six schools are actually against any

involvement of the teachers in decision-making (p. 140; T1, p. 141).

The rewards of participation can motivate in many ways. For some, participation fulfills the need

to belong (Duttweiler, 1986). The findings support Duttweiier’s concept as there was a high

positive response rate to the feeling of belonging to the school community (Table 10. item 4;

Table 19, item 1). This may stem from the fact that a large number of staff get along with each

other well (Table 10. Item 9; Table 19, item 7). To solidify the feeling of belonging, principals of

the six schools need to open the channels for teachers to become more involved in decisions, as

a collegial atmosphere is very important for reducing teachers’ feelings of isolation and for

encouraging them to work effectively. As the literature review highlights, teachers who perceive

themselves as being more involved in the decision-making process have a significantly higher

level of job satisfaction. They want to influence school policy and be part of the school vision.

They also recognise that participation in decision-making is motivating and that it is an avenue

for professional growth.

Allowing teachers to make a meaningful contribution to the management of the school benefits

both the school and the individual (Dimmock, 1993). The school, having tapped the capabilities

of the teachers, has an additional resource for information, professional judgement and effort. In

addition, each member of staff gains a deeper sense of responsibility and greater ownership of

the school. Owens (1995, p. 189) argues that participation is both mental and emotional

involvement, and imbues ownership of decisions.

This ownership of decisions relates to another factor in motivation to do with feeling part of an

organisation. Owens (1995, p. 189) explains that “what distinguishes participation from consent

[is] this sense of ownership [which] encourages people to accept greater responsibility for the

organisation’s effectiveness". in other words, people are not merely present but are injecting

their own energy, creativity and initiative into the process. Some teachers who do not participate
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in the decision-making activities of the school are less likely to feel they are part of the school

(T.1., p. 140; T.2.; T.1., p.141). This is certainly the case for some respondents from both the

Australian and Lebanese groups. Therefore, the decision-making process is one of many

strategies the principal may use to influence teacher motivation as the results have shown.

In summary, the data indicate that the principals of the six schools need to share power with

teachers and increase the teachers' ownership and sense of control over decisions made within

the schools. This sense of ownership will lead to commitment to their jobs and schools. Thus,

the principals need to find a way to assist the teachers who may have negative feelings about

the time and energy involved in being part of the decision-making process. They can do this by

providing support, removing barriers and generally encouraging teachers to develop their ideas

as far as they can. All of this can be achieved by creating a climate of trust and acceptance

where teachers feel free to express their ideas and to inject their creativity and energy into the

decision-making process.

Recognition ‘

Principals need a leadership style that shows evidence of confidence in the teachers’ ability to

plan and perform educationally. They also need to recognise the teachers' potential worth and

contributions to the organisation. The more they demonstrate collegial relationships, the more

the teachers perceive them as professional mentors (Roy, 1995).

Forty-nine per cent of the Australian group feel that they receive some form of recognition for

positive contributions made in their classroom (Table 12, Item 5), while 86% of the Lebanese

group feel that they receive recognition for positive contributions made in their classroom (Table

21, Item 5). However, only 34% of the Australian respondents are pleased with the amount of

recognition received (Table 12, Item 6), while 56% of the Lebanese respondents are pleased

with the amount of recognition they receive (Table 21, Item 6). The results, reported in Table 15,

indicate the importance placed on recognition as a crucial motivational factor. From this, it can

be argued that recognition is a relevant factor in positively influencing teacher motivation.
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A comparison between the result reported in Figures 6, and 8 reveals that the perception of

recognition as a motivating factor in terms of teaching is crucial for Lebanese respondents (mean

= 3.28) as well as for Australian teachers (mean = 3.03). Lebanese teachers, however, are less

satisfied with the recognition they receive. Their mean recognition satisfaction score is 2.6

compared to 3.26 for the Australian respondents. To keep teachers motivated, they should be

rewarded according to the quality of their work (Mortimore, 1995). This is confirmed by the data

obtained from both Australian and Lebanese groups.

Recognition is the motivator that influences the level of self-esteem (Maslow, 1954). The

interview data reinforce Maslow's theory related to recognition. Participants consider recognition

as a crucial factor in improving their self-esteem, which, when improved, increases their

motivation (T.2., T.1., p. 142; T.1., T.3., p.143; T.4., T.1., T.2., pp. 180-181). Moreover, Table

12, Item 7, and Table 21, Item 7 show that the amount of recognition that the participants receive I

does affect their attitude and commitment towards their schools. From this, recognition seems

an important factor in improving teacher motivation. Reflecting on the data related to recognition

in Chapter Six and Chapter Seven, one can understand why for Maslow esteem is the second

highest need on the hierarchy of needs just below self-actualisation.

Being recognised for accomplishments is crucial to teachers' motivation (Fox, 1986). However, a

number of teachers interviewed speak about the lack of recognition for their extra work effort and

how this affects their motivation to do more (T.1., p. 143; T.1., p.144) . When the principals do

not give teachers recognition, there is a far greater negative effect than there is a positive effect,

and understandably teachers feel very strongly about its negative impact. The teachers say that

most times a simple, but genuine, "thank you” would suffice. It is worth noting that the teachers

who speak about recognition as positively affecting their work motivation are the same teachers

who say that a lack of it negatively affects their motivation. The key is who does or does not give

recognition and in what manner it is given. Rosenholtz (1991) supports this notion and also says

that feelings of low motivation can cause a variety of negative behaviours. Thus, recognition for

teachers' efforts must be an authentic response to the value of the teachers’ work if it is to retain

its benefit as a motivational factor.
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To be most effective, recognition must be face-to-face and directed towards a specific

achievement (Fox, 1986). The form of recognition is up to the individual principal, for instance,

certificates, letters of thanks, notes, and gifts. All roles in a school offer opportunities worthy of

recognition, even the more simple virtues of reliability, dedication and consistency should be

recognised. The data reveal that recognition need not wait for a truly outstanding

accomplishment. The truly effective school is not achieved by continual, outstanding

accomplishments, but by attention to the quality of the everyday routines (Reynolds, 1997). This

concept was stressed by the qualitative data collected for this research regarding recognition as

a motivational factor.

The more frequently teachers receive praise, the more likely they will be motivated (Silver 1982,

p. 553). Table 19, ltem 8 shows that 65% of the respondents are satisfied with the praise they

get for doing a good job, and Table 10, Item 10 reveals 51% being satisfied when praised.

Reflecting on data analysis related to recognition in Chapter Six and Chapter Seven, it appears

that the teachers are highly motivated when receiving praise from their leaders. These results

support Silver’s statement.

in summary, recognition, as revealed in the data analysis, is needed to be frequently utilised by

the principals at the six schools through acknowledgment and praise given in return for the

efforts made by the teachers and the value of the contributions offered. Recognition is one of

the most effective means principals have of bolstering teachers' self-esteem and hence

increasing motivation as the data clearly show. It needs to be given genuinely in response to an

authentic assessment of the teacher's effort, and does not need to be restricted to major

achievements. The principals in this study need to also foster a professional environment where

teachers are encouraged to recognise and praise each other's efforts and to feel a genuine

sense of enthusiasm about their colleagues' contributions to the school's performance.

Personal Regard

Another theme threading through the questionnaire and interview data was that of personal

regard. As the participants describe the characteristics of a motivated teacher, they emphasise
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the importance of such gestures as trust, respect and sympathy, all factors which influence their

life and improve their level of motivation (Table 20, Item 1).

Principals who make themselves available to staff and students have better relations with the

school community and are better able to motivate them towards the goals of the school

(Sergiovanni, 1987). A noticeable finding of the survey is that some teachers perceive a lack of

trust from the principal. This is highlighted by comments made by Yellow schoolteachers in the

interviews (p. 145). This problem of lack of trust can be overcome by creating an organisational

vision, articulating clear expectations and putting trust in the making of decisions consistent with

the vision.

Equality of treatment was another vexed issue in the questionnaire. Table 20, Item 13 shows

that 68% of the respondents are motivated because of the sense of equality they perceive

among all staff. This result is also highlighted by the interview data where the importance of

equality among teachers in affecting teacher motivation is stressed (T.4., p. 177). Thus, it can be

argued that staff may feel more content in such a working climate where everyone is treated

equally, and this may affect their personal regard as well as their motivation. Therefore,

principals need to distribute their time equally amongst all staff members, as spending an

inordinate amount of time with a small segment of the staff would have an adverse effect on the

level of motivation.

Fostering a positive climate and morale is one of the major tasks of a motivator in an educational

setting (Turney et al., 1992, p. 221). The questionnaire results and interview data, on the

contrary, reveal a feeling of negativity or a low level of satisfaction from the staff at some schools

(Comments made by a Yellow school teacher p.125). From this, it can be argued that when

teachers can free their minds from an unacceptable level of negative feelings, they can be

creative and innovative, receptive to change and able to recognise opportunities that will lead to

further enhanced motivation. Reflecting on data collected from the interview (T2, T1, T1,

T.4., p.146; T.2., p. 177), the argument is raised that sustaining positive attitudes in staff greatly

assists with the maintenance of confidence and good morale in the educational setting. When
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the principal demonstrates enthusiasm and a positive attitude, then the level of morale and

personal regard among the staff will increase.

Interestingly, the data analysis shows that both Australian and Lebanese groups feel that

personal regard is the most important motivator for teachers. Personal regard in the present

study is found to be significantly more motivating than the other factors, the means for the

Australian group being 3.80 (Figure 6), and for the Lebanese group 3.49 (Figure 8). Regarding

satisfaction levels, there is a significant difference between the two groups, the mean being 3.71

(Figure 6) for Australian respondents compared to 2.95 (Figure 8) for the Lebanese respondents.

This low rating of satisfaction for the Lebanese group may be explained as being the result of the

17 years of violence and war experienced by the country. Under such conditions, people lose

sensitivity to others and a kind of selfishness and personal toughness emerge. This may explain

why the Lebanese respondents are not very satisfied with the level of personal regard received

from their principals.

Personal regard, according to the data analysis, contributes to teacher motivation. Teachers’

responses show clearly that in human relationships, when each person values the other and

when the talents and opinions of others are respected, this would boost teacher morale and

motivation (Table 9, Items 2 and 5; Table 20, Items 1 and 16; T.1., T.2., T1. and T.4., p. 146;

T.2., T.4., T.2., and T.4., p. 177). Therefore, the leaders must stand as developers of human

relationships, directing much of their energy towards the building of relationships, inspiring trust

and unleashing the power of human resources within the school. These findings support the

work of Hughes 1994 on the principal as leader.

Briefly, personal regard according to the data analysis involves the six school principals earning

the respect of teachers and in turn respecting the professional capabilities of their teachers. It

also involves their building a climate of trust in the organisation in which teachers know that if

they make decisions consistent with the mission and goals espoused by the principals, as

leaders within that organisation, they can expect support. The principals need to show genuine

care about their teachers, and to be available for staff to discuss their needs and ideas. They

need to be in touch with the human needs of staff including aspects of their personal life, if
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necessary, that may be affecting their work. Thus, the principals need to treat their teachers

equally with trust and respect, ensuring that favouritism, undue personal involvement and

familiarity do not influence the allocation of work, time, resources and opportunities between

members of staff.

Teamwork

Teamwork has strong influences upon the feelings and behaviours of constituent members

(Reich, 1987). The responses to the survey reveal that there is a considerable amount of

teamwork at the six schools in the survey (Table 10, Item 9; Table 11, Item 5; pp. 172-173).

Individuals may desire the ability to act independently, but there is always the equally forceful

desire to affiliate with others. This needs to be with people and to be accepted by them means

that the individual can be willing and even anxious to give up autonomy to achieve that

acceptance (Stewart and Manz, 1995).

The data reveal that the Australian respondents find working in a team (mean = 3.60, Figure 6) to

be significantly more motivating than Lebanese respondents consider it to be (mean = 3.26;

Figure 8). Respondents highlight the advantages of teamwork as a possible enhancer of teacher

motivation (Table 21, Item 11). On the other hand, there is not much difference between the two

groups in terms of satisfaction with current levels of teamwork (the Australian group's mean is

3.33, Figure, 13, compared to the Lebanese group's mean of 3.04, Figure 8).

Teamwork is important for staff (Evans, 1998). The data indicate that principals need to provide

a working environment in which teachers feel they are members of a large purposeful group and

also members of smaller task-oriented teams, for teachers’ levels of motivation to increase (T.1.,

T.2., p. 174). In education, as can be seen in qualitative data (T.2., T.1., T.2., T.1., pp. 148-149;

T.1., T.2., t.4., T.3. p. 174) the collegial atmosphere, with a sense of purpose and direction, is

vital to drawing forth the best performances. Some teachers assert that teamwork provides a

means for reducing isolation, sharing teaching tips and offering instructional strategies (p. 148).

It offers opportunities for teachers to learn from one another and from the principal and vice

versa (T.3., p. 174; T.1., p. 149).
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Communication within the team emerges as a remarkable theme in the data collected. It is the

basis for all human interaction. The existence and functioning of teamwork or an organisation

depends on communication and on exchanging and managing information (Turney et al. 1992).

The aspects of communication that impact on motivation are effective listening skills, sharing of

information, fostering a working environment that is conducive to open discussion and

articulating a vision and goals. Table 13, Item 4 shows that when principals spend time to listen

to their teachers, it is appreciated by a great percentage of the participants. From this result, one

can see the effect of principals who listen to their teachers, as it makes them feel more content

and relaxed and boosts their self-esteem (T.2., p. 148; T.1., p. 149; T.2., p. 174). Consequently,

motivation would be affected by the sharing of information within the team, and by working

together in a friendly climate (Table 11, Item 6) that the principals need to facilitate in their

schools.

A team leader is crucial in stimulating team members (Grier, 1996). The results reported in Table

13, item 2 shows that the three principals of the three Australian schools are not such good team

leaders. On the other hand the results reported in Table 22, Item 4 show that the principals of

the three Lebanese schools are better team players. Interestingly, a highly significant correlation

was found between the principal style and teamwork in the three Lebanese schools, r= 0.393

(p= 0.001). This strong correlation indicates that the higher the score of the principal style

questionnaire, the higher the motivational effect of teamwork. This highlights the potential effect

of principal style on teacher motivation through the utilisation of teamwork.

From the synthesis of survey responses, it is suggested that teamwork and communication in the

school environment are enhanced by developing, articulating and modelling clear and consistent

educational goals, then facilitating the expression of opinions on changes that affect the staff.

Reflecting on the previous data analysis, teamwork strategies are needed by the six school

principals in order to create the expectation in their teachers that they are working towards a set

of common goals, as a purposeful group with tasks, roles and shared responsibilities. The

principals need to encourage the sharing of information, skills and knowledge, and include

members of the staff in planning, executing and evaluating tasks as a group. Therefore, the
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principals need to ensure that participation of all team members, the creative combining of the

interest of the team members while always ensuring that the objectives of the project are being

worked towards or realised. For this, the principals need to consult with team members, to

understand the dynamics of the group and resolve any conflicts so that the cooperation and

commitment of the team members are gained.

School restructuring

School restructuring or school change is a necessary route on the journey towards growth (Harris

et al., 1998). Lebanese respondents highlight the importance of change as the result shows.

Moreover, they stress the necessity of change for tackling the war mentality among students and

to help the country to catch up with modern educational movements in the world (pp. 177-178).

This route is driven by hope and a visionary perspective as far as the purpose of it is transparent.

The key is to learn how to manage it skillfully and how to have it work for the organisation rather

than against it (Fullan, 1993).

“Change for the sake of change will not help” (Fullan 1993, p.15). The Lebanese teachers, in the

three schools surveyed, have a positive mentality with regard to restructuring, as 79% (Table 20,

Item 17) of the respondents believe the restructuring of educational programs and school

structure is a source of motivation to them. Therefore, the three Lebanese principals in the study

need to make a strong effort to involve teachers in the change process and to make a strong

commitment to accomplish new goals and a readiness to replace existing structures and

programs with better ones. They need to develop and maintain an ethos of innovation in order to

keep teachers willing to continue on the journey towards growth during the process of change.

Change, rebuilding and restructuring are all very real concepts in Lebanon, yet much work needs

to be done at the school level. Indeed, 83% (Table 21, Item 13) of the respondents feel that the

restructuring of schools will improve their attitudes towards teaching. This indicates that the staff

recognise the need for change, for the individual and for the common good.
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A major challenge is to keep the school vision and mission in the minds of all staff so that

teachers do not get lost in feelings of isolation and meaninglessness. Maintaining an awareness

of the bigger picture is what enables the staff to reflect realistically on the changes taking place

and to discern what is best for the school (Simpkins et al., 1987). Some of the Lebanese

teachers surveyed are concerned about the feelings of isolation confronting them resulting from

not being asked for their opinions (p. 178). All of this, they believe, hinders their contributing to

the reform process.

Timing is a vital aspect of the restructuring process (Fullan, 1993). On the one hand, in the three

Lebanese schools, some teachers expressed their concern about the pace of reform (p. 178).

Taking into consideration the teachers’ concern, the three Lebanese principals need to have a

very clear time frame within which the process of change can occur, so as not to urge things

through too quickly. Considerable time and sensitivity are needed for the staff to commit to any

change if it is to become a meaningful process for teachers. This makes the change purposeful

and encourages staff to work actively towards it. On the other hand, in the three Australian

schools, teachers want the changes to occur quickly, with the hope that new blood in the- power

position will improve the overall educational situation in the schools. The teachers are showing

concern at being under those principals who lack of adequate qualifications and experiences in

education, and who are not capable of making changes in order to improve the students’

academic outcomes or to enhance teacher morale and motivation (pp. 135-137). What is critical,

is to create an environment in which change can occur naturally and gradually, not an

environment where people are forced into it.

Principals within the school setting need to facilitate and enable the change process by

encouraging a strong collegial atmosphere of trust and by developing a visionary focus towards

personal and organisational goals (Dalin, 1998). The principals of the six schools surveyed as

shown earlier in the section on the principal's leadership style in this chapter are unable to

provide the conditions necessary for such a change because of their lack of knowledge in the

educational field. In addition, the frustration level is high amongst the Australian respondents

because of the language barrier and the inability of the principals to understand curriculum
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matters, or even the culture of the country. Therefore, how can such principals be key factors in

facilitating change in this case?

Reflecting on the previous data analysis, the role of principals in the study is crucial in helping

teachers to embrace change and to consider it as desirable. It is also critical for establishing a

suitable milieu where change can be implemented successfully. Principals need to promote a

sense of security amid change by articulating the organisation’s mission and goals, providing

staff with the means to create new circumstances, supporting the ideas, proposals and strategies

developed by the staff and helping staff to overcome the problems and challenges involved in the

change process. Participants change willingly when they perceive themselves as doing things

rather than as having things done to them; when they are encouraged, and supported to

contribute to the reform and reaffirmed; and most importantly, when their principals are guiding

them steadfastly and ensuring their awareness of the importance of changes (Table 22, Item 9).

This supports Maslow's theory of the need for structure in the second level of his hierarchy of

motivation, that is, the need for “safety and security'.

Restructuring a school organisation or making appropriate changes calls for a good rapport

between the principal and teachers, especially during the beginning stages. All staff concerned

need support during change. More importantly restructuring increases the need for schools to be

led by principals who understand how to create quality changes and also how to clarify the

purposes of changes. The Lebanese principals need to obtain the resources required to

maintain and manage the new structure and reform in order to help their teachers to tackle any

confusion during the restructuring journey. This in turn motivates the teachers to welcome,

support and implement the changes successfully.

Professional growth

With schools changing rapidly, greater importance needs to be placed on the area of

professional growth for teachers (Spencer, 1988). Professional growth activities should focus on

the dimension of change, especially since it is a part of the teaching-learning process that cannot
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be avoided. They also need to be provided to enable teachers to gain the skills and knowledge

necessary to effectively carry out their duties.

Professional growth activities should cater for the needs of teachers as individuals and adult

learners as well as to teaching needs (Hughes, 1991). Those responsible for professional

growth activities should recognise that teachers have their expectations and concerns that need

to be understood if involvement in any activity is to promote professional growth. This is what

the principals in the six schools surveyed need to appreciate.

The encouragement of professional growth is a crucial teaching condition. It is regarded by

Herzberg (1959) as a higher level motivator. The data analysis of Item 3 (Table 12) shows that a

small majority of Australian respondents (51%) believe their principals offer them the activities

needed for such professional growth. Also a small majority of Lebanese respondents (54%) are

satisfied with the amount of professional activities available (Table 19, Item 18). Based on this, it

can be argued that an understanding of the nature and process of professional growth activities

is essential for any person in a leadership role in education, in particular for principals of the six

schools surveyed. This is especially true because participants expressed the importance of

professional growth in their career to improve their skills and attitudes (T.2., p, 150; T3. T.2.,

T.3., p. 151; T.3., p. 182; T.4., p. 183). Therefore it can be said that one of many primary areas

that the educational leader needs to pay attention to is staff development.

Reflecting on the teachers' survey responses, it is not surprising to find that teachers are willing

and keen to participate in meaningful activities that improve their professional practice (T.2.,

p.150; T.2., p. 151). Teachers ask for more in-services and workshops (T.1., p. 183; T1, p.

151). The Australian participants are more satisfied with the quality of professional activities

offered to them (mean = 3.11, Figure 6) than the Lebanese participants (mean = 2.42, Figure 8).

The problem facing Lebanese schools is twofold: first, there are not many in-services available

(p.182) ; and second, schools are having difficulties in finding such in-services and/ or sending

teachers to lectures or seminars (p. 182). This is especially true for private schools which are not

financially supported by the government (Appendix 7).
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Yet, 88% (Table 21, Item 14) of the Lebanese respondents feel that their participation in in-

services improves their attitude and motivation. Lebanese teachers see involvement in

professional growth activities as crucial for improving their professionalism, keeping them up—to-

date, enhancing their self-esteem and providing opportunities for them to influence their own

work environment by exchanging information and experiences.

The Australian respondents also emphasise the need for more opportunities for professional

growth and more innovative in-services. They stress the benefits of attending in-services and the

positive effects that this has on their understanding of educational issues. As one teacher said,

“if you feel up to date with things and you are changing as a teacher, you’ll be more motivated"

(T.2., p. 151).

The importance of professional growth activities is valued highly by both groups of teachers.

Teachers show a strong preference for a variety of professional growth activities and value highly

visits to other schools, attending conferences and in-services. However, professional growth

activities need to be attractive for teachers which means offering them topics they are interested

in. Some teachers (T.2., p. 150, T.1., p. 183) emphasise the importance of the content of any in-

services. If they are not of interest to the teacher, they find them a waste of time.

It can be seen through the data analysis that professional growth activities for the participants

means the development of individual knowledge and technical expertise, comprehension and

awareness, and the understanding of relevant developments in education. The six school

principals in the study cannot push their teachers to develop professionally, but they can ensure

that every opportunity is taken to encourage the professionalism of their staff members. The

data analysis highlights the importance of the professional growth activities for high quality

schooling. Thus, professional growth activities can be seen as a process and a resource upon

which teachers are able to build their present and future careers. At the same time, principals,

who are held accountable for the performance of their schools, have a powerful incentive to

foster the professional development of the teaching staff.

It is crucial for the principals in this study when designing any staff development activities to

consider time, and to consider the content and the mechanisms for operating the teachers’
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professional growth activities. As the literature review revealed there are many professional

growth activities that principals can take advantage of such as: workshops, further university

study, observations of other teachers, participation in visits to other schools, reading of

professional books and journals, supervising other staff and being supervised, and participation

in research projects.

In brief, teachers in this study need to be provided with ample opportunity to attend professional

development sessions, conferences and visit other schools. Giving them the opportunity to grow

professionally is one of the first steps towards making significant changes in the school surveyed

and helping teachers feel motivated. Attending staff development sessions — that the teachers

have expressed an interest in order to meet their students' needs as well as their own needs and

interests — increases not only the quality of the teachers’ skills, but also their feelings of

motivation. Thus, the principals of the six schools surveyed should first and foremost be good

role models for teachers and put in place mentor relationships within the organisation. They also

need to be in touch with opportunities for in-services and workshops and other training courses

that could be used to enhance motivation. All these staff development opportunities could be

advertised throughout the school so that everyone is informed. Therefore, the principals become

the key persons to set in place the intellectual milieu in which striving for knowledge and

professional development is a high priority for everyone.

