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ABSTRACT

Since the beginning of the new democratic regime, South African schools have experienced
numerous change innovations in leadership and management. These changes have further
brought high levels of complexities in relation to the roles of school principals as school
managers and leaders. School principals seem to be overwhelmed by such changes and their
complex roles. In order for principals to handle these complex situations they are faced with
in the contexts where they are working, literature suggests that they require specialized skills
and knowledge which will enable them to deal with their various contexts effectively. Some
Professional Development programmes have been put in place to assist principals to better
their skills and learn new strategies which will in turn influence and enhance effective

teaching and learning in schools.

This is a small-scale qualitative study which sought to establish principals’ views on their
own professional development needs and support in promoting teacher leadership in schools.
Literature is used extensively in this study to understand the need for professional
development of principals as well as the need for principals to encourage and empower
teachers to become leaders. In order to achieve this, the study uses a small scale qualitative
research with in-depth face to face interviews to get the views and perceptions and views of
school principals, as participants of the study, regarding the matter. Furthermore, the study
employs document analysis as a secondary method to enhance the quality of the research

findings in relation to the relevant literature.
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CHAPTER ONE
INTRODUCTION TO THE STUDY
1.1 Introduction

Since the beginning of the democratic era in 1994, the education system in South Africa has
changed from being autocratic to democratic (Mtshali & Msila, 2011 and Marishane &
Botha, 2011). This shift necessitated a change in the way schools are led and managed.
Changes in this area of education include but are not limited to curriculum innovations and
restructuring; policy formulation and implementation; governance; shared decision making;
financial management; school development and performance management. All these changes
and others have resulted in school principals having to deal with many issues (such as
implementing new policies, complying with the South African Schools Act [SASA], working
with School Governing Bodies [SGBs], sharing power with the other members of the school
community, and many more). Principals are major role players in schools (Christie, 2010) so
it is their responsibility to perform the above tasks. Due to the changes mentioned earlier in
this section, principals have a responsibility to foster a more decentralised kind of leadership
in schools. I believe that one way of ensuring that this shift is made possible, is the promotion
of teacher leadership in schools by ensuring that teachers have access to leadership roles and
responsibilities beyond the classroom (Marishane & Botha, 2011) which was never the case
during the previous apartheid regime and is still theory in many schools even in this
democratic era. By so doing, | believe that leadership can be shared and that it will not be in
the hands of the few (principal and school management team) but will be distributed to all
teachers irrespective of their management and leadership positions. The latter point is crucial
for this study since as a researcher, | intend to understand the views of principals regarding
their professional development in relation to teacher leadership.

| believe that having to deal with such changes on the part of the principals seems to be
challenging and requires specialised skills and knowledge in order to support a more effective
practice. Consequently, literature suggests that there is a growing need for professional
development of school principals so that they are empowered to deal with these complex
issues (Christie, 2010, Marishane & Botha, 2011). This is so because principals are regarded
as the most accountable officials in schools (Msila & Mtshali, 2011). The literature also
suggests that since principals are major role players and the most accountable officials in
schools, they need to be equipped with adequate skills and knowledge which will put them in
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a position to promote and enhance better functioning of schools but if the opposite is true,
schools may be likely to become dysfunctional (Marishane & Botha, 2011; Msila & Mtshali,
2011; Steyn, 2011).

Significantly, the South African Schools Act (SASA) of 1996 together with the Department
of Education Task Team Report of 1996 suggested that school principals in the democratic
regime have to operate in a democratic manner by ensuring that they are transformational in
their practice. According to these documents and relevant policies, principals are expected to
ensure that they comply with new democratic policies and also change with the changing
times instead of remaining conservative and stuck in the ‘old times’. This statement implies
that principals have to take a lead in changing the way the former system used to operate in
schools and focus on change since change is one of the prerequisites for growth and
development (Marishame & Botha, 2011). Msila & Mtshali (2011) further suggest that it is
the role of the principal to ensure that teachers are highly valued and that their expertise is
sufficiently and optimally utilized. The point made here speaks in favour of an element of
teacher leadership (Grant, 2005) which is an integral part of this study. Literature suggests
that teacher leadership is a challenge for principal and that principals need to encourage and
facilitate the promotion of teacher leadership in schools so that teachers themselves are
allowed to form part of the decision-making body of the school in a practical manner (Msila
& Mtshali, 2011; De Villiers & Pretorius, 2010 and Steyn, 2011). These authors further
suggest that principals have to be proactive in identifying the professional developmental
needs of the teachers. By so doing, teachers will in turn be empowered and developed into
teacher leaders who will assume other leadership roles in schools. This will decentralise
leadership from the hands of the principal alone and it will be shared by all in accordance to

their expertise, potential and willingness.