The results of this study help principals to better understand how their leadership styles impact

on teachers motivation. This study also identifies important traits that are needed by principals

who can enhance teacher motivation and student achievement and who can also create an

encouraging educational environment.

To sum up, it can be concluded that this research into the major factors affecting teacher

motivation shows that a principal’s leadership style is crucial for affecting positively or negatively

teacher motivation, because it is the most important channel and means by which motivation can

be improved in the school setting. Thus, an appropriate principal style will allow the other factors

in motivation to operate effectively and to contribute to the overall performance of the school.
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It is important to note that one of the most powerful findings of this research is that the students

are the most significant motivator for the teachers who participated in this study. Eighty per cent

(Table 12, Item 9) of the Australian participants declared that pupils are the main motivator in

their job. And 88 % (Table 11, Item 12) of participants are motivated by the satisfaction received

from working with students. Similarly, 94% (Table 21, Item 9) of the Lebanese teachers

participants asserted that the pupils are the main motivator in theirjob. And 98% (Table 20, Item

5) of participants are motivated by the satisfaction received from working with students. This

student factor, however, is not significantly correlated with the principal's style. Nevertheless, the

data highly stress the importance of the students in boosting teacher motivation.

Conclusions to be drawn from the research

One of the most powerful messages in this study is the need for adequately educated principals

with a clear vision and motivational and educative style to lead the teachers on their educational

journey. It also revealed the direct and indirect existence of the principal's leadership style on

teacher motivation and their self-esteem and performance. This reinforces the validity of several

assumptions. Assumption 1: that an appropriate leadership style is indispensable for motivating

teachers.

One of the major conclusions of the research is that none of the theories of work motivation are

able to address all of the factors which influence the work motivation of teachers. Consequently,

no master theory has been established. Nevertheless, Maslow's needs theory, Herzberg's

motivation-hygiene theory, Vroom's expectancy theory, and Locke's goal-setting theory remain

the most .cited theories taking a psychological approach to job satisfaction. Motivation theories

individually address only one aspect of the problem. Collectively, they are able to offer a broader

understanding of work motivation.

Given the centrality of the many factors that play a role in determining teacher motivation, the

utilisation of a plethora of approaches would be of particular relevance to the work motivation of

teachers. This conclusion reinforces Assumption 2: that teacher motivation is an important

concept in the schools in the study, and therefore, there is a need to better explore it.
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Another major conclusion is that motivational theory is not widely used or well understood by the

six principals based on the data collected from teachers. This conclusion does not support

Assumption 3: that the principals in the schools in the study consciously employ strategies to

motivate teachers.

The study asserts that there is some effect of the principals’ leadership style on teacher

motivation, as the teachers are influenced by the principal leadership style itself and the methods

or strategies that are used by the principals as the data clearly revealed. This influence can

largely affect teacher self-esteem, self-worth, self-efficacy, performance, personal commitment to

the schools' mission, a willingness to make sacrifices for the organisational goals and future and

consequently their own motivation. Therefore, the techniques that principals use to affect staff

motivation and commitment should relate to an overriding concern to meet teacher needs. Much

of the literature on teacher motivation emphasises that teachers value the style of leaders and

are motivated by many different factors. A great deal of research has been carried out on which

factors are most effective in motivating teachers.

Opportunities for achievement, opportunities for professional growth and advancement and

recognition for a job well done were identified by Dodd (1986) as important motivational

strategies for teachers. This study affirms the existence of seven principles related to teacher

motivation. The theories of motivation hold that teachers will be motivated by recognition,

sharing in decision-making. belonging to a team, leadership style, restructuring or change,

professional growth, and human relationships. Each of these principles increases the possibility

of teachers achieving their own goals as well as organisational goals and improving their

motivation. This study affirms that these factors are central motivators for teachers, and by

them. the principals can influence their teacher motivation as revealed earlier in this chapter.

In addition, this study asserts that principals need a leadership style that shows evidence of

confidence in the teachers' ability to plan and make decisions. The leaders also need to

recognise the teachers’ potential worth and contributions within the organisation. The more

principals demonstrate a collegial relationship with the staff, the more the teachers perceive them

as professional mentors. Therefore, and as a reflection on data analysed in of this study. the

principals of these six schools need to work on their own leadership style as well as on methods

to promote the improvement of teacher motivation.
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To sum up, the purpose of this study is to determine the effects of the principal's leadership style

on teacher motivation and to identify motivational strategies. From the literature reviewed it can

be concluded that, transformational and educative leadership styles have been suggested as the

most successful leadership styles. To be an effective transformational and educative leader, the

six principals in this study need to involve their teachers in the decision-making process,

enhance teamwork, develop professional growth activities, encourage restructuring, show

genuine recognition and personal regard in order to create an effective schools. Such as

relationship between principals and their teachers highlights the sophisticated follower-centric

perspective of leadership.

As a result of this study, the ideal leadership style in an educational setting can be defined as the

most motivational and educative way for a principal to handle an educational environment in the

school that is constantly undergoing change.

From the analysis of the data, it can be concluded that the teachers of the six schools in the

study prefer to have educative leaders. This conclusion is compatible with the information cited

in the literature reviewed, which highlights that educative leaders play an obvious and direct role

in enhancing teacher motivation.

To be effective according to the result of this study, all leaders must develop a basic

understanding of human motivation as it relates to their organisation. As it is a complex issue,

an appreciation of the theoretical foundations of motivation would enable those responsible for

motivating performance in others to focus on the most effective strategies as individuals respond

differently to different motivational strategies based upon their experiences, the work

environment and the situation they are in at the time.

The findings of this study support what Maslow’s theory indicates, a school administrator who

does not provide a working environment in which staff have a sense of belonging to a team or

group will not be able to motivate staff to perform at the higher levels of motivational needs, like

being creative or self-fulfilled. It also reinforces Herzberg’s theory that further refines the

structures of motivation so that a leader can differentiate between those factors which actually

motivate such as recognition, advancement, responsibility, personal growth, creativity and
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challenge, from those factors which are necessary for people to be motivated but are not in

themselves motivational, that is, working conditions, status, personal life and salary.

It also can concluded that the value of any motivational strategy is the positive impact that

increased performance will have on academic achievement and teacher-student relationships.

Fostering positive regard will increase empathy among the staff members in addition to creating

a more co-operative environment for accepting advice, program development or policy directions.

Moreover, this study revealed that effective teamwork decreases the feeling of inequality and

uncertainty among staff members. It is crucial to the other important factors in motivation like

recognition and participation in decision-making. If the level of communication within a team at

the school is poor or almost non-existent, then it is unlikely that the staff will be motivated

enough to perform let alone to make the extra effort required for achieving success. Meaningful

recognition increases a teacher’s instructional performance and the amount of physical energy

expended in preparing for the teaching process. Increasing the amount of participation in the

decision-making process improves the system as a whole. It helps the individual teacher identify

and confront issues and provides a wider pool of talent and resources for solving problems.

During the journey of the study, it became apparent that further research needs to be carried out

in two areas not elaborated in any depth in this thesis. These two areas are: (1) All the aspects

of the effects of school restructuring on teacher motivation, given that restructuring is a relatively

recent event in educational settings and there has been a short time-frame in which to build up

knowledge about the topic. The types and pace of change can have effects on teachers’

motivation. (2) All aspects of the effects of changes to students' needs, expectations and

outcomes on teacher motivation, given that, in contemporary society, teachers are being given

the role of social and vocational educators as well as academic educators. In some respects,

teachers are the scapegoats for social and economic problems which they do not generate and

are powerless to control. This may affect their motivation.

Also, in this thesis, I have argued that motivation is such an important issue for successful

management, administration and effective schools in today’s rapidly changing and highly

competitive society, that it cannot just be utilised by the lucky few who happen to be natural
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motivators. It is a professional skill that must become part of the management techniques of the

educational leader. Hence, educational leaders must foster effective teamwork and good human

relations, recognise good teaching, define educational goals and articulate them clearly to the

school community, and involve teachers in professional growth activities, planning and decision-

making.

Finally, the study conducted at these six schools reveals that there are some problems with staff

motivation. If the principals at these schools are to be successful in achieving excellence and

creating effective schools, then the characteristics of motivational strategies identified in the data

must become the criteria for evaluating school policies and administration practices. Motivation

and commitment are enhanced when professionals are in charge of their practice, have

ownership of school affairs and find teaching and school activities to be rewarding experiences.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: Page 223



BIBLIOGRAPHY



Bibliography
 

Bibliography

Abu 'Ade, Father Simaan. (1996). The Marion Lebanese Maronite Order and the educational

mission. Paper presented at the 300th anniversary of the Lebanese Maronite Order. Kaslik,

Lebanon: Faculty of History, University of the Holy Spirit.

Ackerman, R.H., Donaldson Jr, GA and Van Der Bogert, R. (1996). Making sense as a school

leader: Persistent questions, creative opportunities. San Francisco: Jossey-Bass Publishers.

Adey, K. and Jones, J. (1997). The professional development coordinator. Educational

Manaqement and Administration, 25 (2), 133-144.

Adler, N.J. (1997). International dimensions of organisational behaviour. (3rd ed.). South-Westem

College Publishing.

Argyris, C. (1982). Reasoning, learninq and action. London: Jossey-Bass.

Argyris, C. and Schon, DA. (1978). Orqanisational learning: A theory of action perspective.

Reading, MA: Addison-Wesley.

Ainley, J. (1995). Effective schools: Where to from here? Leading and Managing, 1 (1), 28-43.

Anderson, M. and Wilson, B. (1992). What develops empowered teachers? Association of Texas

Professional Educators, 13, 1—17.

Andrews, R. and Soder, R. (1987). Principal instructional leadership and school achievement.

Educational Leadership.fl. 9-11.

Aquilano, N.J. (1977). Multiskilled work teams: Productivity benefits. California Management

Review, 19, 17-22.

Atwater, LE. and Yammario, F.J. (1992). Does self-other agreement on leadership perception

moderate the validity of leadership and performance predictions? Personnel Psychology, 45,

141-164.

Avolio, B.J. and Bass, BM. (1988). Transformational leadership. charisma and beyond. In J.G.

Hunt, BR. Baliga, H.P. Dachler and CA. Schriesheim. Emerqinq leadership vistas. Lexington,

MA: Lexington Books.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: page 224



Bibliography

 

Avolio, B.J. and Bass, BM. (1990). Abstract - Transformational leadership development: A five-

day workshop of 12 modules. Binghamton: Center for Leadership Studies, State University of

New York.

Avolio, B. and Howell, J. (1992). The impact of leadership behaviour and leader-follower

personality match on satisfaction and unit performance. In Clark, K.E., Clark, MB. and

Campbell, DP. (1992). Impact of Leadership. Greensboro, North Carolina: Center for Creative

Leadership.

Bailey, 6.0. and Adams, W.F. (1990). Leadership strategies for non-bureaucratic leadership.

NASSP Bulletin, 7 (524), 21-28.

Bandura, A. (1986). Social foundations of thouqht and action: A social coqnitive theory.

Englewood Cliffs, NJ: Prentice-Hall.

Bass, BM. (1960). Leadership, psycholoqy and orqanisational behaviour. New York: Harper and

Row.

Bass, BM. (1981). Stoqdill’s handbook of leadership: A survey of theory and research. Revised

and expanded edition. New York: Free Press

Bass, BM. (1985). Leadership and performance beyond expectations. New York: Free Press.

Bass, BM. (1990). Bass and Stoqdill’s Handbook of Leadership. (3rd ed.). Free Press.

Bass, BM. (1995). Theory of transformational leadership redux. Leadership Quarterly, 6 (4), 463-

478.

Bass, 8M. and Avolio, B.J. (1989). The multifactor leadership questionnaire. Palo Alto, CA:

Consulting Psychiatrists Press.

Bass, 8M. and Avolio, B.J. (1990). Manual for the multifactor leadership questionnaire. Palo

Alto, California: Consulting Psychologists Press.

Bass, EM. and Avolio, B.J. (1994). lmprovinq orqanisational effectiveness. London: Sage

Publications.

Bass, BM. and Yammarino, F.J. (1991). Congruence of self and others leadership ratings of

naval officers for understanding successful performance. Applied Psychology: An

International Review, 40, 437-454.

Barnard, CL (1943). Organisation and management. Cambridge: Harvard University Press.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: Page 225



Bibliography
 

Bates, R.J. (1983). Morale and motivation: Myth and reality in educational administration.

Educational Administration Review, 1 (1).

Beare, H. (1989). Educational Administration in the 19905. ACEA Monograph Series 6.

Beare, H. (1991). The restructuring of schools and school systems: A comparative perspective.

Cited in Harman, G. et al. Restructurinq school manaqement administrative re-orqanisation of

public schools qovernance in Australia. Canberra: Australian College of Education.

Beckhard and Pritchard. (1996). Changing The Essence. In K. Leithwood, J. Chapman, D.

Corson, P. Mallinger, A. Hart, (eds) International handbook of educational leadership and

administration 1 2. LondonzKluwer Academic Publishers.
___—J——-l—-

Bennis, W. (1984). The 4 competencies of leadership. Training and Development Journal,

August, 15-19.

Bennis, W.G. (1989). On Becoming a Leader. Reading, MA: Addison—wesley (cited in Hoy and

Miskel 1991).

Bennis, W. and Nanus, B. (1985). Leaders: The strateqies for taking charqe. New York: Harper

and Row.

Berdie, D.R., Anderson JR. and Niebuhr, MA. (1986). Questionnaires: design and use. (2nd

ed.). New Jersey: The Scarecrow Press Inc.

Blaze, J. (1980). The meaning of being a teacher: A study of teachers' perspectives.

Unpublished doctoral dissertation. Syracuse University, California.

Block, P. (1987). The empowered manager. San Francisco: Jossey-Bass.

Blood, MR. and Hulan, CL. (1967). Alienation, environmental characteristics and worker

responses. The Journal of Applied Psvcholoqv. 51. 284-290.

Bliybel, L. (1924 & 1925). History of the Lebanese Maronite Order. Volume I and ll. Beirut.

Boal, KB. and Bryson, J.M. (1988). Charismatic leadership: A phenomenological and structural

approach. In J.G. Hunt, B.R. Baliga, H.P. Dachler and CA. Schriesheim (eds) Emerging

leadership vistas. Lexington, MA: Lexington Books.

Bradshaw, L.K. (1997). Technology supported change: A staff development opportunity. NASSP

Bulletin. 86-92.

Bridges, EM. (1964). Teacher participation in decision-making. Administrator's Notebook, Xll, 1-

4.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: Page 225



Bibliography
 

Bridges, EM. (1967). A model of shared decision-making and the school principalship.

Educational Administration QuarterIyJL 49-61.

Brown, M. and Ralph, S. (1994). Managing stress in schools. London: Northcote House.

Bryman, A. (1986). In Joseph Rost. Leadership for twenty first century.

Bryman, A. (1992). Charisma and leadership in organisations. London: Sage.

Burns, J.M. (1978). Leadership. New York: Harper and Row.

Burns, RB. (1995). Introduction to research methods. Melbourne: Longman.

Busch, M. (1989). Organisational strategy for successful people management. Mid American

Journal of Business, 4 (1), 7-10.

Caldwell, B.J. (1994). Leading the transformation of Australia's schools. Educational

Management and Administration, 22 (2), 76-84.

Caldwell, B.J. and Hayward, D.K. (1998). The future of schools: Lessons from the reform of

public education. London: The Falmer Press.

Campbell, JP. and Pritchard, RD. (1976). Motivation theory in industrial and organisational

psychology. In Marvin Dunnette (ed.). Handbook of industrial and organisational psychology.

Chicago: Rand McNally College Publishing.

Chapman, J. (1988). Decentralisation, devolution and the teacher participation by teachers in

decision-making of the school. The Journal of Educational Administratm, 26:1.

Chapman, J. (ed), (1990). School based decision making and management. London: Falmer

Press.

Chapman, J. (1991). Response to the ACER effective school project. Cited in McGraw, B., Piper,

K., Banks, D., and Evans, B. (1992). Making schools more effective. Hawthorn: The

Australian Council for Educational Research Ltd.

Chidiac, L. Kahi and Messarram, A.N. (eds), (1992). La generation de la releve: La pedagogie

du civisme. Beirut: Bureau Pedagogiques des Saints Coeurs.

Chinoy, E. (1975). Sociological perspective. (3rd ed.). New York: Random House.

Chrispeels, J. (1996). Effective schools and home-schooI-community partnership roles: A

framework for parent involvement. Cited in School Effectiveness and School Improvement, 7

(4), 297-323.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: Page 227



Bibliography
 

Church in the East 1, (1986). The Lebanese Synod 1736. (2nd ed .). Lebanon.

Cohen, L. and Manion, L. (1995). Research Methods in Education. (4th ed.). London: Routledge.

Coleman, J.S. and Hoffer, T. (1987). Public and private schools: The impact of communities.

New York: Basic Books.

Conger, J.A., Kanungo, RN. and Associates (1988). Charismatic leadership. San Francisco:

Jossey-Bass Publishers.

Conger, J.A., Kanungo, RN. and Associates (1988). Charismatic leadership. London: Jossey-

Bass Publishers.

Conner, B. (1991). Teacher development and the teacher. In P. Hughes, (ed.). Teachers’

professional development. Melbourne: ACER.

Conrath, J. (1987). The amazing role of leadership: You do have a choice. NASSP Bulletin, 71

(501),_126-132.

Constitutions (1974). The Lebanese Maronite Order.

Crowther, F. (1991). Image of the teaching profession. Cited in Turney, C. (1993). Closing the

gaps. Sydney: Sydmac Academic Press.

Crowther, F. and Caldwell, B. (1992). The entrepreneurial school. Sydney: Ashton Scholastic.

Crum, G.J.E. (1995). A study of the relationship between leadership style and teacher

empowerment in schools involved in educational restructuring on campuses in The Texas

Partnership Schools Initiative. Unpublished PhD dissertation.

Curtis, C. and Rassool, J.A. (1997). Motivating future educators through empowerment: A special

case. The Educational Forum, 61 Summer, 307-313.

Cuttance, P. (1995). Quality assurance and quality management in education. In C. Evers and J.

Chapman Educational administration: An Australian perspective. Allen and Unwin.

Czubaj, CA. (1996). Maintaining teacher motivation. Education, 116 (3), 372-378.

Dalin, P. (1998). School development theories and strategies. London: Cassell.

Daun. H. (1997). National forces, globalisation and educational restructuring: Some European

response patterns. Journal of Comparative Education, 27 (1), 19-37.

Dean, J. (1991). Professional development in schools. Philadelphia: Open University Press.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: page 223



Bibliography

 

Dienesch, RM. and Liden, RC. (1986). Leader-member exchange model of leadership: A

critique and further development. Academy of Management Review, 11, 618-634.

Dimmock, C. (1991). School-based management and school effectiveness: Developing the

concept of linkage. Cited in McKay, l. and Caldwell, B.J. (eds). Researching educational

administration: Theory and practice. ACEA. 153-166.

Dimmock, C. (1992). School-based management and school effectiveness. London: Routledge.

Dimmock. C. (1993). School-based management and linkage with the curriculum. In C. Dimmock

(ed.). School-based management and school effectiveness. 1-21. London: Routledge.

Dimmock, C. (1996). Dilemmas for school leaders and administrations in restructuring. In

Kenneth, L., Judith, C., David, 0., Philip, M. and Ann, H. (1991). International handbook of

educational leadership and administration (1). London: Kluwer Academic Publishers.

Dodd. C. (1986). Rustproofing your staff. Canadian School Executive Journal, 5 (9), 11-12.

D’Orsa, J. and D’Orsa, T. (1997). Reimaging Catholic school leadership for the third millennium.

ln Ross Keane and Dan Riley. Quality Catholic schools: Challenges for leadership as

Catholic education approaches the third millennium. Brisbane: Archdiocese of Brisbane.

Downton, J.V. Jr. (1973). Rebel Leadership. New York: Free Press.

Drucker, PF. (1954). The practice of management. New York: Harper and Row.

Druskat, V.U. (1994). Gender and leadership style: Transformational and transactional

leadership in the Roman Catholic Church. Leadership Quarterly, 5 (2), 99-119.

DuBrin, A.J. (1995). Leadership: Research, findim, practice and skills. Boston: Houghton Mifflin

Company.

Duignan, PA. (1986). Research on effective schools: Some implications for school improvement.

The Journal of Educational Administration, 23 (1), 59-73.

Duignan, PA. (1987). Leaders as cultural builders. Unicorn, 13 (4), 208-213.

Duignan, PA. (1988). Reflective management: The key to quality leadership. International

Journal of Educational Manaqement, 2(2), 3-12.

Duignan, PA. and Macpherson, R.J.S. (1992). Educative leaderships: A practical theory for new

administrators and managers. London: The Falmer Press.

Duke, BL. (1987). School leadership and instructional improvement. New York: Random House.

 

The Effects of the Principal‘s Leadership Style on Teacher Motivation: Page 229



Bibliography
 

Duncan, D.J. (1998). Leadership, Catholic school culture and Catholic identity. in P. Duignan and

T. D’Arbon Leadership in Catholic education, 2000 and beyond. Australian Catholic

University.

Dunphy, D. and Bryant, B. (1996). Teams: Panaceas or prescriptions for improved performance.

Human Relations 49 (5), 677-699.

 

Duttwiler, PC. (1986). Educational excellence and motivating teachers. Clearing House, 59, 371-

373.

Ehrich, L. (1998). The principal's role in teachers’ professional development. Leading and

Managing, 4 (2), 109-122.

Ellison, L. (1990). Education management for the 1990s. Harlow: Longman.

Eltis, K. (1995). Focusing on learning: Report of the review of outcomes and profiles in New

South Wales Schooling.

Erickson, F. (1987). Conception of school culture: An overview. Educational Administration

Quarterly, 23 (4), 11-24.

Evans, L. (1998). The effects of senior management teams on teacher morale and job

satisfaction. Educational Management and Administration, 26 (4), 417-428.

Evans, MW. and Kaplan, L. (1997). Changing school environment: Restructuring one Virginia

high school. NASSP Bulletin, 1-9.

Everard, KB. and Morris, G. (1996). Effective school management. (3rd ed.). London: Paul

Chapman Publishing.

Fallan, MG. and Stiegelbauer, S. (1991). The new meaning of educational change. New York:

Teachers College Press.

Fiedler, F.E. (1967). A theory of leadership effectivenss. New York: McGraw Hill Inc.

Fiedler, F.E. (1974). A theory of leadership effectiveness. New York: Lippincot Co.

Fiedler, F.E. & Garcia, Joseph (1987). New approaches to effective leadership: Cognitive

resources and organisational performance. Cited in Hoy, W.K. & Miskel, CG. (1991).

Educational administration: Theory, research, practice. (4th ed). New York: McGraw Hill.

Finn, CE. (1984). Toward strategic independence: Nine commandments for enhancing school

effectiveness. Phi Delta Kappen, February, 518-524.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: Page 230



Bibliography
 

Firestone, WA. and Pennell, JR. (1993). Teacher commitment, working conditions and

differential incentive policies. Review of Educational Research, 63 (4), 489-525.

Fox, WM. (1986). Teacher motivation. Annual conference of the National Council of States on

ln-service Education. (ERIC document Information Service, No. ED 275 677).

Frase, L.E., Hetzel R.W. and Grant, RT. (1982). Promoting instructional excellence through a

teacher reward system: Herzberg’s theory applied. Planning and Changing, fl (2), 67-76.

French, V.W. (1997). Teachers must be learners too: Professional development and national

teaching. NASSP Bulletin, 38-44.

Fullan, MG. (1982). The meaning of educational change. New York: Teachers’ College Press

Columbia University.

Fullan, MG. (1987). What's worth fighting for: The elementary school principalship. Paper

presented at the meeting of the Ontario Public School Teacher’s Federation. Toronto: OISF.

Fullan, MG. (1991). The new meaning of educational chanqe. London: Cassell.

Fullan, MG. (1993). The new meaningof educational chanqe. London: Cassell.