The elements of professional development and those of teacher leadership mentioned above
link well with the research topic of this study in that, they attempt to shed some light on the
principals’ perceptions and views of their own professional development needs that will assist
them in promoting teacher leadership. The reason | feel the promotion of teacher leadership is
crucial is that since the beginning of the democratic era in South Africa, there has been a shift
from an individually centralised leadership. In this leadership, the principal was the sole
decision-maker and the competence and expertise of other teachers were ignored. The shift is

now towards a more decentralized and collective kind of leadership where all teachers are



given a fair chance to showcase their leadership abilities. There are areas in schools in which
this shift has happened and those in which it has not. | have observed for example that in
some schools leadership hierarchies have been disbanded and new structures have been
established like School Management Teams (SMTs) and School Governing Bodies (SGBs).
On the contrary, in some schools new structures are in place but their functionality seem to
remain to be more of a theory than a reality. This is because, in such schools principals are
still the sole decision-makers and the SMT is only responsible for administrative tasks.
Therefore, this study aims to find out the position of school principals with regards to teacher
leadership which includes their understanding of teacher leadership as well as whether they
perceive it as crucial in the improvement of their practice and the effectiveness of their
schools. In essence, the study intends to understand if principals perceive teacher leadership
as a significant practice and if so, what specific skills and knowledge principals perceive as

fundamental in enhancing their practice especially in promoting teacher leadership in schools.

1.2 Background and rationale behind the study

This section focuses on the overall factors that motivated the researcher to pursue the study.
The rationale behind the study is threefold. Firstly, the study was informed by my own
observations and experiences as a teacher and a practitioner in the education fraternity.
Secondly, the study was informed by what literature suggests regarding the shift from sole
leadership to a collective kind of leadership. Thirdly, 1 was also motivated by the fact that |
realised that there is limited research done in the area of teacher leadership in South Africa
(Gumede, 2010).

In the first place, my motivation to conduct this study emanated from the fact that | am a post
level one educator at a Secondary School in one of the Townships in the Umgungundlovu
District within Pietermaritzburg region in the province of KwaZulu-Natal, South Africa. |
have taught in different schools in the province of KwaZulu-Natal. | started teaching in 1996,
two years after the dawn of democracy in South Africa. Through the years of my teaching
experience, | have noted that principals seem to be faced with a number of challenges
(especially since the beginning of the new democratic regime) relating to professional
development including the promotion of teacher leadership. I have also learnt from literature
(Mthali & Msila, 2011and Steyn, 2011) that principals who are exposed to Professional
Development (PD) programmes such as the Advanced Certificate in Education-School
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Management and Leadership (ACE-SML) training, in the form of improving qualifications in
the area of leadership and management as well as other core areas which impact in improving
learners’ results, are in better positions to implement innovations, including promoting
teacher leadership. | have also observed that principals who are engaged in networking with
their colleagues and who attend cluster meetings tend to do better than those who do their
own thing without the support from others. 1 am also interested in becoming a principal
someday so | believe that it will be useful to expose myself to leadership studies so that when
| become a leader myself, | will be well versed with issues of leadership at that time.

Secondly, | was motivated by what literature suggests about the shift from individual to
collective leadership. The claim | am making here is supported by the need for Professional

Development and teacher leadership that are briefly outlined below:

» The changes brought by the new democratic regime since 1994 reveal that principals
in South African Schools have since been faced with complexities in relation to
school governance because of the introduction of School Governing Bodies (SGBs)
and establishment of School Management Teams (SMTSs) (South African Schools Act
of 1996).

» Such structures were established to do away with the top-down hierarchies and to
promote more horizontal flatter structures in order to ensure that leadership is no
longer centralized in the hands of the principals alone but is rather dispersed to other
school members including teachers (McLagan & Nel,1995; Msila & Mtshali, 2011,
Steyn, 2011; Marishana & Botha, 2010).

» Many programmes have been initiated as interventions to assist principals and
teachers to deal effectively with the overwhelming changes that have taken place in
the country post 1994 as well as to intervene in assisting teachers to lead and manage
schools better. Such programmes include but are not limited to: workshops,
clustering, networking, formal training like Advanced Certificate in Education-
School Leadership and Management (ACE-SML).

» Such interventions serve as an indication that principals need to disperse leadership as
far as possible to the School Management Teams (SMTs) and other teachers so that
there will be promotion of the establishment of teacher leadership in schools. This
will lead to a more participatory kind of leadership characterized by shared-decision
making (Guilting, Ndhlovu & Betram, 1999; De Villiers & Pretorius, 2010).



Another significant motivating factor for pursuing this kind of study is that it appears from
literature that professional development is one aspect of school management that seems to be
ignored ( Metcalfe, 2011; Msila & Mtshali, 2011and Steyn, 2011). This is then identified as
a gap which opens room for further research. It seems as if the policies formulated in the
1990s relating to changing schools into democratic institutions, have not been implemented
as planned perhaps due to lack of professional development offered.

» Coupled with the above, literature reveals that principals seem to find it challenging to
develop, nurture as well as to sustain teacher leadership (which is another form of
professional development) in schools (Msila & Mtshali, 2011; Crowther, 2002 &
Crowther, 2007 and Steyn, 2011). This study then intends to understand the views of
principals regarding this matter.

> Moreover, literature reveals that teacher leadership is a manifestation of distributed
leadership (De Villiers & Pretorius, 2010 p. 575 ) which then suggests that teacher
leadership intends to bridge the gap between the leader and the led (principal and
teachers respectively). The same notion is further supported by Muijs & Harris (2007)
who suggest that teachers will be in better positions to expose their expertise in and
outside classroom through the effective practice of teacher leadership.

» This implies that transformational leadership will be brought to practice through
distributed leadership in a broader sense as well as through teacher leadership or
perhaps the other way round.

The points made in this section serve as the background that has motivated me to become
interested in finding out more about the Professional Development of principals in relation to
teacher leadership. So, the study is concerned about why there seems to be a need for
leadership to be shared and dispersed through teacher leadership. It also aims to retrieve from
principals what their thoughts are regarding their skills and knowledge that will assist them to
be free to share their leadership roles with the rest of the teachers without fear of being
intimidated by this practice. | was also motivated by the fact that there are programmes in
place which are meant to develop principals to become better leaders and managers. Such
programmes include, but are not limited, to Advanced Certificate in Education School
Leadership Management (ACE-SLM); Continuing Professional Development programme
(CPD) that the Department of education is currently rolling out and other post graduate
programmes such as Honours degrees in leadership and management. These programmes and
others will enable principals and others in leadership positions to understand their roles
better. This will in turn enable them to work in harmony with the rest of the staff in ensuring
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that leadership is dispersed as far as possible to all teachers and other middle-managers which
include members of the school management team and the rest of the teachers. In a nutshell, 1
argue that, such professional development programmes could enable principals to assume
their duties in a more effective manner. Then, this could lead to the promotion of quality
public schooling characterised by quality teaching and learning in which a collective vision is

shared by all stakeholders involved.

Thirdly, my interest in the study further emanated from the desire to address the gap in
literature in the area of teacher leadership in South Africa. Studies have shown that teacher
leadership has been widely researched internationally. Countries like Singapore, Canada,
United Kingdom and the United States of America have done intensive research in this area.
On the contrary, studies show limited research done in this area in South Africa. This is
supported by the number of dissertations | worked with from the library in the University of
KwaZulu-Natal. | found that only a few researchers who have studied this area such as:
Gumede, (2010); Ntuzela, (2008); Mukeredzi, (2009); Moonsamy, (2010); Rajagopaul,
(2007); Khumalo, (2008); Grant, (2005, 2006); Singh, (2007) and Pillay, (2008, 2009). These
studies made me realise that teacher leadership is relatively new in South Africa as a concept
and a practice.