Fullan, MG. and Miles, MB. (1992). Getting reform right: What works and what doesn’t. Em

Delta Kaggan, 10, 744-752.

Glasman, N. and Heck, R. (1992). The changing leadership role of the principal: Implications for

principal assessment. Peabody Journal of Education, 68 (1), 5-24.

Glesne, C. and Peshkin, A. (1992). Becominq qualitative researchers - An introduction. New

York: Longman.

Goodlad, J. (1984). A place called school. New York: McGraw Hill.

Greenfield, W. and Blasse, J.J. (1981). Opportunities for principals: Motivating teachers:

Understanding and factors that shape performance. NASSP Bulletin, 65 (448), Nov.

Grier, T.B. (1996). Chartering project teams: What to do and how to do it. NASSP Bulletin, 80

(584), 96-102.

Gronn, P. (1995). Greatness re-visited: The current obsession with transformational leadership.

Leading and managing (1) 1, 14-27.

Gronn, P. (1996). From transactions to transformations. A new world order in the study of

leadership? Educational Management and Administration. 24 (1), 7-30.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: page 231



Bibliography
 

Gronn, P. (1997). Leading for learning, organisational change, organisation development.

Journal of Management Development, 6 (4). ISSN 0262-1711.

Hackman, J. (1975). Development of the job diagnostic survey. The Journal of Applied

Psychology, 60l 159-170.

Hackman, JR. (1977). Work design. In JR. Hackman and J.L. Suttle (eds). Improving life at

work. Santa Monica, California: Goodyear.

Hackman, J. and Lawler, E.E. (1971). Employee reaction to job characteristics. The Journal of

Applied Psychology, 55l 259-265.

Hackman, J. and Oldham, GR. (1980). Work redesign. Reading, Mass: Addison-Wesley.

Hahn, C.J. (1961). Collection of data for utilisation in curriculum planning of the US Air Force

Academy. In L. Petrullo and BM. Bass (eds) Leadership and interpersonal behaviour. New

York: Holt, Rinehart and Winston.

Hallinger, P. (1992). Changing norms of principal leadership in the United States. Journal of

Educational Administration, 30 (3), 35-48.

Hallinger, P. (1995). Culture and leadership: Developing an international perspective in

educational administration. UCEA Review.

Hallinger, P. and Heck, R. (1995). The principals role in school effectiveness: An assessment of

methodological progress, 1980-1995. In Leithwood, K., Chapman, J., Corson, D., Hallinger, P.

and Hart, A. (eds). The international handbook of research and educational leadership and

administration (1) and (2). New York: Kluwer Press.

Hallinger, P. and Heck, R. (1996). The principal’s role in school effectiveness: An assessment of

methodological progress. In Kenneth, L., Judith, C., David, 0., Philip, H. and Ann, H. (1996).

International handbook of educational leadership and administration (2). London: Kluwer

Academic Publishers.

Hallinger, P. and Murphy, J. (1986). The social context of effective schools. American Journal of

Education, 94 (3), 328-355.

Hampton, 0., Summer, C. and Webber, R. (1987). Organisational behaviour and the practice of

management. (5th ed). Scott Foreman, Glenview.

Hargreaves, A. (1994). Restructuring restructuring: Postmodernity and the prospects for

educational change. Education Policy, 9 (1), 47-65.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: page 232



Bibliography
 

Hargreaves, A. and Fullan, M. (1992). What's worth fiqhtinq for in your school? Workinq toqether

for improvement. London: Open University Press.

Harris A., Bennett N. and Preedy M. (1998). Organizational effectiveness and improvement in

education. Philadelphia: Open University Press.

Hater, J.J. and Bass, BM. (1988). Superiors evaluations and subordinates perceptions of

transformational and transactional leadership. Journal of Applied Psycholoqy, 73 (4), 695-

702.

Hatton, N. and Sinclair, K. (1992). The motivating role. In Tumey, C.. Hatton, N., Laws, K.,

Sinclair, K. and Smith, D. (1992). The school manager. Sydney: Allen and Unwin.

Heck, R. (1991). Towards the future: Rethinking the leadership role of the principal as

philosopher-king. Journal of Educational Administration, 2 (3), 67-79.

Heckman, PE. (1996). The couraqe to chance: Stories from successful school reform. California:

Crown Press.

Helm, CM. (1989). Cultural symbolic leadership in Catholic elementary schools: An ethnoqraphic

study. Ann Arbor, MJ: UMJ Dissertation Services.

Helsby, G. (1996). Defining and developing professional schools. Journal of Education for

Teaching, 22 (2), 135-148.

Herrick, HS. (1973). The relationship of orqanisational structure to teacher motivation in multiunit

and non-multiunit elementary schools. Technical report No. 322. (ERIC document No. ED 101

442).

Hersey, P. and Blanchard, K.H. (1977). Manaqement of orqanisational behaviour. (3rd ed.).

Englewood Cliffs, NJ: Prentice-Hall.

Hersey, P. and Blanchard, K.H. (1988). In Joseph Rost. Leadership for the twenty first century.

Herzberg, F. (1959). The motivation to work. New York: John Wiley and Sons.

Herzberg, F. (1966). Work and the nature of man. New York: World Publishing.

Herzberg, F. (1968). One more time: How do you motivate employees? Harvard Business

Review 46 53-62.

 

Herzberg, F., Mausner, B. and Snyderman, B. (1959). The motivation to work. (2nd ed). New

York: John Wiley and Son.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: page 233



Bibliography
 

Hitt, W.D. (1988). The leader-manager. Columbus Oh: Batelle Press.

Hodgkinson, C. (1983). The philosophy of leadership. Oxford: Basil Blackwell.

Hodgkinson, C. (1991). Educational leadership: The moral art. State University of New York,

Albany: NY Press.

Holdaway, E. (1978). Facets and overall satisfaction of teachers. Educational Administration

Quarterly, 14 (1), 80-96.

Holloman, CR. (1986). Headship vs leadership. Business and Economic Review, 32 (2), 35-37.

Hopkins, D., Enskill, M. and West, M. (1994). School improvement in an era of chanqe. London:

Cassell.

House, R.J. (1977). A 1976 theory of charismatic leadership. In J.G. Hunt and LL. Larson.

Leadership: The cutting edqe. Carbondale: Southern lllinios University Press.

House, R.J. and Baetz, ML. (1991). Leadership: Some Empirical Generalizations and new

Research Directions. In W.K. Hoy and C.G. Miskel. Educational administration: Theory,

research and practice. New York: McGraw Hill lnc.

House, R.J. and Mitchell, TR. (1974). Path-goal theory of leadership. Journal of Contemporary

Business, 3, 81-97.

Howell, J.M. and Avolio, B.J. (1993). Transformational leadership, transactional leadership, locus

of control and support for innovation: Key predictions of consolidated-business-unit

performance. Journal of Applied Psychology, 78, 891-902.

Howell, J.M. and Frost, P.J. (1989). A laboratory study of charismatic leadership. Organisational

Behavior and Human Decision Process, 43, 243-269.

Hoy, W.K. and Miskel, C.G. (1982). Educational administration: Theory, research, practice. New

York: Random House.

Hoy, W.K. and Miskel, C.G. (1991). Educational administration: Theory, research, practice. (4th

ed.). New York: McGraw-Hill.

Hughes, P. (1991). Teachers’ professional development. Melbourne: ACER.

Hughes, L. W. (1994). The principal as leader. New York: Macmillan.

Husen, T. and Postlethwaite, T. N. (eds). The international encyclopedia of education. (2nd ed.).

Oxford: Pergamon Press.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: Page 234



Bibliography

 

James, D. (1992). Making human behaviour compute. Business Review Weekly, 14 (31), 69-71.

Johnson, N.A. (1989). Criteria for assessing the effectiveness of schools and principals.

Education Canada, Summer/Eté, 14-19.

Johnson, SM. (1986). Incentives for teachers: What motivates: What matters. Educational

Administration Quarterly. 22 (3), 54-79.

Jones, V. and Jones, L. (1995). Comprehensive classroom management. (4th ed.). London: Allyn

and Bacon.

Joyce, B. (1990). Changing school culture throumstaff development: 1990 yearbook of the

Association for Supervision and Curriculum Development. Alexandra, VA: ASCD.

Joyce, BR. and Showers, B. (1995). Student achievement throuqh staff development:

Fundamentals of school. (2nd ed.). White Plains NY: Longman. '

Kanter, RM. (1983). The change masters: Innovation and entremeneurship in the American

corporation. New York.

Katsen, K. (1986). Redesigning teachers’ work. Issues in Education 4 272-276.

 

Kaye, M. (1994). Communication manaqement. London: Prentice-Hall.

Keane, R. and Riley, D. (1997). Quality Catholic school: Challenges for leadership as Catholic

education approaches the third millennium. Archdiocese of Brisbane.

Keats, D.M. (1988). Skilled interviewing. (2nd ed.). Hawthornf'The Australian Council for

Educational Research Ltd. ”it

Kincheloe, J.L. (1991). Teachers as researchers: Qualitative inquiry as a path to empowerment.

London: The Falmer Press.

King, N. (1970). Clarification and evaluation of the two-factor theory of job satisfaction.

Psychological Bulletin, 74, 18-31.

King, R.J.R. and Young RE. (1986). A systematic sociology of Australian education. Sydney:

Allen and Unwin.

Klimoski, R.J. and Hayes, NJ (1980). Leader behavior and subordinate motivation. Personnel

Psychology, 33, 543-555.

Koh, W.L. (1990). An empirical validation of the theory of transformational leadership in

secondary schools in Singapore. Doctorial Dissertation, University of Oregan.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: page 235



Bibliography
 

Korman, A.K., Greenhaus, J.H. and Badin, J.J. (1977). Personnel attitudes and motivation. In

MR. Rosenzweig and L.W. Porter. Annual Review of Psvcholoqv. California.

Kottcamp, R., Provenzo, E. and Cohn, M. (1986). Stability and change in a profession: Two

decades of teacher attitudes (1964-1984). Phi Delta Kappan, 67 (83), 559-567.

Kotter, JP. (1990). A force for chanqe: How leadership differs from management. New York:

Free Press.

Krupp, J.A. (1987). Understanding and motivating personnel in the second half of life. Journal of

Educational Administration; 20-45.

Landy, F. (1985). Psycholoqy of work behaviour. Homewoood: l.L. Dorsey.

Landy, F.J. and Becker, W.S. (1987). Motivation theory reconsidered. Research in

Orqanisational Behaviour, 9, 1-38.

Latham, GP. and Yukl, GA. (1975). A review of research on the application of goal setting in

organisations. Academy of Manaqement Journal, 18, 824-845.

Lawler, E.E. (1986). Hiqh-involvement manaqement. San Francisco: Jossey-Bass.

Lawler, E.E. and Suttle, J.L. (1972). A casual correlation test of the need hierarchy concept.

Orqanisational Behavior and Human Performance, April, 265-287.

Lebanese Republic. (1997). Official Journal. Year 137, No. 26, June, 8.

Lehman, LE. (1989). Practical motivational strategies for teacher performance and growth.

NASSP Bulletin, 73 (520), 75-80.

Leithwood, K.A. (1992). The more toward transformational leadership. Educational Leadership,

4_9 (5), 8-12.

Leithwood, K.A. (1994). Leadership for school restructuring. Educational Administration

Quarterly, 30 (4), 498-518.

Leithwood, K., Begley, P. and Cousins, B. (1992). Developinq expert leaders for future schools.

Bristol, PA: Falmer Press.

Leithwood, K. and Jantzi, D. (1990). Transformational leadership: How principals can help reform

school cultures. School Effectiveness and School Improvement, 1 (4), 249-280.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: page 235



Bibliography
 

Leithwood, K., Tomlinson, O. and Gene, M. (1996). Transformational school leadership. In K.

Leithwood, J. Chapman, D. Corsun, P. Hallinger and A. Hart. International Handbook of

Educational Leadership and Administration. London: Kluwer Academic Publishers.

Levine, D.U. (1993). An interpretive review of US research and practice dealing with unusually

effective schools. School effectiveness: Research. policy and practice. London: Cassell.

Lewis, P.V. (1975). Orqanisational communication: The essence of effective management.

Columbus Oh: Grid.

Lieberman and Miller (1990). Cited in Milstein, MM. (1993). RestructuringLSchools: Doinq it rigm

California: Crown Press.

Liebes, S. (1983). An aqeinq teacher carps: How should school systems respond? Paper

presented to the Annual Meeting of the Council for Exceptional Children.

Likert, R. (1961). New patterns of management. New York: McGraw—Hill lnc.

Lipham, J. (1981). Effective principal. effective school. Reston VA: National Association of

Secondary School Principals.

Little, J.W. (1982). Norms of collegiality and experimentation: Workplace conditions of school

success. American Educational Research Journal. 19 (3), 325-340.

Locke, E. (1968). Toward a theory of task motivation and incentives. Organizational Behaviour

and Human Performance. 3, 157-189.

Locke, EA. (1969). What is job satisfaction? Orqanisational Behaviour and Human Performance.

3, 157-189.

Locke, EA. (1970). Studies of the relationship between satisfaction, goal-setting and

performance. Orqanisational Behaviour and Human Performance. 5. 135-158.

Locke, E.A., Cartlege, N. and Knerr, 8.8. (1970). Studies of the relationship between

satisfaction, goal setting, and performance. Orqanisational Behaviour and Human

Performance, 5, 135-139.

Locke, EA. and Latham, GP. (1990). A theory of qoal-settinq and task performance. Englewood

Cliffs, NJ: Prentice-Hall.

Locke, E.A., Shaw, K.N., Saari, L.M. and Latham, GP. (1981). Goal setting and task

performance. Psychological Bulletin, 129-152.

Lortie, D. (1975). School Teacher: A Sociological study. Chicago: University of Chicago Press.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: page 237



Bibliography
 

Louis, KS. and Miles, MB. (1990). Improving the urban high school: What works and why? New

York: Teachers College Press.

Lowe, K.B., Kroeck, KC. and Sivasubramaniam, N. (1996). Effectiveness correlates of

transformational and transactional leadership: A meta-analytic review of the MLQ literature.

Leadership Quarterly, 7 (3), 385-425.

MacBeath, J., Boyd, 8., Rand, J. and Bell, S. (1996). Schools speak for themselves: Towards a

framework for self-evaluation. London: NNT.

McGaw. B. (1997). Shaping their future: Recommendations for reform of hiqher schools

certificate. Sydney: NSW Department of Training and Education Co-ordination.

McGaw, B., Banks, D. and Piper, K. (1991). Effective schools: Schools that make a difference.

Hawthorn: Australian Council for Educational Research Ltd.

McGaw, B., Piper, K., Banks, D. and Evans, B. (1992; 1993). Making schools more effective.

Hawthorn: Australian Council for Educational Research Ltd.

McGregor, D. (1957). The human side of enterprise. Proceedings of the Fifth Anniversary

Convocation of the School of Industrial Management. Cambridge Mass: MIT Press.

McGregor, D. (1960). The human side of enterprise. New York: McGraw—Hill lnc.

McGregor, D. (1965). Human relations or human resources. New York: McGraw-Hill.

Macpherson, R.J.S. and Vann, B. (1996). Grief and the educative leader. Journal of Educational

Administration, 13 (3-4), 307-323.

McRae, H. (1994). The world in 2020: Power, culture and prosperity: A vision of the future. New

York: Harper Collins.

Maeroff, G. (1988). The empowerment of teachers. London: Teachers College Press.

Mahfouz, J. (1987). Short history of the Maronite Church. Lebanon, L.M.O.

Maslow, A. (1943). A theory of human motivation. Psychological Review, 50, 370-396.

Maslow, AH. (1954). Motivation and personality. New York: Harper Brothers.

Maslow, AH. (1970). Motivation and personality. New York: Harper and Row.

Manz, CC. and Sims, HP. (1990). Super leadership. New York: Berkley Books.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: Page 233



Bibliography
 

Mazzarell, J.A. and Smith, SC. (1989). Leadership styles. (Report No OERl-R-86-0003).

Eugene, ORzERlC Clearinghouse on Educational Management (ERIC Document

Reproduction Service No. ED 309 506).

Meindl, JR. (1990). On leadership: An alternative to the conventional wisdom. Research in

Organisational Behaviour, 12, 159-203.

Meindl, JR. (1995). The romance of leadership as followers — Centric Theory: A social

constructionist approach. Leadership Quarterly, 6 (3), 329-341.

Merenbloom, E.Y. (1996). Team teaching: Addressing the learning needs of middle level

students. NASSP Bulletin, 80 (578), 45-53.

Miles, RE. (1965). Human relations or human resources. Harvard Business Review, 43, 148-

163.

Mills, H. (1997). Organising a school community for restructuring. The Clearing House, 70 (4),

179-182.

Milstein, MM. (1993). Restructuring schools: Doing it right. California: Corwin Press.

Miner, J.B. (1980). Theories of organisational behaviour. Minsdale, IL: Bryden.

Ministerial Council on Education, Employment, Training and Youth Affairs, (1989). National

report on schooling in Australia. Melbourne: Curriculum Corporation.

Ministerial Council of Education, Employment, Training and Youth Affairs (1993). National report

on schooling in Australia. Melbourne: Curriculum Corporation.

Ministerial Council on Education, Employment, Training and Youth Affairs, (1994). National

report on schooling in Australia. Melbourne: Curriculum Corporation.

Ministerial Council on Education, Employment, Training and Youth Affairs, (1995). National

report on schooling in Australia. Melbourne: Curriculum Corporation.

Mishler, BC. (1986). Research interviewing, context and narrative. London: Harvard University

Press.

Miskel, CG. (1982). Motivation in educational organisations. Educational Administration

Quarterly, 18 (3), 65-68.

Miskel, C., Defrain, J. and Wilcox, K. (1980). A test of expectancy work motivation theory in

educational organisations. Educational Administrative Quarterly, 16 (1), 70-92.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: Page 239



Bibliography
 

Mitchell, DE. and Beach, SA. (1993). School restructuring: The superintendent’s view.

Educational Administration Quartem, 29 (2), 249-274.

Mitchell, DE. and Peters, M.J. (1988). A stronger profession through appropriate teacher

incentives. Educational Leadership. 46 (3), 74-78.

Mohrman, A.M., Cooke, RA. and Mohrman, SA. (1978). Participation in decision-making: A

multi-dimensional perspective. Educational Administration Quarterly. 14. 13-29.

Monk, D. H. and Jackson, S. L. (1985). Reforming teacher compensation. Education and Urban

Society, 17(2), 54-79.

Moore, CE. (1993). Restructured schools: How, why do they work? NASSP Bulletin, May.

Morris, M. (1981). The public school as workplace: The principal as a key element in teacher

satisfaction. Los Angeles: University of California.

Mortimore, P. (1988). School matters: The iunior years. Somerset: Open Books.

Mortimore, P. (1995). The 1994 Sera lecture: School effectiveness and school improvement.

Scottish Educational Review, 27 (1), 4-12.

Mowday, R. (1978). The exercise of upward influence in organisations. Administrative Science

Quarterly, 23, 137-156.

Mulford, B. (1996). Do school principals make a difference? Recent evidence and implications.

Leading and Managing, 2(3), 155-170.

Mulford, W. (1994). Shapinq tomorrow's school. ACEA Monograph Series. Victoria: ACEA

Mulkeen, TA. and Cooper, ES. (1987). Implications of preparing school administrators for

knowledge about work organisations: A case study. Journal of Educational Administration, 30.

17-28.

Murphy, J. (1985). School effectiveness: A conceptual framework. Educational Forum, 49 (3),

361-374.

Murphy, J. and Beck, L. (1995). School-based manaqement as school reform: Takinq stock.

Thousands Oaks, CA: Corwin Press.

Norris, (1994). Cultivating creative cultures. In L.W. Hughes (ed). The principal as leader. New

York: Macmillan.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: Page 240



Bibliography
 

Ntshingila-Khoza, T. (1994). Teaching in South Africa: Observed pedagogical practices and

teachers’ own meanings. Paper presented at The IEQ Conference on Effective Schools,

Effective Classroom.

O'Neill, J. (1995). Whose job is it anyway? Leader as catalyst for management development.

Educational Management and Administration, 23(1), 19-27.

Owens, R.G. (1970). Organisational behaviour in schools. Englewood Clifs NJ: Prentice-Hall.

Owens, R. (1981). Organisational behaviour in education. New Jersey: Englewood Cliffs.

Owens, R.G. (1991). Organisational behaviours in education. (4th ed.). Boston: Allyn and Bacon.

Owens, R.G. (1995). Organisational behaviours in education. (5th ed.). Boston: Allyn and Bacon.

Pace, R.W. and Faules, OF. (1994). Organisational behaviour. (3rd ed.). Prentice-Hall.

Parry, K.W. (1992). Transformational leadership: An Australian investigation of leadership.

Parry, K. (1993). The situational contingencies of transformational leadership. Management

Papers, 3 (4), 33-62.

Parry, K.W. (1994). Transformational leadership in Australia: How different from the United

States?. Management Papers: A Working Paper Series, University of Southern Queenslandj

(2),1-26.

Parry, K. (1996). Transformational leadership. Developing an enterprising management culture.

Pitman Publishing.

Pellicer, L.O., Anderson, L.W., Keefe, J.W., Kelley, EA. and McCleary, LE. (1990). High school

leaders and their schools: Profiles of effectivenessi Reston VA: National Association of

Secondary School Principals.

Peters, T. (1988). Thriving on chaos. New York: Alfred A. Knopf.

Petit, D., Duignan, PA. and Macpherson, R.J.S. (1990). Educative leadership and reorganising

the delivery of educational services. Canberra, ACT: Department of Education.

Pinder, C. (1984). Work motivation - Theorv, issues and applications. Dallas: Scott, Foresman.

Podsakoff, P.M., MacKenzie, S.B., Moorman, K.H. and Fetter, R. (1990). Transformational

leaders’ behaviours and their effects on followers’ trust in leader, satisfaction and

organisational citizenship behaviours. Leadership Quarterly, 1 (2), 107-142.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: Page 241



Bibliography
 

Podsakoff, PM. and Schriesheim. CA (1985). Leader reward and punishment behavior: A

methodological and substantive review. In Staw, B. and Cummings, L.L. (eds.). Research in

organisational behaviour. San Francisco: Jossey-Bass.

Porter, L.W. (1961). Perceived trait requirements in bottom and middle management jobs.

Journal of Applied Psychology, 45, 232—236(a).

Porter, L.W. (1961). A study of perceived need satisfaction in bottom and middle management

jobs. Journal of Applied Psychology, 45, 1-10.

Porter, L. (1962). Job attitudes in management: Perceived deficiencies in need fulfilment as a

function of job level. Journal of Applied Psychology, 46, 374-384.

Porter L. (1962). Job attitudes in management: Perceived deficiencies in need fulfilment as a

function of job level. Journal of Applied Psychology. 47, 141-148.

Porter, L. (1996). Student behaviour. Allen and Unwin.

Porter, L.W. and Lawler, E.E. (1968). Managerial attitudes and performance. Homewood:

Richard D. Irwin.

Purkey, S.C. and Smith, MS. (1985). School reform: The district policy implications of the

effective schools literature. The Elementary School Journal, 88, 353-389.

Rauschenberger, J., Schmitt, N. and Hunter, J.E. (1980). A test of the need hierarchy concept by

a Markov model of change in need strength. Administrative Science Quarterly, Decembg

654-670.

Reich, RB. (1987). Entrepeneurship reconsidered: The team as hero. Harvard Business Review,

6_§ (3), 77-83.

Reynolds, D. (1997). School effectiveness: Retrospect and prospect. Scottish Educational

Review, 29 (2), 97-113.

Reynolds, D. and Cuttane, P. (1993). School effectiveness: Research, policy and practice.

London: Cassell.

Reynolds, D. and Packer, A. (1992). School effectiveness and school improvement. Cited in

Reynolds, D. and Cuttance, P. (Eds). School effectiveness: Research, policy and practice.

London: Cassell.

Richardson, M.D., Short, PM. and Prickell, R.L. (1993), School principals and change New

York, Garland.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: Page 242



Bibliography
 

Rist, R. and Joyce, MK. (1995). Qualitative research and implementation evaluation: A path to

organisational learning. international Journal of Educational Research, 23 (2), 127-135.

Rizk, K. (1998). Milestones in the history of the Lebanese Maronite Order. In L. Sunaha.

Monastic Lights. Lebanon University of the Holy Spirit, Kaslik.

Robertson, AF. (1987). Dynamics of productive relationships. Cambridge.

Roethlisberger, F.J. and Dickson, W.J. (1947). Management and the worker. Cambridge Mass:

Harvard University Press.

Rogers, EM. and Rogers, RA. (1976). Communication in organisations. New York: Tree Press.

Rosenholtz, S.J. (1985). Effective schools: interpreting the evidence. American Journal of

Education, 93 (3).

Rosenholtz, SJ. (1991). Teachers’ workplace: The social organisation of schools. Teachers

College, Columbia University.

Ross, SM. (1990). Transformational leadership: Measurement of personality attributes and

performance effects on work groups. Dissertation. George Washington University.

Rost, JG. (1993). Leadership for twenty first century. London: Praeger.

Routa, MR. (1991). Motivational principals and decision-making processes as exemplified by

four elementary principals. Unpublished PhD, UMJ Dissertation Services.

Rowe, K. (1991). Students, parents, teachers and schools make a difference: A summary report

of major findings from the 100 school project - Literacy programs study. Cited in McGraw, B.,

Piper, K., Banks, D. and Evans, B. (Eds). Makinq schools more effective. Hawthorn:

Australian Council of Educational Research Ltd.

Roy, P. (1995). Participatory decision making: A tool of reform or an empty promise? Journal of

Staff Development, 16(1), 18-22.

Russo, K.A. (1995). A study of work motivation amonq intermediate elementary teachers.

Unpublished PhD dissertation.

St Charbel's College (1994). Tenth Anniversary and Second State Official Opening.

Sarros, J.C., Jones, RA. and Miller, JD. (1992). Leadership Report 1992: Australian leadersm

in a competitive world. Monash University Press: Melbourne.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: page 243



Bibliography
 

Sashkin, M (1988). The visionary leader. In J.A. Conger, R.N. Kanungo and Associates.

Charismatic leadership. London: Jossey-Bass Publishers.

Sashkin, M. and Egermeier, J. (1992). School chanqe model and processes: A review of

research and practice. San Francisco:

Sashkin, M. and Sashkin, M. (1990). Leadership and culture-buildingLin schools: Quantitative and

qualitative understandinqs. Paper presented at the annual meeting of the American

Educational Research Association, Boston.

Sato, N. (1990). Japanese education where it counts: In the classroom. Paper presented at the

Annual Meeting of the American Educational Research Association, Boston.

Savage, R. (1967). A study of teacher satisfaction and attitudes. Unpublished doctoral

dissertation. Alabama: Auburn University.

Schmidt, G.L. (1976). Job satisfaction among secondary school administrators. Educational

Administration Quarterly, 1; 81-88.

Schon, D. (1983). The reflective practitioner. New York: Basic Books.

Scott, C. and Teddlie, C. (1987). Student, teacher and principal academic expectations and

attributed responsibility as predictors of student achievement: A causal modelling approach.

Paper presented at the annual meeting of the American Educational Research Association,

Washington DC.

Shakeshaft, C. (1987). Women in educational administration. Newbary Park, CA: Sage

Publication.

Seltzer, J. and Bass, BM. (1990). Transformational leadership: Beyond initiation and

consideration. Journal of Management. 16, 693-703.

Sergiovanni, T. (1967). Factors which affect satisfaction and dissatisfaction of teachers. Lh_e

Journal of Educational Administration, 5, 66-82.

Sergiovanni, T. (1984). Leadership and excellence in schooling. Educational Leadership, 4L 4-

13.

Sergiovanni, T.J. (1987). The principalship: A reflective perspective. Boston: Allyn and Bacon

lnc.

Sergiovanni, T. (1987). The principalship: A practice perspective. Boston: Allyn and Bacon Inc.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: page 244



Bibliography
 

Sergiovanni, T. (1987). The theoretical basis for culture leadership. The Association for

Curriculum Development.

Sergiovanni, T.J. (1990). Value-added leadership: How to qet extraordinary performance in

schools. New York: Harcourt, Brace Jovanovich.

Sergiovanni, T. (1992). Why we should seek substitutes for leadership. Educational Leadership.

Feb.

Sergiovanni T. (1996) Leadership in the school house: How is it different? Why is it important?

San Francisco: Jossey-Bass Publishers.

Sergiovanni, T.J. and Carver, FD. (1973). The new school executive: A theorv of administration.

New York: Mead and Company.

Sergiovanni, T. and Starratt, R.J. (1979). Supervision: Human perspectives. New York: McGraw

Hill Book Company.

Seyforth, J. (1991). Personnel manaqement for effective schools. Boston: Allyn and Bacon.

Shamir, B., House, R.J. and Arthur, MB. (1993). The motivational effects of charismatic

leadership: A self-concept based theory. Organisation Science, 4 (2), 577-594.

Silins, HQ (1994). The relationship between transformational and transactional leadership and

school improvement outcomes. School Effective and School Improvement, 5 (3), 272-298.

Silver, P. (1982). Synthesis of research on teacher motivation. Educational leadership, 39. 551-

554.

Simpkins, W.S. (1982). The principal: Leadership stress, performance and credibility. In W.S.

Simpkins, A.R. Thomas and E. Barrington Thomas (eds). Principal and task: An Australian

perspective. Armidale: University of New England.

Simpkins, W.S., Thomas, AR. and Thomas, EB. (1987). Principal and change. Armidale, NSW:

University of New England.

Sinclair, A. (1992). The tyranny of a team ideology. Organisational studies, 13 (4), 611-626.

Singer, E., Frankel, MR. and Glassman, MB. (1983). The effect of interviewer characterisation

and expectations on response. Public Opinion Quarterly, 47 (1), 66-83.

Sizer, TR. (1984). Horace’s compromise. Boston: Houghton—Miffin.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: page 245



Bibliography
 

Smith, D.L. and Hope, J. (1992). The health professional as researcher - Issues, problems and

strategies. Wentworth Falls, Australia: Social Science Press.

Soliman, HM. (1970). Motivation-hygiene theory of job attitudes: An empirical investigation and

an attempt to reconcile both the one and two-factor theories of job attitudes. The Journal of

Applied Psychology, 54, 452-461.

Spencer, JD. (1988). Staff development. Armidale College of Advanced Education.

Spradley, JP. (1972). Culture and cognition: Rules, maps and plans. San Francisco: Chandler

Publishing Company.

Sparks, D. (1983). Practical solutions for teacher stress. Theopy Into Practice, 22(1).

Starratt, R.J. (1986). Human resources manaqement: Learninq our lessons py learning to learn.

Paper presented to the Annual Conference of the Australian College of Education, Adelaide,

September.

Starratt, R.J. (1993). The drama of leadership. London: Falmer Press.

Steers, R. and Porter, L. (1987). Motivation and work behaviour. New York: McGraw—Hill.

Stewart, L. and Manz, CC. (1995). Leadership for self-managing work teams: A typology and

integrative model. Human Relations, 48 (7), 747-771.

Stiggins, R.J. (1995). Professional development: The key to a total quality assessment

environment. NASSP Bulletin, 79 (573), 11-19.

Stogdill, RM. (1974). Handbook of leadership: A survey of the literature. New York: Free Press.

Stoll, L. and Fink, D. (1994). School effectiveness and school improvement, voices from the field.

School Effectiveness and School Improvement, 5 (2), 149-177.

Sundstrom, E., De Meuse, K.P. and Futrell, D. (1990). Work teams. American Psychologist, 45

(2), 120-133.

Sungaila, HM. (1989). The new science of chaos: Making a new science of leadership? Paper

presented to the annual conference of the Australian Council for Educational Administration.

Armidale.

Tannous, H. (1996). Reform and development: Lebanese principals' perceptions of problems in

rebuilding their schools. Paper presented at the Twelfth Post-graduate Research Students'

Forum at University of Sydney, October 19.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: Page 246



Bibliography
 

Telfer, R. (1991). Involving teachers in decision making. Practicing Administrator, 28-30.

Terry, K.W. (1988). Secondary school teachers’ perceptions of principal's leadership behaviours

in selected effective and regular secondary schools. (Doctoral dissertation, Northwestern

State University of Louisiana) Dissertation Abstracts International, 49, 1340A.

The Ministry of National Education, Youth and Sports, (1994). The plan for educational reform.

Beirut (Arabic).

The Ministry of National Education, Youth and Sports, (1995). The new framework for education

in Lebanon. Beirut (Arabic).

Thomas V. and Ogletree, E.J. (1986). Administration style and leadership effectiveness. (Report

No 141) Eugene, OR:ERIC Clearinghouse on Educational Management. (ERIC Document

Reproduction Service No. ED 289 221).

Toffler, A. (1980). The third wave. Toronto: Gage.

Townsend, T. (1994). Goals for effective schools: The view from the field. School Effectiveness

and School Improvement, 5 (2), 127-148.

Trimble, S. and Miller, J.W. (1996). Creating, invigorating and sustaining effective teams. NASSP

Bulletin, 80 (584), 35-40.

Trusty, F. and Sergiovanni, T. (1966). Perceived need deficiencies of teachers and

administrators: A proposal for restructuring teacher roles. Educational Administration

Quarterly, 2, 163-180.

Tuckman, B.W. (1988). Conducting educational research. (3rd ed.). San Diego: Harcourt Brace

Jovanovich.

Turney, C., Eltis, K., Towler, J. and Wright, R. (1990). The teacher's world of work. Sydmac

Academic Press.

Turney, C., Hatton, N., Laws, K., Sinclair, K. and Smith D. (1992). Educational management

roles and tasks: The school manaqer. Sydney: Allen and Unwin.

Turney, C., Hatton, N., Laws, K., Sinclair, K. and Smith D. (1992). Educational management

roles and tasks: The classroom managg Sydney: Allen and Unwin.

Turney, C., Hatton, N., Laws, K., Philps, R. and Tea, R. (1993). ClosirltLthe qaps: Neglected

knowledqe needs of prospective and beqinninq teachers. Sydney: Sydmac Academic Press.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: Page 247



Bibliography

 

Turner, AN. and Lawrence, PR. (1965). industrial iobs and the workers: An investigation of

response to task attributes. Boston: Allyn and Bacon.

Tyack, D. (1990). “Restructuring" in historical perspective: Tinkering toward utopia. Teachers

College Record, 92 (2), 170-191.

Ubben, G. and Hughes, L. (1987). The principal: Creative leadership for effective schools.

Boston: Allyn & Bacon.

United Nations Educational Scientific Cultural Organisation. (1993). World Education Report.

Paris: UNESCO.

Vandenburghe, R. and Staessens, K. (1991). Vision as a core component in school culture.

Paper presented at the annual meeting of the American Educational Research Association,

Chicago.

Vroom, V.H. (1964). Work and motivation. New York: Wiley & Sons.

Vroom, V.H. (1976). Work and motivation. New York: John Wiley and Sons.

Vroom, V.H. and Deu, EL. (1970). Management and motivation. Penguin Books, Baltimore Co.

Wahba, MA. and Bridwell, LG. (1973). Maslow reconsidered: A review of research on the need

hierarchy theory. Proceedings of the Academy of Management, 514-520.

Wakim, J. (1995). The culture of the Lebanese educational system and North Lebanon Colletfi

(Unpublished study.)

Wakim, J. (1995). Research into the theory of motivation at St Charbel’s College. (unpublished).

Waldman, D.A., Atwater, L. and Bass, BM. (1992). Transformational leadership and innovative

performance in a R and D laboratory. Bethlehem, PA: Lehiyh University, Center for Innovation

Management Studies.

Walton, R. (1977). Work innovation at Topeka: After six years. Journal of Applied Behaviour

Science, 13, 422-433.

Watson, A. (1989). The staffing of schools and the quality of education. Sydney: NSW Ministry of

Education.

Webb, R. and Vulliamy, G. (1996). The changing role of the primary school headteacher.

Educational Management and Administration. 24 (3), 301 -315.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: Page 243



Bibliography

 

Weber, JR. (1987). Instructional leadership: Contexts and challenges. Oregon School Study

Council Bulletin, 31 (3), 1-48.

Weber, M. (1947). Theory of social economic organisation, trans. A.M. Henderson and T.

Parsons. Originally published 1924. New York: Free Press.

Weber, M. (1963). The sociology of religion. Beacon, NY: Beacon Press.

Weeks, MP and Moore RP. (1981). Ethnicity-of—interviewer effects on ethnic respondents.

Public Opinion Quarterlvfi (2), 245-249.

Whitaker, P. (1998). Managing Schools. London: Butterworth Heinemann.

White, R. and Lippitt, R. (1960). Leader behaviour and member reaction in three social climates.

Illinois: Row Peterson.

Whitehouse, D. (1993). Devolution in education - Panacea or problem. Independent Education,

March,

Wickstrom, RA. (1971). An Investigation into Job Satisfaction among Teachers. Unpublished

doctoral dissertation, University of Oregan, Eugene.

Wilson, BL. and Firestone, WA. (1987). The principal and instruction: Providing bureaucratic

and cultural linkage. Educational Leadership, 45 (1).

Willner, AR. (1984). The spellbinders: Charismatic political leadershm New Haven, CT: Yale

University Press.

Wiseman, F. and McDonald, P. (1979). Non-contact and refusal rates in consumer telephone

surveys. Journal of Marketing Research, 16 (4), 478-484.

Wood, F.W. and Thompson, SR. (1993). Assumptions about staff development based on

research practice. Journal of Staff Developmentfi (4), 52-56.

Yammarino, F.J. and Bass, BM. (1990). Long-term forecasting of transformational leadership

and its effects among naval officers: Some preliminary findings. In Clark, K.E. and Clark, M.B.

(eds). Measures of Leadership. New Jersey: Library of America.

Yammarino, F.J., Spangler, W.D. and Bass, BM. (1993). Transformational leadership and

performance: A longitudinal investigation. Leadership Quarterly, 4 (1), 81 -102.

Yukl, GA. (1989). Leadership in orqanisations. Englewood Cliffs, NJ: Prentice-Hall.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: Page 249



Bibliography
 

Yukl, GA. (1989). Managerial leadership: A review of theory and research. Journal of

Management, 15 (2), 251-289.

Yukl, GA. (1989). Leadership in orqanisations. (2nd ed.). Englewood Cliffs, NJ: Prentice-Hall.

Yukl, GA. (1994). Leadership in orqanisations. (3rd ed.). Englewood Cliffs, NJ: Prentice-Hall

International Inc.

Zaleznik, A. (1992). Learning leadership. New York: Basic Books.

Zaleznik, A. (1997). Managers and leaders: Are they different? Harvard Business Review, 126-

135.

 

The Effects of the Principal’s Leadership Style on Teacher Motivation: Page 250



APPENDICES

APPENDIX 1



The University of Sydney
The Division of Graduate Studies

Faculty of Education

SYFlPFYrNST‘Y SOUPEWaleS 290?

 

SUBJECT INFORMATION STATEMENT

I am currently conducting a research project about "The Effects of Leadership Style on

Teacher Motivation" at the University of Sydney.

Understanding motivation is very important for school administrators because it is their

role to energise, direct and sustain the activities of the school executives, teachers,

support staff and students in the organisational setting of the school. This group of people

needs the appropriate climate in which to undertake the school mission and to achieve the

school goals and tasks. ~

The primary aim of this research is to examine the importance of motivation for school

administrators and staff to identify the motivational strategies, if any, being used.

I am requesting that you complete the enclosed questionnaire. However, please be aware

that your co—operation in completing this questionnaire is completely voluntary. You may

refuse to answer any questions you feel are inappropriate or withdraw your participation at

any time. Furthermore, to maintain confidentiality, do not place your name or the name of

your school on any of the printed material or the envelope.

Upon completing your questionnaire, slip the questionnaire into the envelope provided and

seal. Then return or post the envelope to me.

Realising how busy you are. I would very much appreciate your co-operation in answering

this questionnaire, Your answers will be treated in confidentiality. If you have any

comments or questions. please do not hesitate to call me on 9750 6000 or my supervisor,

Dr Kevin Laws, on 9351 6396. -

Should you find it necessary to make a complaint about the conduct of this-research

project, contact:

Ms Gail Briody
Executive Officer
Ethics Committee
Sydney University
Telephone: 9351 4811

Your participation is much appreciated.

Kindest regards .

Joseph Wakim

.35!
Telephone: (02) 351 3634 Fax: (02) 351 4765
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SAMPLE QUESTIONNAIRE

DEMOGRAPHIC QATA

1. How many years have you been teaching at your current school? (Please tick)

8 - over

2. Gender:

Male

Female

3. Type of teacher:

Primary

D
E
!

D
E

D
U
D
E

Secondary

3. Number of years teaching under this principal?

1 - 2

3 - 4

5 - over

4. Age group:

20 - 25 years

26 - 30 years

31 -41 years

D
U
D
E
]

E
D
D

42 - over

5. What level 'of education have you completed? (Qualifications)

 

 

.252



Motivational Project

 
TEACHER MOTIVATION Page 2

1. Please rate the following statements in terms of how well they describe how you

feel. Rate each statement on the scale given below by circling the appropriate

number.

1 = Strongly agree

2 = Agree
3 = Undedded

4 = Disagree
5 = Strong disagree

1. | function in a professional environment 2 3 4 5

2. I believe that l have earned respect 2 3 4 5

3. | make decisions about the implementation of new

programs in the school 2 3 4 5

4. I am treated as a professional 2 3 4 5

5. l have the opportunity for professional growth 2 3 4 5

6. I have the respect of my colleagues 2 3 4 5

7. I work at a school where kids come first 2 3 4 5

8. l perceive that I am making a difference 2 3 4 5

9. My principal solicits my advice 2 3 4 5

10. Teachers and school personnel solicit my advice 2 3 4 5

11. I feel content under the leadership of my principal 2 3' 4 5

12. | support the principal because I feel he/she would

supponrne 2 3 4 5

13. I really like working in this school 2 3 4 5

14. I believe most other people really like working in this 2 3 4 5

school

$53



Motivational Project

TEACHER MOTIVATION

2. The purpose of this question is to give

your present job. On t

hope
jobs.

he basis of your answers and those of peo

Page 3

you a chance to tell how you feel about
ple like you, we

to get a better understanding of the things people like and dislike about their

In my present job, this is howl feel about. . . (draw a circle around one of the five

letters following the item to show the answer you have selected).

m
0
0
m
>

u
—
l

s
o
m
e
w
w

10.

11.

12.

13.

14.

15.

Very satisfied
Satisfied
Undecided
Dissatisfied
Very dissatisfied

Being able to keep busy all the time

The chance to work alone on the job

The chance to do different things from time to time

The chance to be “somebody‘ in the community

The way my boss handles his/her workers

The competence of my supervisor in making decisions

Being able to do things that don’t go against my

conscience

The chance to do something that makes use of my

abilities

The way school policies are put into practice

My pay and the amount of work I do

The freedom to use my own judgement

The working conditions

The way my co-workers get along with each other

The praise I get for doing a good job

The feeling of accomplishment I get from the job

>
>
>
>
>
>

> 03

>
>
>
>
>
>
>
>

W
W
W
U
J
W
W
U
J
U
J

U
J
J
C
D
U
J
U
J
C
U
U
J

0
0
0
0
0
0

0 U 11
1

0
0
0
0
0
0
0
0

0
0
0
0
0
0

m
m
m
m
m
m

U
U
U
U
U
U
U
U

m
r
n
r
n
m
m
m
r
n
r
n

z5’1
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TEACHER MOTIVATION

3.

Page 4

The following items are designed to provide information about teacher motivation.

Please complete this question as carefully and frankly as possible. Remember

there are no right or wrong answers. It is your perception and honest opinion in

which I am most interested.

Circle the response which most describes your opinion regarding the following

statements.

SA = Strongly agree

A = Agree

U = Undecided
D = Disagree
SD = Strongly disagree

1. I am encouraged by the principal to participate

in the‘decision-making process in this school SA

2. Regular staff meetings and/or grade level

meetings are held in this school and all

teachers are able to participate in the decision-

making process SA

3. Administrators makes most of the decisions in .

this school, with little or no input from teachers. SA

4. Administrators encourage staff collaboration

on educational projects by providing time and

resources SA

5. Teachers in this school work together SA

harmoniously

6. Conversation amongst staff members

frequently focuses on professional issues _

related to teaching SA

7. I am motivated as a teacher by the knowledge

that I am empowered to make job-related

decisions SA

8. I am motivated as a teacher by the satisfaction

I receive from working with students SA

9. I am motivated as a teacher by the satisfaction

I receive from working with my colleagues SA

SD

SD

SD

SD

SD

SD

SD

SD

SD

25’5—
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TEACHER MOTIVATION

10.

11.

12.

13.

14.

15.

16.

I am motivated in teaching by the recognition I

receive from administrators

I am motivated in teaching because I believe I

make a difference in the lives of my students

I am motivated in teaching because I

participate in the decision-making process in

this school .

I am motivated in teaching because

administrators make most of the decisions in

this school

I am motivated in teaching because of the

collegiality or sense of equality I experience

amongst all staff members

Being able to participate in the decision-

making process is a source of motivation in my

teaching

I am motivated in teaching because I feel I

have control over what takes place in my

classroom

SA

SA

SA

SA

SA

SA

SA

Page 5

SD

SD

SD

SD

SD

SD

SD

Jfi'é
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PRINCIPAL STYLE

 

Page 6

The following list of items may be used to describe the behaviour of your principal. Each

item describes a specific kind of behaviour but does not ask you to judge whether the

behaviour is desirable or undesirable. This is not a test of ability. It simply asks you to

describe, as accurately as you can, the behaviour of your principal. You are not asked to

identify yourself or your principal.

Circle one of the five letters following the item to show the answer you have selected.

z
m
m
o
>

.
A

.
‘
I
Q
’
Q
'
F
S
A
’
N

10.

11.

12.

13.

14.

15.

Always
Often

Sometimes
Rarely
Never

Makes me feel ready to sacrifice my own self-interests for

the good of the group

Finds out what I want and tries to help me get it

Is a model for me to follow

Is a good team player I

Is an inspiration to us

Makes me proud to be associated with him/her

His/her ideas have forced me to rethink some of my own

ideas which I had never questioned before

Spends time talking about the purpose of our organisation

(vision)

' Encourages me to express my ideas and opinions

Motivates me to do more than I originally expected I could do

Encourages understanding of points of view of others

Makes everyone around him/her enthusiastic about tasks to

be completed

Finds time to listen to me

Looks out for the personal welfare of individuals

Maintains definite standards of performance

>
>
>
>
>
>
>
>
>
>
>

O

>
>
>
>

0
0
0
0

0
0
0
0

0
0
0
0
0
0

(
D
.
U
)
U
)
C
D
U
)
C
D
U
J

w
m
m
m

C
D
C
O
C
D
U
)

J
U
W
I
U
J
U
W
I
J

2
2
2
2
2
2

23 2

”
5
0
3
0
2
3

2
2
2
2

2
3
3
2
3
7
3

2
2
2
2

.257



Motivational Project

PRINCIPAL STYLE
Page 7

16. Keeps the school informed A O S R N

‘17. Is willing to make changes
A O S R N

18. Lets school members know what is expected of them A O S R N

19. Keeps the school working together as a team A O S R N

20. Is available for assistance when needed A O S R N

21. Seeks opinions concerning issues A O S R N

22. Is protected from disruption A O S R N

23. Conducts meetings efficiently A O S R N

24. Communicates openly and frankly with staff members and

students

> O (D 30 Z

.258
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GENERAL QUESTIONS

Please circle the appropriate answer.

10;

Does your principal involve you in the decision making process at

your school?

Do you feel your involvement in the decision making process at

your school will improve your attitude and commitment to your

school?

Does your administration offer you professional growth activities?

Do you feel an adequate amount of professional growth activities

are offered to you?

Are you recognised for the positive job you do in your classroom?

Are you pleased with the amount of recognition you get from your

administration for the job you do?

Do you feel the amount of recognition you get for the job you do

improves your attitude and commitment towards your school?

Is the principal the main motivator in your daily work?