Another important motive that drove me to this study was that the studies that have been
conducted in this area in South Africa so far have mainly focused on the views of teachers
with very limited focus on principals. The studies also focused on the concept of teacher
leadership instead of the practice of the concept. As a novice researcher, | then came to the
realisation that there is a need to close this gap by making a contribution to the study of this
area by shifting from the perceptions of the concept to its practice. | also tried to shift from
studying the teachers in general but focused specifically on the principals as major
implementers of the practice and as prime drivers of implementation of all programmes in the
school. That is why, | want to explore the views of principals regarding their professional
development in relation to teacher leadership. My aim is to find out about the specific skills
and knowledge principals require in order to maximize their practice in promoting teacher
leadership. That is why | want to explore the views of principals regarding their professional

development in relation to teacher leadership.



1.3 Link between professional development and teacher leadership

For the purpose of this study, | believe it is necessary to draw a link between the two core
concepts of my study. According to Hargreaves (1992) and Vonk (1995) through professional
development, principals and teachers acquire the crucial knowledge and skills, develop
confidence which improves their practice and they also develop the emotional intelligence
necessary to develop critical thought in order to successfully and effectively plan their
classroom practice (teaching and learning). On the other hand, teacher leadership is
conceived by Troen and Boles (1994, p. 14) as the form of ‘collective’ leadership in which
teachers bring to the fore their expertise and develop other expertise by working
collaboratively. Barth (1999) takes this definition further and argues that teacher leadership
enables teachers to fulfil more critical and demanding functions which are normally
undertaken by senior management such as: shaping the curricular according to the needs of
the school and designing staff development programmes. | am making the link between the
two concepts because | want to suggest that teacher leadership is a form of professional
development that | strongly feel should be promoted in order to make better schools. My
suggestion is based on the view that teacher leadership promote collective and collaborative
culture and practice. Firstly, the study aimed at understanding what principals perceive as the
necessary knowledge and skills that will shape their practice. This links well with the
definitions given by Hargreaves and VVonk above. The study further wants to explore teacher
leadership in action by the principals which seems to fit well with the definition suggested by
Troen and Boles above.

1.4 Statement of the problem

As a practicing teacher | have observed that many schools have moved away from traditional
top-down management structures to horizontal structures since there are now new
management structures in the form of School Management Teams (SMTs). On the contrary,
the new structures seem to be just there but in terms of practice principals seem to be still the
sole decision makers in schools in other schools. The SMT and other teachers seem to be less
involved by the principal when crucial decisions are made. They seem to be told by the
principal what to do on matters relating to the running of the school with very little input
from themselves, if any. | therefore suggest that since principals are major role players in
schools, they need professional development in order to change their practice by promoting
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teacher leadership as a form of professional development to the rest of the teachers in
schools. During the study | interviewed three principals from the Pietermaritzburg region in
Umgungundlovu district in the KwaZulu-Natal province in order to find out about their
professional development and promotion of teacher leadership. The schools are located in the

Imbali ward.

1.5 RESEARCH QUESTIONS
1.5.1 Core research Question

What are principals’ views regarding their own professional development needs and

support in relation to teacher leadership?

1.5.2 Key Research Questions:
» What is the principals’ understanding of teacher leadership?

> Do principals feel there is a need for promoting teacher leadership in schools? If so,
what skills and knowledge do they perceive as crucial in promoting teacher
leadership?

» What kind of professional developmental support do principals receive to make them

better leaders?

1.6 Research Objectives

> To find out the understanding principals have about teacher leadership and whether it
IS necessary to promote teacher leadership in schools.

» To find out what support there is for principals at the moment to assist them in
promoting teacher leadership.

» To find out if there are any challenges regarding the promotion of teacher leadership,
and if so, what are the specific skills and knowledge principals require in order to

become better leaders in promoting teacher leadership.



1.7 Research Design and Methodology

The details of research design and methodology are dealt with thoroughly in chapter three of
this dissertation, however, a brief overview is given in this section. The section begins by
giving an outline of the design of the whole study. This is followed by a sampling which
gives an idea of how the sample of the study was conducted. Thereafter, the section gives
attention to the data collection plan which outlines how data will be collected from the
sources using specific methods; instruments and techniques. Finally, the section looks into
the methods of analysing data. As indicated earlier, in this section only the overview is
provided but the details of this section will be elaborated in chapter three.