Are the children in your care the main motivators in your job?

Do you think you feel included in the life of the school?

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Page 8

No

No

No

No

No

No

No

No

No

No

.25“?
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GENERAL QUESTIONS Page 9

1. What factors do you think are crucial for you to be motivated in your work?

2. Can you identify problems with motivation in your current school staff?

 

 

 

 

2.1 What do you believe is the underlying reasons for this?

 

 

 

 

3. What three things would you like to change in the school?

 

 

 

 

260'
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GENERAL QUESTIONS
Page 10

4. Please list three things you dislike about your current school.

5. Please list three things you like the most about your current school.

 

 

 

 

 

 

 

 

 

 

.26!
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6. Any additional comments. Page 11

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Please attached another page if you need more space.

Please post your response by 9 December 1996.
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Dear Participant.

I am currently studying teacher motivation in schools in Australia and Lebanon.

The first part of my study involved the completion of a questionnaire by teachers from three schools in

Sydney, Australia, followed by interviews with four teachers from each of the schools.

I wish to duplicate the study in three schools in Lebanon using the same research strategies.

I am seeking your assistance in this project by requesting that you complete this questionnaire. You are

assured that the information obtained will be reported in a way which will ensure the confidentiality and

anonymity of the individuals who participate and their schools.

If you wish to obtain further information about this research project please feel free to contact me. on

3873484 / 3679009, or my supervisor, Dr Kevin Laws, on 61 2 9351 6396 in Australia

Your participation is much appreciated.

Kindest Regards

Joseph Wakim

PhD candidate.

Puma-snip

why“ 5.9-3.» Mnfiquisumqédwimuywa
wjmqéfimgdj‘li:wcyL-|finm .Hhfllinu‘fleyfi

whoerfiul-‘Mefliuh 3-“ u-JH-fitéfi-quwhflfiufil
MymclflJim‘liim‘

$391“.ijaha‘lhhubmugw‘ytlulflnhqimsz-flqi

firifixfiiwirbsmmfifihhfleawiéhflofifl
fiuyyljm

3579009J33734a4 gwmgubwmmmauysnyw
#61293516396MQJUJGwwwhwidfide

U‘fi-J

“mafia“:

an act»

26?



Joseph Wakim. PhD Candidate The University of Sydney Teacher motivation project.

DEMOGRAPHIC DATA

1. How many years have you been teaching at your current school? (Please tick)
94541015.! gamers)tuyun.ngin.sm,mfsn

1- 2years3iu

3 - 4years 5-bi-

5 - 7years CUM

8 - over 6.95 Lu

D
D

D
U
D
E

 

 

 

2. Gender: 0.5;“

Male F

Female .331

3. Kind ofteacher: Au

Primary ”fil-fie‘

Complementary “.1953

Secondary es)“:-    
4. Number ofyears teaching under this principal? My. ta lei dar— 93“ cabin-31 ax—

l - 2 years 1-1.-

3 - 4 years d}:-

5 - over L3} Lu

5. Age group:

20 - 25 years 3-1-

26 - 30 years 1'»-

31-4lyears7fiu

D
U
D
E
)

E
D
D

42 - over ‘3} \u

6. What level of education have you completed? (Qualifications)?~‘-5U+-7- u—‘G‘ 45 La

 

 

 

Fag“ .astr



Joseph Wakim. PhD Candidate The University of Sydney Teacher motivation project.

TEACHER MOTIVATION

The following items are designed to provide information about teacher motivation. Please

complete this questionnaire as carefully and fiankly as possible. Remember, there are no

right or wrong answers. It is your perception and honest opinion in which I am most

interested.
@xlflthWlthdPQL-JLJGJGdMSJLCM-I‘Yloh Cu“

ofid‘r‘eaw‘l‘b $6443.34?de fiJ‘éé-éJfi-‘dseiele‘l‘
Whlifiyu‘ii‘a elem-puss» 14,911

Please,circle the number which best describes your opinion regarding the statements

below.

.ml 35333}? JQWMJCF mg“ as)“ «bang-lee

l = Strongly Agree (SA) he 65'.”
2 = Agree (A) 5,51,.

3 = Undecided (U) 4-1}-

4 = Disagree (D) 65‘.» )3“:
5 = Strongly Disagree (SD) “9‘ [fix )3“-

SA A U D SD

1. I am motivated by the respect, trust and empathy I
receive from my principal I 2 3 4 5

‘5)!» Cyblihl 931mm

2. I am motivated by the sense ofbelonging and
teamwork present at my school. , l 2 3 4 5

waswa

3. I am motivated by the professional growth activities

 

that are available to me. 1 2 3 4 5

“ivy:w QUaLmlgéahUl

Page 2.
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Joseph Wakim. PhD Candidate The University of Sydney Teacher motivation project.

4. Participating in activities that improve my

competence in teaching is a source ofmotivation to l 2 3 4

' me as a teacher.

weaveficweesw
' JZW‘MM

5. I am motivated as a teacher by the satisfaction I

receive from working with students. 1 2 3 4

Wednlefimtmhfl

6. Being able to work closely with my principal is a

source ofmotivation to me as a teacher. 1 2 3 4

rel-1“ a 91 em

7. - I am motivated as a teacher by the satisfaction I

receive from working with my colleagues. 1 2 3 4

wwgnfifiafinm‘sgmw

W' r sr“ C»

8. I am motivated by the oppornmity to restructure the

educational program during the postwar era. 1 2 3 4

CJJJmu-a} )e’fieé-WU‘
Hfl-‘H‘Luefi‘

9. I am motivated as a teacher by the recognition I

receive fromprincipal. I 2 3 4

f) wuulgnxnmfimgsgmm
M

10. I am motivated as a teacher because I believe I make

a difference in the lives ofmy students. 1 2 3 4

est-3:29am
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Joseph Wakim. PhD Candidate The University of Sydney Teacher motivation project.

11.

12.

l3.

14.

15.

l6.

17.

I am motivated as a teacher because I participate in
the decision-making process in this school

aéJuuwaI-wew
Lflgujfiusu.‘

I am motivated as a teacher because the principal
makes most ofthe decisions in this school

gyjmzeu‘ewflmgsgmm

I am motivated as a teacher because ofthe sense of

equality I perceive among all stafimembers.

SlJLuunCJJWfiLfllQJéJhUl

uflgzswswwayém

Being able to participate in the planning the future
ofthe school process is a source ofmotivation to
me as a teacher.

anymmmj— mm."‘_,j¢ESJL:.ZeslS‘I
“gaunwfimdmg

Aclmowledgement is a source ofmotivation to me

as a teacher.

Mgr-.5431”! xiii!

I am motivated by the respect, trust, and empathy I
receive from those in my workplace.

«bu-=5 1351': AP“: (1343‘ Lil
41.: as. “,5 use “in an“!

Reforming the educational program and school
structure is a source ofmotivation to me as a

teacher.

LJJWWWJEJfic-‘P"
fmvlpm
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Joseph Wakim. PhD Candidate The University of Sydney Teacher motivation project.

TEACHER SATISFACTION

The purpose ofthis section ofthe questionnaire is to give you the opportunity to express

how you feel about your present job. On the basis 0-?your answers and those ofpeople

like you, we hope to come to a better understanding about the things people like and
dislike about theirjobs.

gamyayfimmwphjemcymmw
:1 o‘er» Le Ja-‘i-ii-Nb‘fiJJ-‘ul‘ dm‘ 0‘ J9} Jua‘ us“ uJ‘ ‘L-M

mm! Jan 9.; 02.} Jae.

Circle the number which best describes your opinion regarding the statements below.

“53‘ “WU-3r— fine-ilk: “Jain? Je-eqin a5)“ dpifi-‘e'fi
(LE Lnl , 191,9 J13-31)

 

1 = Very Satisfied (VS) Lt: oh)-
2 = Satisfied (S) uh)-

3 = Undecided (U) Him

4 = Dissatisfied (D) day )9?—
5 = Very Dissatisfied (VD) L‘e‘ oh): )3“—

In mypresentjob, this is how [feel about... ‘39 Jun g-‘L‘J‘ (.916 93

VS S U D VD

1. Being “somebody” in the school commtmity. . l 2 3 4 5

19-)” 1:19“ 9-5 than 015‘

2. The way my principal handles his/her workers. 1 2 3 4 5

43.3?” «mt... gs M a.,1,

3. The competence ofmyprincipal in making decisions. 1 2 3 4 5

145:“ GUI-n 5‘9““ a“ M 314'“

4. My pay and the amount ofwork I do. 1 2 3 . 4 5

4-: ”it 4.53“ M 19-3.: g-F‘J

5._ The freedom to use my ownjudgment. 1 2 3 4 5

' w ”itsw e‘ and

Page 5
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Joseph Wakim. PhD Candidate The University of Sydney Teacher motivation project.

 

6. The working conditions. «Judi i=3}: 3 4

7. The way my co-workers get along with each other. 3 4

Mess—M21 Lemme can than

”can

8. The praise I get for doing a good job. . 3 4

.19 4.; uh «um ‘53:: than

9. The feeling of accomplishment I get from the job. 3 4

LLLc‘L‘JI as; angst ”an

10. Changing students’ attitudes and behaviour in a positive way. 3 4

Add“ an”: GUM 93' flay‘ 2545‘

11. Working with a well qualified and experienced principal who 3 4

has a clear vision for the school.

MU a-L‘JJJ‘J-Ji‘flL-J L939 5.55 JP‘C‘M

in)“

12. My relationships with my colleagues at my school. 3 4

we a a»: c— .3»

13. The feeling ofbelonging, teamwork, and collegiality at my

school 3 4

\e-fi 9'9L‘P'“ Lia-“J lug-h“ g“ ‘LasYL, JP“

14. The quality ofprincipalship in my school. 3 4

1.93.31 DU 9-5 Jim 13235

15. The amount of acknowledgment I receive for my efforts. 3 4

sawm.we om: gm Juan aim-

16. The process of school restructuring. 3 4
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Joseph Wakim. PhD Candidate The University of Sydney Teacher motivation project.

l7.

18.

19.

20.

21.

The way promotion on merit has occurred in my school.

wuuswswgfimk
1.9m: “swap-am,

The amount of activities promoting professional growth

provided at my school.

egjmmwgifiqfiqflémww
any.“

The respect, trust, and support I receive from other stafl' at my

school.

semi D. an;M L53“ fault, am r9549)!

The progress of curriculum reform

wxynxyuorm

The amount ofinvolvement in the decision making process at

my school

3 4

3 4

3 4

3 4

3 4
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Joseph Wakim. PhD Candidate The University of Sydney Teacher motivation project.

PRINCIPAL STYLE M Huh-l

The following list ofitems may be used to describ- : the behaviour ofyour principal. Each

item describes a specific kind ofbehaviour but does not ask you to judge whether the

behaviour is desirable or undesirable. This is not a test of ability. It simply asks you to

describe, as accurately as possible, the behaviour ofyour principal. You are not asked to

identify yourself or your principal.
tmflgjlmlssymsfleifi .JpJ mqufldfidmM

can: 0‘ than.“ ml or ,1 up}. mam 015m $5.301 9M Uni
63);»- ‘r’JLJ 153: Maybe-u

Circle the number which best describes your opinion regarding the statements below.
.ua 1.393}; winning“; ”egg ,5}: dfiijldtfa

l = Always (A) bib

2 = Ofien (O) L- l 335
3 — Sometimes (S) Lil-9‘
4 = Rarely (R) DAL?

5 = Never (N) W

The principal Jinan

A O S R N

1. Makes me feel ready to sacrifice my own self-interests for the

good ofthe group. 1 2 3 4

2. Finds out what I want and tries to help me. 1 2 3 4

“gist... dJ‘A-u 4;) ‘4 him.

3. Shows interest and respect towards my work. 1 2 3 4

91.; .Lg up, um Jag.

4. Is a good team player. 1 2 3 4

d‘ct'xfiiakéqi-ued
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Joseph Wakim. PhD Candidate The University of Sydney Teacher motivation project.

5. Recognises me when I perform well. 3 4

Herfi‘JJ‘MJ‘G‘J‘u-‘FEJ-‘E

6. Rewards those involved when tasks are completed. 3 4

wie- Q1459 W 40"“ Lisa

7. Looks out for the personal welfare ofindividuals. 3 4

, J} 1.351w z-J‘UJ‘L.’ («a

8. Keeps the staffwell informed. 3 4

u_..: as “A; 25:,th c-“aé

9. Is willing to make changes. 3255-511 ‘55 Hi)! 3 4

10. Offers staff the opportunity to participate in professional

development activities. 3 4

MQLLLJJMJRSJMQISJESLDU jg

”Sb-‘3‘ a» 42} a—‘J‘

11. Runs staffmeetings successfully. 3 4

Claim; mum tun: xi;

12. Encourages everyone to share in decision making. 3 4

Keel-1‘ U—Ufi‘ hU-‘QJ'I‘SJM u'b JJSQ-efie

13. Makes most ofthe decisions without consuitations ofteachers. 3 4

2.331....“st wit—Aha mus-st;

14. Motivates me by his/her educational model. 3 4

4.5.13.4!) 435mm 4:91th $3333

15. Gives personal attention to members who seem neglected 3 4

die-4‘ tum £23“ ad's-31‘ Lum- U‘B‘ 91.95

16. Excitesus with his/her vision of school restructuring. 3 4

1H)” ‘45 14M.. .' “UL-‘4'. 115,1,
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17. Excites us with his/her implementation ofnew curriculum content

and structure. 1 2 3 4 5

«mm: cm fieeLisoJeJ-Lia L535;

 

GENERAL QUESTIONS (1) 1) LL; 113.4

Circle the appropriate response. emu.“ oil ,9.“ d): bib 3:“

Y = Yes an

N = No )5

1. Does your principal involve you in the decision making process at your
school?‘-’1u)-M“ 9-5 OJ)“ 19‘3“ g3 Jew ~95)?! ch Y N

2. Do you feel involvement in the decision making process at your school
improves your attitude and commitment to your school? Y N

ngLMQsdjflXsumqsefliSJUuflfidn

YLMFt‘flEuM‘JLflA‘J-‘An

3. Does your principal offer you professional growth activities? Y N

wehtfiagagjfimfidlsw jwfljfid5

4. Do you feel an adequate amount ofprofessional growth activities are
ofi‘ered to you at your school? Y N

95$},me munvtmoleymd.
‘31...)3.“

5. Are you recognised for the positive job you do in your school and/or
classroom? Y N

sumjanngsmefisénmd‘emfiiida

6. Are you pleased with the amount ofrecognition you get from the
principal for the job you do? Y N

rquaywumqnfimmqmmd.
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Joseph Wakim. PhD Candidate The University of Sydney Teacher motivation project.

10.

ll.

12.

13.

14

Do you feel the amount ofrecognition you receive for the job you do

improves your attitude and commitment towards your school?

afiefimumgxmmghwm
”my.“ ptflemsl, align

Is the principal the main motivator in your daily work?

can; “,3 when gun ,. M a.

Are the children in your care the main motivators in yourjob?

m1». 9.; gum! gun nw a.

Do you feel that being treated as a professional person is a major

motivator for you? -

wificfifilaélbgjsJMQL-ylfl e151 433.34.
rent—m

Do you feel that working in a team involving the teachers and the
principal improves your work motivation?

Moadyédjwdufideflcfillbluusimda

YLMP&M‘J&fiw¥£&L;$bY|J

Do you feel content when you work with a principal who is highly
educated and aware of educational issues?

flax)“ Jr“ é-‘J-‘AJ Lueju

Do you feel the general restructuring of schools improves your attitudes

towards teaching?

acwiaasmawwm” and“ out»
ram”;

Do you feel your participation in inservices improves your attitude and

motivation in teaching?

wfiwnjzgmmmusenspdnmdh
ffndgaéleuflj
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Joseph Wakim. PhD Candidate The University of Sydney _ Teacher motivation project.

GENERAL QUESTIONS (2) 2) Ll: 115...!

1. What factors do you think are crucial for you to be motivated in your work?

Please, describe how they motivate you?
remcymtengmgacuwwufimgwwfl 9.. L.

 

 

 

 

 

2 Can you identify motivational problems confronting you or other teachers at your

school?
gramgsaemngibsucmqmwflwmdmm

()3 “Lu-h

 

 

 

 

 

3 Please list three things you dislike about your current school? Why?
stutenuyhunflsw ‘wmwmda
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4. What three things do you like most about your current school?
nam?&.yggwsunmuw¢sgw;

 

 

 

 

 

 

Any additional comments? 1.9m! Gui-9L- -

 

 

 

 

 

 

 

 

 

 

Please attach another page ifyou need more space.
m ygyulllslagsmsm iguIJJynw “I,”
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Joseph Wakim Interview Guide Teacher Motivation

GEN/1~Rxl I. ()I .-"lf.\"l'l()/\’.S'

l - How in your opinion can teacher motivation be enhanced in your school?

2 - What do you think are the needs or motivators that influence teachers to perform

professionally in your current school?

3 - To what extent is leadership style of the principal a factor in enhancing teachers’

motivation through your experience at your school?

4 - What principal - teacher focused strategies could be used at your school in your

opinion to achieve improved teacher motivation?

PROFESSION/11. GROWTH

1 - Are you encouraged by the school to undertake further study?

Why? Why not?

2 - Does the principal run staffdevelopment days which cater to staff needs and

improvement?

3 - Are there opportunities for professional growth in the school? l-low? If not why?

4- What three things would you like to change or to improve in the school concerning

professional growth?

PART OFA TEAM

1- What do you think about working in a team in your school?

2- Do you feel motivated when you work in a team composed of teachers and principal?

Why and How?

3- What does team mean to you in the context of the school?

4- What three things would you like to change or to improve in the school concerning

the concept of being part ofa team?

COMMUNICATION

1- How can the ‘communication’ affect you to be motivated in your school?

2- Why do you think the communication is crucial in enhancing teacher motivation?

3- What are some of the non - verbal ways the principal and staff communicate?

4- What three things would you like to change or to improve in the school concerning

the communication between principal and staff?

DECISION MAKING

1— Who makes the decisions at the school?
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Joseph Wakim Interview Guide Teacher Motivation

2- Do you like to be involved in decision making process? Why. Why not?

3- Tell me how your involvement in the decision making process affects your work

motivation?

4- What three things would you like to change or to improve concerning the decision

making process”?

PERSON/ll, REG/l R I)

l— Are you treated as professional by principal? l-low? If not why?

2— What do you understand by the term “personal regard”?

3- How does the Personal regard gesture, such as respect or freedom...affect your work

motivation?

4- What three things would you like to change or to improve in the school conceming

‘ the personal relationship between principal and teachers?

PRINCIPAL STYLE

1- Do you think the principal is a key factor in motivating teachers? l-low? If not why

not? _

2— How can the principal style affect your motivation?

3- What three things would you like to change or to improve concerning the leadership

style of your principal?

RECOGNITION

1— How can the support and recognition for your efforts increase your work motivation?

2- Does the principal reject individual teachers” efforts to improve teaching and learning

activities in the school?

3- What do you understand by the term ‘recognition’?

4- Why do you think recognition is vital for enhancing teacher motivation?

5- What three things would you like to change or to improve in the school concerning

the recognition system?

ENVIRONMENT

1- How do you think the environment of the school affects or caters for teacher

motivation?

2- Can you describe the ideal environment that would improve teacher motivation?

3- How can the environment affect your work motivation?
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Tooohing at Curront School Condor Typo of 'roaohot Youl Undo: Principal Ago Survoy m.

mu 1-2 3-4 5-7 0* Halo Paulo Primary sacond 1-2 3-4 5+ 20-25 26-30 31-41 42+ Yollou Groon Whito
-ory

RBSPONDms 35 12 6 3 11 9 23 16 16 29 1 2 9 7 15 2 14 11 10

I function in o Brotoooiogal onvi 'onuonf.

my; 3.66 3.92 3.50 2.67 3.02 3.09 3.65 3.69 3.69 3.66 4.00 4.00 3 33 4 00 3

STD. DBVIA'I‘ION 1.06 1.24 0 04 l 15 0.75 1.27 0.03 1.00 1.01 1.00 1.32 1-:: ‘Jm 2.:2 1.0:. 0.0:

I boliovo that 1 have our ad too of.

ms 4.09 4.10 4.17 3.00 4.27 4.33 3.95 4.20 4 00 4 11 5 00 3 50 3 75 4 57 4 00. . . . . . . 3.50 . . .

STD. DEVIATION 0.03 0.75 0.41 1.00 0.65 1 00 0.72 0.56 0.09 0.74 0.71 0.46 0.53 1.00 0.71 0 g: 0 6: 0 0:

I noko decision: about th in 1 nutoin of now ro ran. in the 001

ms 3.10 3.36 3.33 2.33 3.10 3.33 3.09 3.60 2 01 3 10 4 00 3 00 3 50 3 43 2 00. . . . . . . 3.50 2.64 . .

STD. DEVIATION 1.27 1.12 1.21 1.53 1.40 1 41 1.23 1.06 1 33 1.19 2.03 0.93 0.90 1.43 2.12 1 34 i I: i 0:

I on treated as a protons onal

mus 3.60 4.00 3.17 3.00 3.64 3.70 3.52 3.69 3.56 3.66 4.00 3.00 3.70 4.00 3 13 4

sm. nxvmnon 1.14 1 04 0.90 1.00 1 12 1.39 1.04 0.95 1.21 1 00 1 41 0.03 0.50 1.46 .00 :2: 3'2; 1.1):

I have the oggortunitx to; grofeo lonal growth

MEANS 3.31 3.75 2.03 3.00 3.45 3.09 3.22 3.44 3.30 3.30 4.00 3.50 3.22 4.00 3.07 3.50 3.00 3.36 3 70

5'10. DEVIATION 1.37 1.29 1.33 1.00 1.29 1.05 1.31 1.31 1.26 1 21 2 12 1.30 1.00 1.39 2.12 1.36 1 50 1.25

I have the rooact of m olleagugs

MEANS 4.03 4.17 4.17 3.00 4.00 4.11 4.00 4.06 3.94 4.03 4.00 3.50 4.00 4.29 3.00 4.50 3.64 4.10 4.40

STD. nzvn'non 0.92 0.59 0.41 1.13 1 1a 1.21 0.00 0.57 1.24 0.90 0.11 0.50 0.49 1.25 0,11 1 3, o ‘0 0 52

I work as; a Ichool whore

MEANS 3.03 3.00 3.36 4.11 3.70 3.69 3.75 3.59 5.00 5.00 3.70 3.06 3.73 3.50 3.57 3.02 4.00

STD. DBVIATION 1.17 1.00 1.29 1.17 1.11 1.20 1.13 1.12 0.33 1.21 1.20 2.12 1.22 1.1., 1 05 
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Teaching at current School 0.00.: TYPO °£ Touche: 1“" "“5“ P51001911 MI Survey typo

MAL 1—2 3- - P m1. Prim 000000 1-2 - - _
4 5 7 so gals 9 Y wry 3 4 54 20 25 35 30 31-“ 42+ Yellow 0 "hit-

usmms 35 12 s 3 11 9 23 16 16 29 1 2 9 1 15 2 14 11 10

I gerceive that I an 10:1:in s d1! 'orsnce‘

nuns 3.94 3.67 4.17 4.00 4.09 3.70 4.04 4.19 3.69 3.06 5.00 4 so 3 51 4 51 3 13
' ' ' n ‘s .

0T0. DBVIATION 0.91 0.65 0 15 1.00 1.22 0.03 0.93 0.15 1.01 0.92 0.71 0.50 0.53 1.10 0.3: :1 I: 0.3: 3.2:

m grincigsl solicits y rdvioe

ms 3.21 3.09 3.50 2.33 3.36 3.11 3.10 3.00 2.63 3.01 5.00 4.00 3.25 3.57 2.93 3.00 3 01 3 10 2 9

910. DEVIATIOII 1.23 0.03 1.30 1 53 1.43 1.21 1.26 1-01 1-15 1.21 1.04 1.51 1.22 1 41 1.27 1.16 1.2:

ranchers and Ichool gotsornol sol cit 2! advice

mg 3.19 3.55 4.11 4.00 3.91 4.11 3.13 3.93 3.75 3.09 5.00 2.50 3.63 4.43 3.67 3.50 3 71 3 60 4

STD. DEVIATION 0.91 0.02 0.41 1.14 0.60 0.94 0.10 1.00 0.79 0.11 0.52 0.53 0.90 2.12 0.99 1.01 0.5:

I goal content undo: the eadersh E of 511 Erincigal

MEANS 3.30 3.64 3.50 3.00 3.10 3.10 3.23 3.40 3.30 3.36 5.00 3.00 3.30 3.06 3.20 2.50 3 36 3 30 3 5o

STD. DEVIATION 1.16 1.03 1.38 1.33 1.30 1.01 1.30 1.02 1.16 0.92 1.21 1.26 0.11 0.93 1.34 1.35

1 sugart the Erincial b [cause iuteol he/shs would support no

ms 3.05 3.02 4.00 4.00 3.00 4.22 3,15 3.00 3.93 3-93 4-00 3.00 3.75 4.43 3.13 2.00 4.00 3 50 4 00

gm, DgVIATION 0.91 1.00 1.10 1.00 0.92 1.09 0.83 0.94 1.03 0.96 1.41 0.09 0.53 1.03 0 00 1.00 1.00

1 reallx like working in ’his sch-o].

ms 3.02 3.91 4.17 3.00 3.91 3,15 3.91 3.93 3.01 3-79 5.00 4.50 3.63 4.14 3.60 5.00 3.29 4 20 4 20

510. DEVIATION 1.11 1.14 o 41 1.00 1.30 1,09 1.11 0.96 1-22 1-10 0.71 0.92 1.07 1.24 1 27 0.79 0.92

I believe most other E02 e resll like working in this school

mus 3.24 3.45 3.50 2.33 3.18 3.00 3.36 3.61 2.00 3.21 5.00 3.00 3.25 3.11 3.00 3.00 2.11 3 60 3 60

9-10. vannon 1.21 0.93 1 05 1 15 1.41 1,22 1.10 1.23 1-02 1.17 1.41 1.04 1.11 1.31 1.41 1 14 1.01 1.25
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Teaching at Current School Gender Type of Teacher Years Under Pzincipal Age Survey typo

TOTAL 1-2 3-4 5-7 89 Male Female Primary Second 1-2 3-4 5+ 20-25 26—30 31-41 42+ Yellow Green White

‘ll‘Y -

3552011031125 35 12 6 3 11 9 23 16 16 29 1 2 9 1 15 2 14 11 1°

1 am encouraged b1 the a: noiul. ’o garticigate 1n the decision-mung grocess ing this school

MEANS 2.88 3.27 3.17 2.00 2.73 3.44 2.59 3.27 2.63 2.93 4.00 2.50 3.00 3.14 2.67 3.00 2.64 3.20 2 90

91-0. own-non 1.43 1.35 1.47 1.00 1.42 1.51 1.30 1.22 1.45 1.36 2.12 1.31 1.51 1.45 1.41 1.50 1 40 1.45

193019: staff matings angler grege level meetings are help in th 9 school and 31 teachers are a 10 to articl ate in th decision—max n

MEANS 3.12 3.64 2.83 3.00 3.36 3.44 3.14 3.60 3.06 3.25 5.00 3.50 3.88 3.14 3.00 3.00 2.71 3.00 3.80

STD. DEVIAI‘ION 1.41 0.92 1 72 1.00 1 50 1.51 1.32 1.06 1.48 1.32 0.71 0.35 1.57 1.56 1.41 1.33 1.41 l 40

Administrators makes most of the recieione in this schooll with l'ttle or no ingu' from teachers

ms 3.50 3.45 3.51 3.67 3.45 3.44 3.68 3.10 4.00 3.68 1.00 2.50 1.13 3.11 3.13 3.50 4.01 2.90 3.30

am. ozvn'nou 1.39 1.13 1.15 1.53 1.44 1.42 1.32 1.25 1.26 1.29 0.11 1.13 1.5g 1.39 2,12 1.14 1.3., 1 4,

Administrators encourage tat! co laboration on educational 21019-32

MEANS 2.91 3.36 2.00 2.33 3.00 3.44 2.55 3.20 2.56 2.75 4.00 4.00 2.75 3.00 2.07 2.50 2.57 3.10 3 20

am. DEVIATION 1.24 0.92 1 26 0 58 1.41 1.01 1.22 1.26 1.15 1.24 1.16 1.29 1.25 2.12 1.09 1.31 132

Teachers in this school w-rk toge he: harmoniouelx

MEANS 3.60 3.75 3.83 3.33 3.27 4.00 3.39 3.63 3.50 3.59 4.00 3.00 3.44 4.00 3.47 3.50 3.50 3.55 3.80

STD. DEVIATION 0.98 0.62 0.98 1 15 1.27 0.87 0.99 0.96 1.03 0.98 1.41 0.88 0.58 1.19 0.71 1.16 0.93 0.79

Converstion abougst staff members treguentlz focuses in grotessional issues related to teaching

me 3.06 3.33 3.50 3.33 2.82 4.11 2.78 2.88 3.50 3.21 3.00 3.00 2.67 3.14 3.33 4.00 3.14 2.73 3.30

no. nzvn’rmu 1.14 0.70 1 30 1.15 1.25 0.50 1.04 1.09 1.03 1.11 1.41 1.00 0.90 1.23 1.10 1,19 1,15

al motivated as a teach

MEANS 3.44 3.64 3.17 3.33 3.45 3.61 3.32 3.53 3.38 3.43 4.00 3.50 3.50 4.00 3.07 3.50 3.21 3.50 3.70

920. own-non 1.02 0.01 1.33 1 15 1.04 1.12 0.99 0.92 1.09 1.03 0.71 0.75 0,5. 1,33 0.11 1.12 1.0. 0.02      
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Tuching .1: Canon: School Gander Type of Teach-r You:- Under Principal gun,” t
VP.

MAL 1-2 3-4 8+ m1. Poul. Primary Second 1-2 3-4 5+ 20 25- 26-30 31-61 42+ 2011 nunan an G White

mpmmgwrs 35 12 6 11 9 23 16 16 29 1 2 9 1 15 2 1‘ 11 10

going ablu to particinato 1n the ocinion-ukin race" 1- I sou-c- ot motivatio 1n tuchin

nun 3.27 3.45 2.50 3.27 3.33 3.19 3.47 3 13 3 25 3 00 t 00 3. . . . .75 . .

no. DEVIATIOII 1.31 0.69 1.52 1.49 1.22 1.37 1.19 1.31 1.29 0.71 1.2; i :1 if; i: :3: if:

1 u no hated in tuchin becau-

mus .

sm. uxvnnon i 3: 3'" "0° 2'” "13 "1‘ 3'" “5° 3-“ 4.00 3.70
_ 0.03 2.12 0.03 0.69 1.15 0.71 1.15 1.00 1.06  

 

    

23
2'

 



 

 

 

 

Year-

Teeching 91: Current School Gender Type at Teacher teen Under Principal M0 survey type

TOTAL 1-2 3-4 5-7 8* Mlle Female Ptlnary Second. 1-2 3-‘ 5+ 30-25 26-30 31-11 420 Yellow Green white

at,

1199909021419 35 12 5 3 11 9 23 15 15 29 1 2 9 7 15 2 14 11 10

Make: no feel readx to segrltice I! own Ielt-intereatl to: the QO'd of the groug

nuns 3.05 3.27 3.50 2.57 2.70 3.00 3.00 3.50 2.59 3.11 4.00 2.00 3-38 3-71 2.64 1.50 3.07 3.40 2.57

9113. 09171712109 1.20 1.01 1.05 0.59 1.42 1.41 1 14 1.09 1.09 1.15 0-7‘ 0-95 1.20 0.11 1.00 1.17 1.50

Finds our what I went and tries t5 help me get it

ms 2.77 2.92 3.33 2.57 2.92 3.22 2.74 3.25 2.53 2.90 5.00 2.50 2.79 3.57 2.73 2.00 2.95 2.92 2.50

am. nxvmnou 1.17 0.90 1 21 0 59 1.33 1 09 1 14 1.13 0.95 1.05 0-71 1-09 1-13 1.03 1.41 0.95 1.33 1.35

I- 9 model to: me to (011:!

units 3.12 3.27 2.33 3.33 3.45 3.00 3.14 3.13 3.19 3.14 3.00 3.50 3.00 3.95 2.73 3.50 3.50 2.90 2.90

310. DEVIATION 1.15 0.79 0.92 1.15 1.29 1.22 1 13 1.25 0.91 1.11 0.71 0-93 0-90 1-22 0.71 0.94 1.23 1.29

In a good team glaze:

ms 3.00 3.45 2.93 3.00 2.91 3.33 2.95 3.13 3.05 3.00 5.00 3.50 2-98 3-86 1.73 3.00 3.29 2.79 2.90

5111. 09171111109 1.22 0.93 1 33 1 73 1 30 1 32 1.21 1.25 1.19 1.19 0.71 0.93 1.45 1.22 1.41 1.14 1.20 1.40

In an inegiracion to us

91971119 3.12 3.55 2.57 3.33 3.00 3.33 3.00 3.13 3.19 3.11 4.00 3.50 3.25 3.71 2.13 3.00 3.35 2.90 3.00

320. unvmnon 1.20 0.92 1.21 1 15 1.34 1.32 1 15 1.25 1.05 1.17 0.71 0-99 1-11 1-20 1.41 0.93 1.45 1.33

flakes me proud to be ease ieted V th himlher

7125149 3.41 3.92 3.33 3.57 3.09 3.44 3.35 3.47 3.44 3.39 5.00 3.50 3-75 4.00 2.93 3.00 3.54 3.50 3.00

590. DEVIATION 1.13 0.75 1.03 1 53 1.22 1.33 1.09 0 99 1 15 1.07 0.71 0.99 1.00 1 15 1.41 1.01 1.09 1.33

Eiezhe: Ideas have forced

MEANS
2.79 4.00 2.50 3.25 3.33 2.27 2.50 2.59 2.90 2.50

STD. pgvxnrxou
1,23 0.71 1.28 1.51 1.10 0.11 1.30 1.03 1.43   
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Mills
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ITD . DEVIATION
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STD . DEVIATION
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ETD . DEVIATION
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STD . DEVIATION

STD . DEVIATION
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Teaching at Curr-m: School Gander Typo of T986110! YO!" Undo: 321061091 090 001'ch typo

MAI. 1-2 3-4 5-7 0+ m1. roman Primary Second 1-2 3-4 5+ 20-25 26-30 31-41 424 You“ Gran Whit.

wry

35 12 6 3 11 9 23 15 15 29 1 2 9 7 15 2 10 11 10

game time talking about the gut-one of our organiutian [vi-ion
‘

3.14 3.42 3.67 4.00 2.73 3.44 3.17 3.31 3.25 3 20 5 00 2 50 3 56 4 0' - - - . 0 2.07

1.22 1.00 1.03 1.00 1.27 1.13 1.15 1.30 1.00 1.13 0.71 0.00 1.53 0.92 (21.3: it: 1.2; :1:

Encourage: no to “gr-u F1 146.. and oginions

W5 3.06 3.00 2.03 4.00 3.09 2.09 3.09 3.44 2.01 3.03 5 00 3 50 3 11 4 00 2 6' - - - . 0 3.00 . ,

1.41 1.31 1.47 1.00 1.45 1.54 1.35 1.09 1.52 1.30 2.12 1.27 1.15 1.24 2 03 i i; i g: :2:

mEiNItGI no to do more than I or ginallx «noted I could do

2.00 3.10 3.17 3.67 2.64 3.33 2.02 3.00 3.06 3.00 5 00 2 50 3 13 3 11 z 5 '. . . . , 1 . . .

1.25 0.07 1.41 0 so 1.43 1 32 1.22 1.36 1.06 1.19 0.71 0.93 1.50 1.10 :2: i i; 2 g: :21:

Encourages understandini'f point of View of others

3.15 3.55 2.03 4.00 2.91 3.56 3.00 3.13 3.27 3.15 4 00 3 50 3 30 3 33 3 01- . . . . 2_ . .

0.97 0.69 0 75 1 41 1 14 1.01 0.95 0.03 1 10 0.99 0.71 0.74 1.21 0.00 2 i: z 3: 131 :2 1.2:

Make: ovorzono around him her out 0:153:11: about talks to be come ocad

3.09 3.55 3.33 2.67 2.45 3.33 2.02 3.07 3.00 2.09 5 00 4 00 3 13 3 43 2 61 3
- .' ' ' I I .50 3. . .

1.22 1.04 1.21 0.53 1.29 1.41 1.10 1.29 1.15 1.113 1,41 “,3 1.40 1.1. 2.12 1:: 2;: :3:

Iindo time to listen to 111

ms 3.26 3.42 3.17 4.00 3.09 3.33 3.27 3.30 3.20 3.25 4 00 3 50 3 67 3 03 2 07 3 oo. . . . . . 3.77 . .

1.29 1.00 1.72 1.41 1.30 1.41 1.20 1 20 1 32 1.29 0.71 1.22 1.17 1.19 1.11 1 09 i 2: :z:

ooh out for the arson: Volta: of individual-

3.43 4.00 3.00 4.33 2.91 3.70 3.30 3.31 3.69 3.40 3 00 4 00 3 09 3 06 3 00 3 50. . . . . . 4. . .

1.22 0.67 1.10 1.15 1.22 1.20 1.15 1.01 1.25 1.15 1.41 0.70 1.07 1.20 2.12 0 2: i i: i :3

STD . DEVIATION      
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You:-

Teaching at Currant school Condor Type of roach-1’ run Undo: Principal Ago annoy tVP.

TOTAL 1-2 3-4 5-7 0+ Halo Paulo Primary Socand 1-2 3 4- 5+ 20-25 26-30 31- roandry 41 42+ 1011007 0 Whit.

11251101033013 35 12 6 3 11 9 23 16 16 29 1 2 9 7 15 2 14 11 10

Maintain- dollnlto stand mm

m; 3.62 4.00 3.50 4.33 3.36 3.67 3 59 3 73 3 69 3 64 5 0. . . . . 0 4.00 .

am. DBVIATION 1.10 0.63 1.22 0.50 1.36 1.22 1.10 1.03 1.14 1.06 1.41 g :2 0.3: :3: :3: 3.: 1.3: i.“. . . . . . .40

W

mg 3.41 3.92 3.50 3.50 2.02 4 00 3 09 3 31 3 53 3 32 5 00. . . . . . 4.00 3.33 3.3 .

STD. DEVIA'HON 1.21 0.90 1.30 0.71 1.33 1 32 1 11 1.00 1.36 1.19 1.41 0 07 1 5:. i :8 in: 1.2: it: :40. . . . . . .43

10 111111 to m):- Chan 6

ms 3.49 4.00 3.33 4.00 3.09 3 09 3 30 3 56 3 56 3 55 4 0. . . . . . 0 3.50 . .

STD. DEVIATION 1.09 0.60 0.02 1.00 1.22 0.93 1.11 0.09 1.09 1.02 0.71 I!) g: i 2: 1.2: :2: :0: 3.3: 3.20. . . . . . 1.32

but: school members 5&3!“ is 2:41:94:th at then

MS 3.79 4.27 3.00 4.67 3.55 4.00 3 60 3 47 4 13 3 71 5 00. . . . . 4.50 . .

STD. DEVIATION 1.15 0.90 1.41 0.50 1.13 1.12 1.21 1.25 1.02 1.10 0.71 i i: 1 i: (3).: 5.00 0.3: 1.3: 4.00. . . . .3 1.15

W'ww

MEANS 3.26 3.67 3.00 4.00 2.91 3.33 3 14 3 25 3 33 3 10 5 00. . . . . 4.00 3.56 3.50 2 07 3 50

am. nnvnnou 1.14 0.70 1 10 1 41 1.22 0.07 1 25 1 13 1 05 1 02 1 41 ' ' 3'31 3'36 3'10
. . . . . 1.01 1.30 0.99 .fl 2 12 1.11 1.21 1.20

1- available for aulstan a when ceded

MEANS 3.56 3.02 3.67 4.00 3.27 3.75 3 52 3 44 3 00 3 54 5 00 4 00. . . . . . 3.56 . .

5m. mavrmon 0.93 0.07 1.03 1.00 0.65 0.71 0.95 0.73 0.94 0.79 1.41 0.73 0}: 3 7: 1.2: 3.1: :2: (31':

Beek- 0 iniona can oznln w

MS 3.24 3.02 2.03 3.00 3.10 3.22 3 19 3 57 3 06 3 19 5 00 4 00. . . . . . 3.30 4. .

am. DEVIATION 1.30 1.00 1.47 1.00 1.29 1.56 1.21 1.02 1.39 1.21 1.41 1.06 1.2: i g: 2.2.: 1:?! if?! :1:
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Year-

Teaching at Current School Gender Type of Teacher You: Under Principal lg. 3m” m.

MAL 1-2 3-4 5-7 84 Male renal. Punry Second 1-2 3—4 5+ 20-25 26—30 31-41 424 Yellow Ireen White
-lry

“spomgms 35 12 6 3 11 9 23 16 16 29 1 2 9 7 15 2 14 11 10

Being egle to keeg buoy a 1 the 1'. me

mus 4.46 4.25 4.67 4.67 4.45 4.33 4.52 4.56 4.31 4.45 5.00 4.00 4.56 4 06 4 20

5113. 0551111210! 0.61 0.62 o 52 o 50 0.69 0.71 0.59 0.51 0.70 0.63 0.53 0.30 0:66 0.32 0.7: 0:: 3::

II'he chance to work alone 111 the 1';
1

ms 3.91 3.92 3.00 4.00 4.27 4.11 3.70 3.63 4.13 3 93 3 00 3 50 3 56 4 29 3 8. . . . _ . o . ' .

STD. DEVIATION 0.92 0.51 1.26 1 00 0.90 0.60 1.04 1.09 0.72 0.95 0.71 1.01 0.95 0.06 3 '5]: 0 77 1 (11.1,. 0.6:

The chance to do differen' chinge‘fron time to time

was 3.86 3.83 4.17 3.33 3.91 4.11 3.78 4.06 3.69 3.90 4 00 3 50 3 67 4 14 3 67. . . . . .5 . . .

svm. DEVIATION 1.03 1.11 o 75 o 50 1 14 0.70 1.09 0.05 1.14 1.05 0.71 1.22 0.69 1.11 07: i i: 0:: 1::

The chance to be SOMEBODY 1n the -omun1tz

ms 3.63 3.92 3.00 3.33 3.73 4.11 3.43 3.56 3.69 3.72 4.00 2.00 3.44 4.29 3 33

no. nsvrnnon 1.11 0.67 1 26 1 15 1 42 0.93 1.16 1 15 1 14 1.07 1.41 0.73 0.49 1:40 1.22 1:: 1.0: 0.33

The wax g! boss handles )1 e/her w rkus

Hams 3.23 3.42 3.07 2.00 3.10 3.44 3.09 3.30 3.13 3.21 4.00 3.50 3.22 3,51 3.00 3.5., 3 21 3 2., 3 20

an. DEVIATION 1.14 1.00 0.82 1.00 1.25 1.42 1.00 1.09 1.15 1.15 0.71 0.83 1.51 1.13 o 71 1.12 1.10 1.32

The comgetence Wye-visor i makin ddecisionl

MEANS 3.54 3.75 3.00 3.33 3.45 4.11 3.26 3.25 3.69 3.45 4.00 3.50 3.22 3.43 3.73 3.50 3 29 3 10 4 30

510. DEVIATION 0.95 0.62 0.89 0.58 1.21 0.78 0.92 1.06 0.70 0.95 0.71 0.67 1.13 1.03 0.71 0 83 0.90 0.67

Being able to do things 1:101: don' ' go again“ mx conscience

mums 4.09 4.42 4.17 2.67 4.00 4.00 4.13 4.19 3.94 4.03 5.00 4.00 4.33 4.29 3.73 5.00 3.50 4 10 4 80

5'10. DEVIATION 1.07 0.51 1 17 1 53 1.10 1.22 1.06 0.93 1.29 1.09 1.41 0.50 0.76 1.39 1 16 0.90 0.42
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Touching at Current School Gander Typo of Tuch-r Yuri Undo: Principal Ag. Burvuy typo

MAI. 1-2 3-4 5-7 8+ H110 Paula Primary Sncond 1—2 3-4 - --u-y 5+ 20 25 26 30 31-41 42+ 201101! Oran Whit.

523209021115 35 12 6 3 11 9 23 16 16 29 1 2 9 1 15 2 1‘ 11 10

a chanco ta do somthin that kal use or abilities
.

ms 4.09 4.33 4.50 4.00 3.55 4.56 3.87 4 06 4 06 4 10 5 00 3 00 4. . . . . .33 . .

s'i'D. DBVIATION 1.04 0.78 1.22 1.29 0.73 1.14 1.00 1.18 1.05 1.41 0.71 3.5; i 3; 2.2: :1: 3.3: 3::

Th. w- I hool 11111911 :1 put 1 tom

MEN'S 3.15 3.45 3.00 2.00 3.18 3.33 2 95 3 40 2 88 3 11 3 00 3 50. . . . . . 3.25 3.29 .

STD- DBVIATIOR 1.18 1.29 0.89 1.25 1.41 1.09 1.06 1.26 1.23 0.71 1.16 0.95 i :3 :2: :2; 1.3: 1::

m 2'! and tho amount a: ark I d

M3 ' 3.03 3.17 3.33 1.67 3.27 3.67 2.87 3 13 3 06 3 14 4 00 2 00 2. . . . . .44 . .

no. Dzvmrmn 1.25 1 19 1 03 0.59 1 35 1.12 1.22 1 09 1 39 1.25 1 01 3 :2 i :3 3'3: 1;: :2: 3.70. . . . . . 1.06

The freedom to use In awnME

HEARS 3.66 3.67 4.00 4.00 3.45 3.89 3.52 3 63 3 75 3 76 4 00 2 50 3 7. . . . . . 8 4.29 .

s'm. pgvnuon 1.19 0.99 1 26 1.00 1.29 1.36 1.16 0.09 1.34 1.12 0.71 o 33 o 49 i 4: 1.2: 1.2: 3.3; 3.90. . . . . . 1.37

The working condition-

ms 3.17 3.67 3.00 2.33 3.00 3.56 3.00 3 31 3 06 3 14 4 00 3 50 3 00. . . . . . 3.7 .

STD. DEVIATION 1.18 1.07 1 10 1 15 1 18 1.33 1.09 1.08 1.24 1.19 0.71 1.22 0.9; i 3: 131.3: :2: :3: 1.3?)

WW1h «Ch other

ms 3.59 3.67 4.20 3.33 3.18 3.78 3.41 3 67 3 44 3 50 4 00 4'00 3 08. . . . . . 3.14 .

STD- DEVIATION 1.02 0.99 0 45 0 58 1.25 1.09 1.01 1.05 1 03 1.07 o 83 1 07 i :3 2.3.1,. ii; 3:: 0.20. . . . . . 2

'1' a raise I It for doin a nod 129

mg 3.26 3.50 2.67 2.67 3.18 3.56 3.04 3.25 3 06 3 07 4 00 4 00 2 78. . . . . 3.86 . .

5m. nnvnnon 1.17 1 11 0.02 1 53 1.25 1.13 1.19 1.00 1.34 1.19 1.20 0.69 i i: g i: :2: :2: if»:        
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You-I Undu' Principal M0 sunny typ-

MAL 1-2 3-4 5-7 8* Halo Penal. Primary Bacond 1-2 3-‘ 50 20-25 26-30 31-31 42+ 1.11mi Gran "hit.
'11?

35 12 6 3 11 9 23 16 16 29 1 2 9 7 15 2 14 11 10

M

3.91 3.83 3.63 4.33 3.91 3.78 3.96 4.00 3 81 3 93 4 00 3 50 4 00. . . . . 0.43 . .

1.04 1.11 0.90 0.50 1.22 1.20 1.02 0.09 1.22 1.10 0.11 1.00 0.53 if; :3: ii: 3.2: 313 
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Appendices Appendix 5
 

Motivational Questions

Appendix 5.

1) I am motivated by the respect, trust and empathy I receive from my principal.

Strongly Agree

Agree

Undecided
Disagree

No Response

Mean 4.44 Std dev

Valid cases 63

Valid Cum

Value Frequency Percent Percent

1.00 31 49.2 49.2
2.00 30 47.6 96.8
3.00 1 1.6 98.4
4.00 1 1.6 100.0
99.00 2 1.7 No Response

.616

2) I am motivated by the sense of belonging and teamwork present in the school.

Strongly Agree

Agree
Undecided

Disagree
Stronglt Disagree

Mean 4.45 Std dev

Valid cases 65

Valid Cum

Value Frequency Percent Percent

1.00 38 58.5 58.5
2.00 22 33.8 92.3
3.00 2 3.1 95.4
4.00 2 3.1 98.5
5.00 1 1.5 100.0

.830

3) I am motivated by the professional growth activities that are available to me.

Strongly Agree

Agree
Undecided

Disagree

Mean 3.98 Std dev

Valid cases 65

Valid Cum

Value Frequency Percent Percent

1.00 23 35.4 35.4

2.00 28 43.1 78.5

3.00 4 6.2 84.6

4.00 10 15.4 100.0

1.023
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4) Participating in activities that improve my competence in teaching is a source of

motivation to me as a teacher.
Valid Cum

Value Frequency Percent Percent

Strongly Agree 1.00 35 53.8 53.8

Agree 2.00 21 32.3 86.2

Undecided - 3.00 6 9.2 95.4

Disagree 4.00 2 3.1 98.5

Strongly Disagree 5.00 1 1.5 100.0

Mean 4.34 Std dev

Valid cases 65

.889

5) I am motivated as a teacher by the satisfaction I receive from working with students.

Valid Cum

Value Frequency Percent Percent

Strongly Agree 1.00 52 80.0 80.0

Agree 2.00 12 18.5 98.5

Strongly Disagree 5.00 1 1.5 100.0

Mean 4.75 Std dev .613

Valid cases 65

6) Being able to work closely with my principal is a source of motivation to me as a

 

teacher.
Valid Cum

Value Frequency Percent Percent

Strongly Agree 1.00 21 32.8 32.8

Agree 2.00 27 42.2 75.0

Undecided 3.00 9 14.1 89.1

Disagree 4.00 6 9.4 98.4

Strongly Disagree 5.00 1 1.6 100.0

No Response 99.00 1

Mean 3.95 Std dev .999

Valid cases 64
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7) I am motivated as a teacher by the satisfaction I receive from working with my colleagues.

Valid Cum

Value Frequency Percent Percent

Strongly Agree 1.00 45 69.2 69.2

Agree 2.00 16 24.6 93.8

Undecided 3.00 2 3.1 96.9

Disagree 4.00 2 3.1 100.0

Mean 4.60 Std dev .703

Valid cases 65

8) I am motivated by the opportunity to restructure the educational program during the

postwar era.

Valid Cum

Value Frequency Percent Percent

Strongly Agree 1.00 27 41.5 41.5

Agree 2.00 22 33.8 75.4

Undecided 3.00 12 18.5 93.8

Disagree 4.00 3 4.6 98.5

Strongly Disagree 5.00 1 1.5 100.0

Mean 4.09 Std dev .964

Valid cases 65

9) I am motivated as a teacher by the recognition I receive from the principal.

Valid Cum

Value Frequency Percent Percent

Strongly Agree 1.00 20 31.3 31.3

Agree 2.00 21 32.8 64.1

Undecided 3.00 8 12.5 76.6

Disagree 4.00 7 10.9 87.5

Strongly Disagree 5.00 8 12.5 100.0

No Response 99.00 1

Mean 3.59 Std dev 1.365

Valid cases 64
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10) I am motivated as a teacher because I believe I make a difference in the lives of my

students.
Valid Cum

Value Frequency Percent Percent

Strongly Agree 1.00 38 58.5 58.5

Undecided 2.00 24 36.9 95.4

Strongly Disagree 4.00 3 4.6 100.0

Mean 4.49 Std dev .732

Valid cases 65

11) I am motivated as a teacher because I participate in the decision-making process in this

schooL
Valid Cum

Value Label Value Frequency Percent Percent

Strongly Agree 1.00 10 8.6 15.6

Agree 2.00 26 22.4 40.6

Undecided 3.00 9 7.8 14.1

Disagree 4.00 17 14.7 26.6

Strongly Disagree 5.00 2 1.7 3.1

No Response 99.00 1 .9

Mean 3.39 Std dev 1.136

Valid cases 64

12) I am motivated as a teacher because the principal makes most of the decisions in the

schooL
Valid Cum

Value Frequency Percent Percent

Strongly Disagree 1.00 16 25.8 25.8

Disagree 2.00 23 37.1 62.9

Undecided 3.00 12 19.4 82.3

Agree 4.00 9 14.5 96.8

Strongly Agree 5.00 2 3.2 100.0

No Response 99.00 3

Mean 3.68 Std dev 1.113

Valid Cases 62
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13) I am motivated as a teacher because of the sense of equality I perceive among

all staff members.
Valid

Value Frequency Percent

Strongly Agree 1.00 18 27.7

Agree 2.00 26 40.0

Undecided 3.00 9 13.8

Disagree 4.00 8 12.3

Strongly Disagree 5.00 3 4.6

No Response 99.00 1 .9

Mean 3.65 Std dev 1.408

Valid cases 64

Cum
Percent

27.7

67.7

81.5

93.8

100.00

14) Being able to participate in the planning of the future of the school process is a source

of motivation to me as a teacher.
Valid

' Value Frequency Percent

Strongly Agree 1.00 23 36.5

Agree 2.00 26 41.3

Undecided 3.00 7 11.1

Disagree 4.00 4 6.3

Strongly Disagree 5.00 3 4.8

No Response 99.00 2 3.1

Mean 4.91 Std dev 1.085

Valid cases 63

15) Acknowledgement is a source of motivation to me as a teacher.
Valid

Value Frequency Percent

Strongly Agree 1.00 22 34.9

Agree 2.00 24 38.1

Undecided 3.00 6 9.5

Disagree 4.00 8 12.7

Strongly Disagree 5.00 3 4.8

No Response 99.00 2 3.1

Mean 3.86 Std dev 1.176

Valid cases 63

Cum

Percent

36.5
77.8
88.9
95.2

100.0

Cum

Percent

34.9

73.0
82.5

95.2
100.0
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16) I am motivated by the respect trust and empathy I receive from those in the workplace.

Valid Cum

Value Frequency Percent Percent

Strongly Agree 1.00 31 48.4 48.4

Agree 2.00 29 45.3 93.8

Undecided 3.00 2 3.1 96.9

Disagree 4.00 2 3.1 100.0

No Response 99.00 1

Mean 4.39 Std dev .704

Valid cases 64

17) Reforming the educational program and school structure is a source of motivation

to me as a teacher.
Valid Cum

Value Frequency Percent Percent

Strongly Agree 1.00 29 44.6 44.6

Agree 2.00 22 33.8 78.5

Undecided 3.00 6 9.2 87.7

Disagree 4.00 5 7.7 95.4

Strongly Disagree 5.00 3 4.6 100.0

Mean 4.06 Std dev 1.130 Valid Cases 65
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GENERAL QUESTIONS

1) Does your principal involve you in the decision making process

Valid Cum

Value Label Value Frequency Percent Percent

Yes 1.00 27 41.5 41.5

No 2.00 38 58.5 100.0

Mean 1.585 Std dev .497

Valid cases 65

2) Do you feel involvement in the decision making process at your school improves your

attitude and commitment to your school?

Label Frequency Percent

Yes 1.00 55 84.6

No 2.00 10 15.4

Mean 1.154 Std dev .364

Valid cases 65

3) Does your principal offer you professional growth activities?

Valid

Value Label Value Frequency Percent

Yes 1.00 44 67.7

No 2.00 21 32.3

Mean 1.323 Std dev .471

Valid cases 65

4) Do you feel an adequate amount of professional growth activities are offered to you at

your school? .
Valid

Value Frequency Percent

Yes 1 .00 46 70.8

No 2.00 19 29.2

Mean 1.292 Std dev .458

Valid cases 65
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5) Are you recognised for the positive job you do in your school and/or classroom?
Valid

Value Frequency Percent

Yes 1.00 54 85.7
No 2.00 9 14.3

No Response 99.00 2

Mean 1.143 Std dev .353

Valid cases 63

6) Are you pleased with the amount of recognition you get from the principal for the job you do?

Value Frequency Percent

Yes 1.00 35 56.5
No 2.00 27 43.5

99.00 3 -

Mean 1.435 Std dev .500

Valid cases 62

7) Do you feel the amount of recognition you receive for the job you do improves your
attitude and commitment to your school?

Valid

Value Frequency Percent

Yes 1.00 53 82.8

No 2.00 11 17.2

No Response 99.00 1

Mean 1.172 Std dev .380

Valid cases 64 No Response cases 52
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8) Is the principal the main motivator in your daily work?

Valid Cum

Label Frequency Percent Percent

Yes
1.00 9 13.8 13.8

No
2.00 56 86.2 100.0

Total 65 100.0

Mean 1.862 Std dev .348

Valid cases 65

9) Are the children in your care the main motivators in your job?

Valid Cum

Value Frequency Percent Percent

Yes
1.00 61 93.8 93.8

No
2.00 4 6.2 100.0

Mean 1.215 Std dev 1.256

Valid cases 65 No Response cases 51

10) Do you feel that being treated as a professional person is a major motivator?

Valid Cum

Value Frequency Percent Percent Percent

Yes . 1.00 42 64.6 65.6 65.6

No
2.00 22 33.8 34.4 100.0

No Response
1 1.5

Mean 1.344 Std dev .479

Valid cases 64

11) Do you feel that working in a team involving the teachers and the principal improves

your work motivation?

Valid

Value Label
Value Frequency Percent

Yes
1.00 45 72.6

No
2.00 17 27.4

No Response
99.00 3

Mean 1.274 Std dev .450

Valid cases 62 No Response cases 54

/
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12) Do you feel content when you work with a principal who is highly educated and aware

of educational issues?

Value Frequency Percent

Yes 1.00 64 98.5

No 2.00 1 1.5

Mean 1.015 Std dev .124

Valid cases 65 No Response cases 51

13) Do you feel the general restructuring of schools improves your attitudes towards teaching?

Valid

Label Frequency Percent

Yes 1.00 53 82.8

No 2.00 11 17.2

No Response 99.00 1

Mean 1.172 Std dev .380

Valid cases 64

14) Do you feel your participation in inservices improves your attitude and motivation in

teaching?

Valid

Value Frequency Percent

Yes 1.00 57 87.7

No 2.00 8 12.3

Mean 1.123 Std dev .331

Valid cases 65
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PRINCIPAL QUESTIONS

1) Makes me feel ready to sacrifice my own self-interests for the good of the group.
Valid Cum

Value Frequency Percent Percent

Always 1 .00 15 23.1 23.1

Often 2.00 26 40.0 63.1
Sometimes 3.00 17 26.2 89.2
Rarely 4.00 1 1.5 90.8
Never 5.00 9.2 100.0

Mean 3.67 Std dev 1.136

Valid cases 65

2) Finds out what I want and tries to help me.
Valid Cum

Value Frequency Percent Percent

Always 1.00 14 21.5 21.5
Often 2.00 18 27.7 49.2
Sometimes 3.00 17 26.2 75.4
Rarely 4.00 9 13.8 89.2
Never 5.00 7 10.8 100.0

Mean 3.35 1.268

Valid cases 65

3) Shows interest and respect towards my word.
Valid Cum

Value Frequency Percent Percent

Always 1.00 28 43.1 43.1
Often 2.00 24 36.9 80.0
Sometimes 3.00 4 6.2 86.2
Rarely 4.00 6 9.2 95.4
Never 5.00 3 4.6 100.0

Mean 4.05 1.138

Valid cases 65
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4) Is a good team player

Valid Cum

Value Frequency Percent Percent

Always 1 .00 22 33.8 33.8

Often 2.00 25 38.5 72.3

Sometimes 3.00 12 18.5 90.8

Rarely 4.00 3 4.6 95.4

Never 5.00 3 4.6 100.0

Mean 3.92 Std dev 1.065

Valid cases 65

5) Recognises me when I perform well.

Valid Cum

Value Frequency Percent Percent

Always 1.00 14 21.5 21.5

Often 2.00 25 38.5 60.0

Sometimes 3.00 19 29.2 89.2

Rarely 4.00 5 7.7 96.9

Never 5.00 2 3.1 100.0

Mean 3.68 Std dev 1.002 Valid cases 65

6) Rewards those involved when tasks are completed

Valid Cum

Value Frequency Percent Percent

Always 1.00 9 14.1 14.1

Often 2.00 18 28.1 42.2

Sometimes 3.00 24 37.5 79.7

Rarely 4.00 7 10.9 90.6

Never 5.00 6 9.4 100.0

No Response 99.00 1

Mean 3.27 Std dev 1.130

Valid cases 64
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7) Looks out for the personal welfare of individuals.

 

Valid Cum

Value Frequency Percent Percent

Always 1.00 8 6.9 - 12.5 12.5

Often 2.00 5 4.3 7.8 20.3

Sometimes 3.00 23 19.8 35.9 56.3

Rarely 4.00 12 10.3 18.8 75.0

Never 5.00 16 13.8 25.0 100.0

No Response 99.00 1

Mean 2.64 1.289

Valid cases 64

8) Keeps the staff well informed

Valid Cum

Value Frequency Percent Percent

Always 1.00 15 23.8 23.8

Often 2.00 14 22.2 46.0

Sometimes 3.00 15 23.8 69.8

Rarely 4.00 14 22.2 92.1

Never 5.00 5 7.9 100.0

No Response 99.00 2

Mean 3.32 1.280

Valid cases 63

9) Is willing to make changes.

Valid Cum

Value Frequency Percent Percent

Always 1 .00 24 37.5 37.5

Often 2.00 24 37.5 75.0

Sometimes 3.00 11 17.2 92.2

Rarely 4.00 5 7.8 100.0

No Response 99.00 1

Mean 4.05 .933

Valid cases 64
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10) Offers staff the opportunity to participate in professional development activities.

 

Valid Cum

Value Frequency Percent Percent

Always 1.00 26 40.0 40.0

Often 2.00 21 32.3 72.3

Sometimes 3.00 10 15.4 87.7

Rarely 4.00 4 6.2 93.8

Never 5.00 4 6.2 100.0

Mean 3.94 Std dev 1.171

Valid cases 65

11) Runs staff meetings successfully.
Valid Cum

Value Frequency Percent Percent

Always 1.00 30 46.9 46.9

Often 2.00 16 25.0 71.9

Sometimes 3.00 10 15.6 87.5

Rarely 4.00 3 4.7 92.2

Never 5.00 5 7.8 100.0

No Response 99.00 1

Mean 3.98 Std dev 1.241

Valid cases 64

12) Encourages everyone to share in decision making
Valid Cum

Value Frequency Percent Percent

Always 1.00 10 15.6 15.6

Often 2.00 18 28.1 43.8

Sometimes 3.00 21 32.8 76.6

Rarely 4.00 5 7.8 84.4

Never 5.00 10 15.6 100.0

No Response 99.00 1

Mean 3.20 Std dev 1.262

Valid cases 64
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13) Makes most of the decisions without consultations of teachers.

Value

Never 1 .00

Rarely 2.00
Sometimes 3.00

Often 4.00

Always 5.00

Mean 3.28 Std dev 1.305

Valid cases 65

14) Motivates me by his/her educational model

Value

Always 1 .00
Often 2.00
Sometimes 3.00
Rarely 4.00

Never 5.00
No Response 99.00

Mean 3.22 Std dev 1.278

Valid cases 64

Frequency

14
15
20
7
9

Frequency
13
14
18
12
7
1

Valid
Percent

21.5
23.1
30.8
10.8
13.8

Valid
Percent

20.3
21.9

28.1
18.8

10.9

Cum

Percent

21.5
44.6
75.4
86.2
100.0

Cum
Percent

20.3
42.2
70.3

89.1

100.0
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15) Gives personal attention to members who seem neglected.

Valid

Value Frequency Percent

Always 1.00 12 ’ 19.0

Often 2.00 16 25.4

Sometimes 3.00 16 25.4

Rarely 4.00 14 22.2

Never 5.00 5 7.9

No Response 99.00 2

Mean 3.25 Std dev 1.231

Valid cases 63

16) Excites us with his/her vision of school restructuring

Valid

Value Frequency Percent

Always 1.00 23 36.5

Often 2.00 15 23.8

Sometimes 3.00 8 12.7

Rarely 4.00 10 15.9

Never 5.00 7 11.1

No response 99.00 2

Mean 3.59 Std dev 1.410

Valid cases 63

Cum

Percent

19.0

44.4

69.8

92.1

100.0

Cum

Percent

36.5

60.3

73.0

88.9

100.0

17) Excites us with his/her implemention of new curriculum content and structure.

 

Valid Cum

Value Frequency Percent Percent

Always 1.00 15 26.3 26.3

Often 2.00 20 35.1 61.4

Sometimes 3.00 9 15.8 77.2

Rarely 4.00 11 19.3 96.5

Never 5.00 2 3.5 100.0

No Response 99.00 8

Mean 3.61 Std dev 1.176

Valid cases 57
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SATISFACTION QUESTIONS

1) Being somebody in the school community
Valid Cum

_ Value Frequency Percent Percent
Very Satisfied 1.00 27 42.2 42.2
Satisfied 2.00 34 53.1 95.3
Undecided 3.00 1 1.6 96.9
Dissatisfied 4.00 2 3.1 100.0
No Response 99.00 1

Mean 4.34 Std dev .672

Valid cases 64

2) The way my principal handles his/her workers.
Valid Cum

Value Frequency Percent Percent

Very Satisfied 1.00 19 29.7 29.7
Satisfied 2.00 36 56.3 85.9
Undecided 3.00 5 7.8 93.8
Disatisfied 4.00 2 3.1 96.9
Very Disatisfied 5.00 2 3.1 100.0

No Response 99.00 1

Mean 4.06 Std dev .889

Valid cases 64

3) The competence of my principal in making decisions.

Valid Cum
Value Frequency Percent Percent

Very Satisfied 1.00 20 31.3 31.3

Satisfied 2.00 25 39.1 70.3

Undecided 3.00 13 20.3 90.6

Disatisfied 4.00 3 4.7 95.3

Very Disatisfied 5.00 3 4.7 100.0

No Response 99.00 1

Mean 3.88 Std dev 1.062

Valid cases 64
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4) My pay and the amount of work I do.

 

Valid Cum
Value Frequency Percent Percent

Very Satisfied 1.00 10 15.9 15.9
Satisfied 2.00 21 33.3 49.2
Undecided 3.00 8 12.7 61.9
Disatisfied 4.00 16 25.4 87.3
Very Disatisfied 5.00 8 12.7 100.0
No Response 99.00 2

Mean 3.14 Std dev 1.318

Valid cases 63

5) The freedom to use my own judgement

Valid Cum
Value Frequency Percent Percent

Very Satisfied 1.00 12 18.5 18.5
Satisfied 2.00 31 47.7 66.2
Undecided 3.00 12 18.5 84.6

Disatisfied 4.00 10 15.4 100.0

Mean 3.69 Std dev .951

Valid cases 65

6) The working conditions.
Valid Cum

Value Frequency Percent Percent

Very Satisfied 1.00 14 22.2 22.2
Satisfied 2.00 31 49.2 71.4

Undecided 3.00 10 15.9 87.3

Disatisfied 4.00 8 12.7 100.0
Very Disatisfied 99.00 2

Mean 3.81 Std dev .931

Valid cases 63
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7) The way my co-workers get along with each other.

 

Valid Cum
Value Frequency Percent Percent

Very Satisfied 1.00 13 20.6 20.6

Satisfied 2.00 30 47.6 68.3
Undecided 3.00 18 28.6 96.8

Disatisfied 4.00 2 3.2 100.0
No Response 99.00 2

Mean 3.86 .780

Valid cases 63

8) The praise I get from doing the job
Valid Cum

Value Frequency Percent Percent

Very Satisfied 1.00 13 20.0 20.0
Satisfied 2.00 29 44.6 64.6
Undecided 3.00 14 21.5 86.2
Disatisfied 4.00 7 10.8 96.9

Very Disatisfied 5.00 2 3.1 100.0

Mean 3.68 1.017

Valid cases 65

9) The feeling of accomplishment I get from doing the job.
Valid Cum

Value Frequency Percent Percent

Very Satisfied 1.00 29 45.3 45.3

Satisfied 2.00 29 45.3 90.6
Undecided 3.00 5 7.8 98.4

Disatisfied 4.00 1 1 .6 100.0

No Response 99.00 1

Mean 4.34 .695

Valid cases 64
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10) Changing students' attitudes and behaviour in a positive way

Very Satisfied

Satisfied
Undecided
Disatisfied

Very Disatisfied
No Response

Mean 4.34

Valid cases 64

Valid
Value Frequency Percent

1.00 31 48.4
2.00 27 42.2

3.00 4 6.3
4.00 1 1.6
5.00 1 1.6
99.00 1

Std dev .801

Cum
Percent

48.4
90.6

96.9
98.4
100.0

11) Working with a well qualified and experienced principal who has a clear vision of the school.

 

Valid Cum

Value Frequency Percent Percent
Very Satisfied 1.00 34 53.1 53.1
Satisfied 2.00 24 37.5 90.6
Undecided 3.00 4 6.3 96.9
Disatisfied 4.00 1 1.6 98.4

Very Disatisfied 5.00 1 1.6 100.0
No Response 99.00 1

Mean 4.40 Std dev .809

Valid cases 64

12) My relationship with my colleagues at my school

Valid Cum

Value Frequency Percent Percent

Very Satisfied 1.00 20 31.3 31.3

Satisfied 2.00 38 59.4 90.6
Undecided 3.00 5 7.8 98.4

Disatisfied 4.00 1 1.6 100.0
No Response 99.00 1

Mean 4.20 Std dev .647

Valid cases 64
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13) The feeling of belonging, teamwork and collegiality at my school.

 

Valid Cum

Value Frequency Percent Percent

Very Satisfied 1.00 28 43.8 43.8

Satisfied 2.00 31 48.4 92.2

Undecided 3.00 3 4.7 96.9

Disatisfied 4.00 1 1.6 98.4

Very Disatisfied 5.00 1 1.6 100.0

No Response 99.00 1

Mean 4.31 Std dev . .774

Valid cases 64

14) The quality of principalship in my school

Valid Cum

Value Frequency Percent Percent

Very Satisfied 1.00 18 28.1 28.1

Satisfied 2.00 35 54.7 82.8

Undecided 3.00 4 6.3 89.1

Disatisfied 4.00 4 6.3 95.3

Very Disatisfied 5.00 3 4.7 100.0

No Response ' 99.00 1

Mean 3.95 Std dev 1.015

Valid cases 64

15) The amount of acknowledgement I receive for my efforts.

Valid Cum

Value Frequency Percent Percent

Very Satisfied 1.00 10 15.6 15.6

Satisfied 2.00 30 46.9 62.5

Undecided 3.00 11 17.2 79.7

Disatisfied 4.00 10 15.6 95.3

Very Disatisfied 5.00 3 4.7 100.0

No Response 99.00 1

Mean 3.53 Std dev 1.083

Valid cases 64

The Effects of the Principal’s Leadership Style on Teacher Motivation: Page 311



Appendices Appendix 5
 

16) The process of restructuring.

Very Satisfied
Satisfied

Undecided

Disatisfied

Mean 3.74 Std dev

Valid cases 65

17) The way promotion on merit has occurred in my school.

Very Satisfied

Satisfied
Undecided

Disatisfied
Very Disatisfied
No Response

Mean 3.65 Std dev

Valid cases 62

Value

1.00
2.00
3.00
4.00

.906

Value

1.00
2.00
3.00
4.00
5.00
99.00

.925

Frequency
13
29
16
7

Frequency

9
31
14
7
1
3

Valid

Percent

20.0

44.6

24.6

10.8

Valid

Percent
14.5

50.0
22.6
11.3
1.6

Cum

Percent

20.0

64.6
89.2
100.0

Cum

Percent

14.5

64.5
87.1

98.4
100.0

18) The amount of activities promoting professional growth provided at my school.

 

Valid Cum
Value Frequency Percent Percent

Very Satisfied 1.00 13 20.0 20.0
Satisfied 2.00 22 33.8 53.8
Undecided 3.00 11 16.9 70.8
Disatisfied 4.00 17 26.2 96.9
Very Disatisfied 5.00 2 3.1 100.0

Mean 3.42 Std dev 1.171

Valid cases 65
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19) The respect, trust and support I receive from other staff at my school.

Valid Cum

Value Frequency Percent Percent

Very Satisfied 1.00 19 29.7 29.7

Satisfied 2.00 28 43.8 73.4

Undecided 3.00 14 21.9 95.3

Disatisfied 4.00 1 1 .6 96.9

Very Disatisfied 5.00 2 3.1 100.0

No Response 99.00 1

Mean 3.95 Std dev .933

Valid cases 64

20) The progress of curriculum reform.

Valid Cum

Value Frequency Percent Percent

Very Satisfied 1.00 10 15.4 15.4

Satisfied 2.00 30 46.2 61.5

Undecided 3.00 14 21.5 83.1

Disatisfied 4.00 11 16.9 100.0

Mean 3.60 Std dev .949

Valid cases 65

21) The amount of involvement in the decision making process at my school.

Valid Cum

Value Frequency Percent Percent

Very Satisfied 1.00 6 9.4 9.4

Satisfied 2.00 20 31 .3 40.6

Undecided 3.00 18 28.1 68.8

Disatisfied 4.00 14 21.9 90.6

Very Disatisfied 5.00 6 9.4 100.0

No Response 99.00 1

Mean 3.09 Std dev 1.137

Valid cases 64
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Appendix 6.

Australian school system

Australian schools in the late of 19th century were conducted by churches and other groups and

later by the State (King and Young, 1986). Since then, the organisational structure of schools

and school systems has changed and developed. Today, Australia has two main schooling

sectors: the government school system and the non-government school system. The

government plays a central role in Australian education and has constitutional responsibility for

providing education to all children of school age, regardless of physical and intellectual ability,

social and economic circumstances, cultural background and beliefs.

Responsibility for Australian schooling is shared among the Commonwealth Government, six

State Governments and two Territory Governments. The State Ministers for Education are

responsible for the provision of primary and secondary schooling to all students of school age. in

particular, they are responsible for school and teacher registration policies and processes,

student enrolment policies, determination of curriculum content, course accreditation and

certification procedures, methods of student assessment and teacher employment and staffing

policies (National Report of Schooling in Australia, 1994).

The Commonwealth Government plays an important role in schooling more broadly at the

national level. Its responsibility is to promote national consistency and coherence in the

provision of schooling in the context of a nation undergoing significant social and economic

adjustment. In cooperation with the State Governments, through general, recurrent and specific

purpose programs, the Commonwealth Government plays a significant role in addressing

resource, equity and quality issues. The Commonwealth Government also has specific

responsibilities to ensure the proper education of Aboriginal people and migrants, in addition to

being responsible for international relations in education.

The Australian school system plays a critical role in providing the foundations for a highly skilled,

flexible and productive workforce and in providing the basis for a well informed and cohesive
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society. In order to strengthen the Australian school system, the State Governments and the

Commonwealth Government have identified a set of national goals for schooling and are

developing cooperative approaches to priority areas such as school curriculum, reporting on the

outcomes of education and the quality of teaching.

National goals

In 1989, a new set of national goals for schooling was launched. The goals, delineated in clear

objectives, constitute a solid foundation for the Australian school system and aim to achieve

important educational outcomes for all Australian primary and secondary school students. These

goals are periodically reviewed by the Australian Education Council, by means of a consultative

process involving both government and non-government schools, parents, teachers and the

community.

The Australian national goals for schooling (National Report on Schooling in Australia, 1989, pp.

ll| - IV) are as follows:

1. To provide and excellent education for all young people - one which develops their talents

and capacities to full potential and is relevant to the social, cultural and economic needs of

the nation.

2. To enable all students to achieve high standards of learning and to develop self confidence,

optimism, high self-esteem, respect for others, and achievement of personal excellence.

3. To promote equality of educational opportunities, and to provide for groups with special

learning requirements.

4. To respond to current and emerging economic and social needs of the nation, and to provide

those skills which allow students maximum flexibility and adaptability in their future

employment and other aspects of life.

5. To provide a foundation to future education and training, in terms of knowledge and skills,

respect for learning and positive attitudes for life-long education.

6. To develop in students:
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10.

[
3

skills in English literacy, including skills in listening, speaking, reading and writing;

skills in numeracy, and other mathematical skills;

skills in analysis and problem solving;

skills in information processing and computing;

understanding of the role of the science and technology in society, together with

scientific and technological skills;

knowledge and appreciation of Australia's historical and geographical context;

knowledge of languages other than English;

appreciation and understanding of, and confidence to participate in, the creative arts;

understanding of, and concern for, balanced development and the global environment;

and

capacity to exercise judgement in matters of morality, ethics and social justice.

To develop knowledge, skills, attitudes and values which will enable students to participate

as active and informed citizens in an Australian democratic society within an international

context.

To provide students with an understanding and respect for Australia’s cultural heritage

including the particular cultural background of Aboriginal and ethnic groups.

To provide for the physical development and personal health and fitness of students and for

the creative use of leisure time.

To provide appropriate career education and knowledge of the world of work, including an

understanding of the nature and place of work in our society.

The primary objectives of the different states for 1995 (National Report on Schooling in Australia,

1995) are closely related to the national goals. The strategy contains a broad range of objectives

aimed at improving the quality of learning and teaching in Australian schools. These include:
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in Curriculum: to meet the needs of pupils in a world of change and to enhance students”

opportunities for a plethora of employment and lifestyles options.

a The learning environment: to ensure positive learning environments by providing parents

with clear information on their children’s learning progress as well as about safety and

security issues.

D Equity: to provide appropriate facilities to pupils with particular needs and learning

difficulties and support for pupils of a non-English speaking background.

:1 Parents and community involvement: to enhance mutual relationships by giving the

parents and community the opportunity to have a say in the teaching and learning

programs offered at schools.

:1 Educational services: to improve efficiency by changing structures and to develop

accountability through the improvement of quality assurance.

:1 School staff: to ensure the continuing improvement of educational quality through

professional development and to increase the involvement of staff in decision making

and leadership.

In turn, all states have developed their own goals and strategies in order to meet the needs of

students and society according to the social and economic context of each state.

In relation to the shared goal of excellence and equity, the National Report on Schooling in

Australia (1994, p. 6) places a particular emphasis on increasing encouragement and support to

all students in various areas. In addition, the National Strategy for Equity and Schooling

establishes a set of categories of students who require additional support and resources to

improve their educational outcomes. These categories are:

1. students with disability, difficulties in learning and/or emotional or behavioural disorders;

2. students at risk of dropping out of school;

3. students from low socio—economic status backgrounds (SES) or living in poverty;

4. Aboriginal and Torres Strait Islander students;
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5. students from non-English speaking backgrounds (NESB) who need English as a Second

Language (ESL) assistance; and,

6. students who are geographically isolated.

State and Territory school systems

The Australian school system is currently undergoing great change. State and territory education

systems are devolving responsibility to individual schools. Schools and TAFE colleges are

working together to provide improved opportunities for students, in terms of emphasising

education to enhance employment prospects.

Of the two major schooling sectors in Australia, government schools are under the administration

of the States’ Ministries of Education. State Governments have constitutional “responsibility for

providing school education to all children of school age, of whatever physical and intellectual

ability, social and economic circumstances, cultural background and beliefs. Parents, however,

have the right to choose non-government schooling for their children and many do so for

educational, religious, cultural or other reasons" (National Report on Schooling in Australia,

1991, p.1, cited in Turney et al. 1993).

Non-government schools, which function under conditions determined by government registration

authorities, are required to fulfil particular state requirements in relation to the establishment of

schools, the quality of facilities, the salary level of teachers and the curriculum that is offered.

They are also responsible for policies and processes in the areas of school and teacher

registration, teacher employment, student enrolment, curriculum content, course accreditation

and student assessment.

It is crucial to note that there are smaller systems, usually associated with religious

denominations and a number of independent schools that are not a part of the system in the true

sense of the term. (Turney et al. 1993). All schools, however, at the secondary level offer a

curriculum that meets the requirements of the State for the award of the Higher School

Certificate.
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The structure of schools varies among the different states and territories. Schooling is

compulsory from ages six to 15 in all states and territories except Tasmania, where the minimum

school leaving age extends to 16. Most students begin school by entering a kindergarten or

preparatory year around the age of five (National Report on Schooling in Australia, 1993).

Primary education is either six or seven years in duration, depending on the states concerned.

Secondary education is provided for either five or six years, depending on the length of the

primary schooling in that particular state. Students ordinarily commence secondary school at

about age 12. The majority of government secondary schools are co-educational but a

significant number of non-government schools are single sex.

It is impossible to review the movements in education that have been occurring throughout each

state. Rather, it is planned to outline elements common to all states, such as the structure of

schooling as shown in Table 3 below.

Table 3: The Structure Of Primarv And Secondarv Schoolinq In Australia

 

 

 

 

 

 

 

 

  

 

 

 

 

 

    

Approximate Age Year Level NSW,\fic,Tas, ' SA, NT Qld, WA
ACT

17 12
16 11 9
15 10 SECONDARY SECONDARY SECONDARY
14 9
13 - 8

12 7

11 6
10 5
9 4
8 3 PRIMARY PRIMARY PRIMARY
7 2
6 1

5 Pre-year 1 (a) (b)      
Note: (a) Pre-year1 is known as Kindergarten (K) in NSW and the ACT, and Preparatory (P) in We and Tas.

(b) Pre-year1 is known as Reception (R) in SA, and Transition (T) in the NT.

Source: Turney C., Hatton N., Laws K., Philps R., and Teo R., (1993). Closing the gaps, Sydmac academic Press,

Australia, p.22.
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Teacher education

Universities in each state offer courses for Australian teachers to attend. Each university seeks

to meet the needs of beginning teachers as well as meet the demand for postgraduate

education. Courses tend to be specialised and aim at preparing students for roles in a particular

field or level of teaching. At the same time teachers are well equipped to cope with the rapid and

ongoing changes which characterise teaching now and will influence it in the decades to come.

Professional development and upgrading qualifications are considered important factors in the

long-term career prospects for teachers. For their professional development, teachers attend

seminars and courses conducted by subject associations or continue their university studies. The

majority of Australian teachers hold some kind of university degree.

Australian national curriculum

Each Australian state offers a plethora of courses. New South Wales students for the 1996

Higher School Certificate, for instance, were able to chose from 145 Board of Studies developed

courses (McGaw, 1997). While students can choose from a wide range of subject options, all

students in all states must study courses from eight different areas. These are English,

Languages other than English (LOTE), Science, Technology, Mathematics, Studies of Society

and the Environment, the Arts and Health, including Personal Development and Physical

Education (National Report on Schooling in Australia, 1994, cited in McGaw, 1997). Students

choose their subjects according to their interests but with the intention of laying a foundation for

future work and study. Within each of these key learning areas there are many courses offered

which vary according to the goals of each state.
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Appendix 7.

Lebanese school system

As a consequence of the civil war in Lebanon between 1975 and 1991, the quality of Lebanese

education system has been profoundly diminished. This is evident in the increasing number of

untrained teachers, the lack of school administrators' skills, the debilitating lack of resources, the

destruction of school buildings and the kidnapping and arrest of teachers and principals

(Tannous, H. 1996). With the end of the civil war in 1991, the Republic of Lebanon initiated a

move towards educational reform in order to remedy the damage done to the Lebanese school

system during the war. Much emphasis is now placed on the restructuring of schools, the

implementation of new curricula and the physical rebuilding of schools.

The National Centre for Educational Research and Development established the principles and

guidelines for the new school structure and curriculum and was developed in accordance with

the guidelines set by the Lebanese Ministry of National Education, Youth and Sports in the “Plan

for Educational Reform 1994", and the “New Framework for Education in Lebanon 1995". The

role of education in developing the Lebanese student as a human being, member of society and

national citizen is stressed in addition to its role in developing cultural openness, awareness and

exchange. The uniqueness and richness of Lebanese history and culture is acknowledged and

valued.

School structure

The contemporary school structure, effective since 1995, encompasses students from the age of

four to the age of eighteen years. The structure comprises four levels: the Kindergarten level (or

its equivalent), the Elementary level (Primary school), the Intermediate level and the Secondary

school level.
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1. Kindergarten level

The principle aim of this stage is to aid transition between the home and school environments,

ensuring a smooth change from familiar to unfamiliar surroundings. Pupils are encouraged to

interact with their peers of the same age and self-confidence is encouraged during their

introduction to reading and writing. Independence and responsibility are promoted through

experimentation with the environment and culture of the school.

Two sub-strands exist at this level: Kindergarten One and Kindergarten Two. Pupils complete

one year at each level. To be eligible for Kindergarten One, pupils are required to be four years

of age by Btst December of the calendar year preceding enrolment.

Pupils at this stage spend a minimum of four hours a day at school, five days a week. During

this period, the curriculum reflects recreation time being dominated by activities that encourage

creative expression (particularly dancing, music and drawing).

2. Elementary (Primary) school

This stage takes six years to complete. Pupils begin at six years of age and complete the stage

by age 12. Elementary school is sub-divided into two strands each constituting three years.

Attendance for six hours per day, thirty hours per week is required. As with the Intermediate

school, Elementary school is considered one of the basic levels of schooling. This is the initial

compulsory stage of schooling for all citizens. It consists of two phases. Phase one involves

grades one, two, and three, while phase two involves grades four, five, and six. To be eligible for

enrolment, pupils must be six years of age before 31st of December of the year preceding

enrolment.

This stage emphasises the development of the reading, writing and communication skills of the

pupils. Introduction to the fields of science, health, physical education, and the environment are

the norm. General knowledge of history, geography and Lebanese culture is provided. Basic

qualities of self confidence, independence and the importance of respecting others is highlighted

at this stage.
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Pupils in phase one attend classes five days a week, with six hours a day spent at school, with a

minimum period allowance of forty-five minutes. Opportunities are provided for an increase in

this period allowance for phase two students.

Table 4 below shows the distribution of subjects and periods per week for the Elementary

(Primary) School.

Table 4: Distribution Of Subiects And Periods For Lebanese Elementary (Primary) Schools

 

 

 

 

 

 

 

          

Subjects Arabic Foreign Civics, Science Maths Arts] 3 Health] Periods!

Year/Level Language Language History Activities Sports week

One 7 3 4 2 30

Two 7 3 4 2 30

Three 7 3 3 2 30

gFour 5 4 30

iFive 5 4 30

Six 3 5 3 30
 

 
Source: The Minister of Education, Youth & Sport, (1995). The new framework for education in Lebanon, Beirut,

p 47.

3. Intermediate school

This stage comprises a period of three years where pupils are encouraged to accentuate the

technical, creative, and imaginative facets of human life. Introduction to computer studies, a

second foreign language, and further investigation into the world of science are characteristic

study pursuits of this stage. The Intermediate level consists of three years from grade seven to

grade nine. These grades are considered complementary to elementary schooling. Compulsory

attendance by all citizens is required at the Intermediate school as with Elementary schooling.

This is known as ‘basic' or ‘essential’ education.

Pupils are equipped at this level with the knowledge and skills which will enable them to become

active, educated citizens. introductions are made to public life in general, and to the immediate

society in which they abide.
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Numeracy and literacy standards are also improved at this level. Overall, pupils become

equipped to think scientifically and to develop selective vocabulary that facilitates knowledge and

clarifies perceptions. Experience is also gained in computer studies which is fundamental to

technology studies.

The students are required to attend classes on five days a week for a total of 34 hours per week;

each period has a minimum duration of 50 minutes at the Intermediate level.

Table 5 below shows the distribution of subjects and periods per week for the Intermediate level.

Table 5: Distribution Of Subiects And Periods For Lebanese Intermediate Schools

 

 

  
 

Subjects Arabic Foreign 2nd Civic, Science Maths Technology Arts] P.E. §Periods

Year! Language Language Foreign History Computer Activities per
Level tLanguage Geography week

Seven 6 6 2 3 6 5 2 2 2 34

§Eight 6 6 2 3 6 5 2 2 2 34

§Nine 6 6 2 3 6 5 2 2 2 34           
 

Source: The Ministry of National Education, Youth & Sport, (1995). The new framework for education in Lebanon,

Beirut, p. 51.

4. Secondary school

Secondary schooling is held in high esteem in the Lebanese educational system. At this level

pupils are assisted in academic development and are provided with the opportunity to undertake

future career planning, either vocational or academic. Students who have successfully

completed the Intermediate level are automatically eligible for the secondary level. This level

consists of three years: First, Second and Third which ends with a final compulsory official

national exam. At the completion of the three years, students who successfully matriculate will

graduate with a “higher school certificate", or the "Baccalaureat".

The principle objective of Secondary school is to have students learn to apply the knowledge

they are gaining in the educational institution to outside society in general. This desired outcome
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is achieved by providing students with the necessary knowledge and skills to make informed

decisions in relation to ongoing university studies, or future career paths.

In addition to this principle objective, this stage strives to foster in pupils a philosophical

understanding that nourishes and guides their personalities in a spiritual, moral and social

manner. The Secondary level encourages pupils to uphold these values and to exercise them

(with much respect) whilst operating within the wider community.

Equally, students are cognitively challenged with exposure to economic issues, computing and

higher forms of mathematics, in addition to challenges posed by studies in philosophy, literature

and civics education. Figure 9 below illustrates the structure of the secondary school.

Figure 9: Structure Of A Lebanese Secondarv School

 

        
 

     
 

     
 

  
 

 

 

3" Secondary Life . General : Sociology Literature and

Sciences Sciences Economics ' Humanities

2"d Secondary Sciences Humanities

1st Secondary ' I Common base   
 

 

Source: The Ministry of National Education, Youth & Sport, (1995). The new framework for education in Lebanon,

Beirut, p. 55.

 

The timetable for three years of secondary schooling is divided as following:

a First Secondary.

This year is considered to be the common base of secondary education. In it are contained all

the necessary subjects which will eventually help students to choose their major for the following

two years.

Table 6 (following page) shows the distribution of subjects and periods per week.
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Table 6: Distribution Of Subiects And Periods In The First Secondary School Level Of Lebanese

 

 

 

 

 

 

 

 

  

High Schools

Subjects Periods Subjects Periods

per week per week

Arabic literature 5 Foreign Literature 5

Second Foreign Language 2 Sociology and Economics 2

Civics 1 History 1

Geography 2 Mathematics 5

Physics 3 Chemistry 2

Biology 2 Technology 1

lnfonnatics 1 Physical Education 2

Arts 1    
 

Source: The Ministry of National Education. Youth & Sport, (1995). The new framework for education in Lebanon,
Beirut, p. 56.

a Second Secondary

This level is divided into two sections: humanities and sciences. Table 7 (following page) shows

the distribution of subjects and periods per week.
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Table 7: Distribution Of Subiects And Periods In The Second Secondary School Level Of

Lebanese High Schools

 

2“d Secondary 2"d Secondary

Subjects Humanities Sciences
 

Periods / week Periods / week
  

30'
)

Arabic Language and Translation
 

Foreign Language and Translation
 

Second Foreign Language
 

Philosophy and Civilisation
 

Sociology and Economics
 

Civics
 

History
 

Geography
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6Mathematics
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Physical Education
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1

Informatics 1

1

1    Arts
 

Source: The Ministry of National Education, Youth & Sports, (1995). The new framework for education in

Lebanon, Beirut. pp. 57-58.

a Third Secondary

This level is divided into four sections: Literature and Humanities, Sociology and Economics,

General Sciences and Life Sciences. Students at this level spend seven periods a day at school

for 35 periods a week with a minimum duration of 50 minutes per period.
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Table 8 below shows the subjects studied and the number of periods per week Lebanese

students have for these subjects.

Table 8: Distribution Of Sublects And Periods In Third Secondary School Level Of Lebanese

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

High Schools

Literature and Sociology and General Life

Subjects Humanities Economics Sciences Sciences

Periods Periods Periods Periods per

per week per week per week week

Arabic Literature and Translation 6 4 2 2

Foreign Literature 6 4 2 2

Second Foreign Language 2 2 2 2

Philosophy and Civilisation 9 3 2 2

Civics 1 1 1 1

History 1 1 1 1

‘ Geography 2 1 1 1

' Mathematics 2 4 10 5
Informatics 1 1 1 1

Physical Education 1 1 1 1

Arts 1 1 1 1

Culture 3 4 -

Sociology and Economics - 8 -

Physics 5

Chemistry — 5

Biology - - - 6     
Source: The Ministry of National Education, Youth & Sport (1995). The new framework for education in Lebanon,

Beirut, pp. 59-62.

Figure 10 (following page) illustrates the structure of primary and secondary school in Lebanon.
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Figure 10: Structure Of Primary & Secondarv Schools In Lebanon

YEAR LEVEL Approx.

Age

Secondary 3rd Secondary 3" Secondary 3'“ Secondary 3"1 Secondary 18

Literature and Sociology and General Life Sciences

Humanities Economics Sciences

School 2"“ Secondary Humanities 2m1 Secondary Sciences 17

First Secondary 16

Basic Intermediate Nine 15

School Eight 14

Seven 13

Education.

Second Six 12

Compulsory Elementary Cycle (phase) Five 11

(Primary) Four 10

Attendance First Three 9

School Cycle (phase) Two 8

One 7

Kindergarten KG 2 6

K61 5

Preschool Preparatory 3 — 4

Nursery 1 - 3

Source: Adapted from New Lebanese educational structure, Centre for Educational Research and Development

(Arabic) 1995, p.29.

The reformed education system in Lebanon is based on a consideration of the needs of the

pupils as well as the needs of the nation. As a result new courses are being developed and

students are being provided with a greater opportunity to contribute to life, society and

development both nationally and internationally. Pupils are now able to make more choices in

the direction of their studies and careers. Firstly, the number of subjects offered has increased;

technology, computer science, and economics have been introduced to the program. In addition,

students now have the opportunity to enter into technical or trade (vocational) schools at twelve
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years of age. This system, therefore, permits pupils to withdraw from formal academic education

at an early age in order to commence a trade or vocational training.

The new educational structure is still centralised. The Ministry of Education is solely responsible

for all levels of education. Decisions concerning policy, curricula, national examinations, public

schools and Lebanese universities are centralised in the capital, Beirut, and are administered by

regional and local offices. While the private schools system is decentralised, it has to follow the

official curriculum that has been designed and approved by the Ministry of Education.

National school system

Like Australia, Lebanon has two sectors of schooling: a government and non-government sector.

The Lebanese government is responsible for primary and secondary government schools.

Control is exercised through the Ministry of National Education and the National Centre for

Educational Research and Development, both of which the Minister of Education administers.

The Ministry of Education recruits and appoints teachers to government schools, supplies

buildings, equipment and materials and provides discretionary funding for use in schools. On the

other hand, non-government schools are required to meet particular national requirements in

relation to the establishment of schools, the salary level of teachers and, in most instances, the

curriculum which is offered by the government. Non-government schools are supported mainly

by students fees. The Catholic education system is by far the largest component of the non-

government school sector. Also included in the non-government sector are schools usually

associated with other religious denominations and a number of independent schools. Both

government schools and most non-government schools at the secondary level offer a curriculum

which meets the requirements of the Ministry of Education.

Lebanese national curriculum

The common themes and trends evident in the development of the Lebanese education system

will be outlined in this section with a focus on the key learning areas. The subjects vary from

elementary school to secondary school. All students must study a minimum of nine courses and
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may study up to sixteen different courses in key learning areas. The areas of study are: Arabic,

French, English, Mathematics, Science, Physics, Chemistry, Biology, Technology and Computer

studies, Health and Physical Education, Civics, History, Geography, Arts, Sociology and

Economics, Culture, and Philosophy and Civilisation. Of these, the majority of Lebanese

communities emphasise the importance of History, Civics and Religion because they help to

encourage harmony between and acceptance of religious diversity in a country that is home to

seventeen different ethnic and religious communities.
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