1.7.1 Research Design

This study is a small scale qualitative study which focuses on the subjective views of
principals regarding their own professional development needs and support in relation to
teacher leadership. Therefore, it is conducted within an interpretivist, qualitative research
paradigm. According to Cohen, Manion and Morrison (2007) the primary intention of the
interpretive paradigm is to seek to understand the subjective world of human experience. In
undertaking this study, | intend to understand and interpret the principals’ views and
experiences in professional development and in promoting teacher leadership. Therefore, the

interpretive paradigm is best suitable for my intentions.

In order to answer the core research questions, the study draws from the following methods

of data collection:

a) Interviews (semi-structured)

b) Document analysis

1.8 Conclusion

The purpose of this chapter was to give an overview of the whole dissertation. The chapter
started by explaining the statement of the problem to be investigated which was linked to the
background of the study. It focused on the rationale behind this study where the actual

reasons for pursuing the study were clearly stated. In addition, the chapter gave a clear



indication of the research questions and objectives of the study. It was also noted that the
objectives of the study correspond with the key research questions and ultimately link to the
main research question. Furthermore, the chapter gave an indication of how the research
would unfold. This was done by clearly showing the research methodology would be carried

out.

1.9 Exposition to the study

This research study is divided into five chapters and the report of this study is categorised as

follows:
Chapter one

This is an introductory chapter which provides insight into the background, rationale,

objectives, methodology, limitations, ethical considerations and significance of the study.
Chapter two

This chapter involves the review of literature that is relevant to the study. It includes the
overview of professional development, the need for professional development of principals in
schools, the understanding of teacher leadership and the need for principals to promote
teacher leadership and the challenges facing principals regarding professional development
and teacher leadership. Finally, the chapter includes the theoretical framework

(transformational and distributed leadership) that underpins the study.
Chapter three

The aim of this chapter is to deal with how the study is going to unfold. It focuses on research
methodology which includes the research design; sampling and sample size; data collection
methods, instruments and techniques; quality of the research findings which includes issues

of validity and reliability, generalizability, trustworthiness.
Chapter four

This chapter presents and discusses the research findings from the interviews and documents

analysed from research sites. It also analyses the data presented.

Chapter five

10



Chapter five summarizes the main findings and provides conclusions obtained from the
research together with recommendations on what skills and knowledge are necessary to assist

principals in encouraging and promoting teacher leadership in their schools.
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CHAPTER TWO
LITERATURE REVIEW AND THEORETICAL FRAMEWORK
2.1 LITERATURE RELATED TO THE STUDY
2.1.1 Introduction

This chapter presents in detail a critical review of literature relating to the main research
question as well as the subsidiary questions of this study. The primary concern of the study is
that if principals are empowered their empowerment becomes contagious to the rest of the
staff. Ultimately, quality teaching and learning becomes the order of the day since there is
collaboration and collegiality that prevails as the culture of the school. This element is crucial
for teacher leadership which is a form of professional development that is critically
significant for this study. Literature reviewed in the study draws from both local and
international sources. This is done in order to get a broader insight to support the research
study in question and to try as much as possible to respond to the key research questions in
line with the objectives of the study. The review begins by unpacking critical concepts in this
study by defining them and interrogating their relevance and significance to the study.
Initially, the concept of professional development is defined and explanation is given of what
it entails and how it assists school principals to promote teacher leadership. This is done in

order to ensure that there is a common understanding of the core concepts of the study.

Secondly, the review interrogates the need for professional development of principals. In this
instance, the study uses literature to explore whether professional development of principals
is necessary or not. Then attention is given to the challenges facing principals in relation to
professional development. In addition, the review focuses on looking at what teacher
leadership is and what it entails and why it should be promoted in schools. The study also
looks at literature relating to readiness and preparedness of principals for the implementation
of teacher leadership in terms of the skills and knowledge they require. Furthermore, the
review considers the literature on the challenges faced by principals in dealing with new
innovations including the promotion of teacher leadership. This chapter finally considers the
theoretical frameworks that underpin this study specifically by looking at transformational

leadership and distributed leadership theories and how they both inform the study.
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2.2 Professional development (PD)
2.2.1 Definition and Overview of Professional Development

The literature defines professional development in schools as any form of empowerment
aimed at supporting the teaching staff including principals to perform their duties optimally
(DoE, 2007). Another definition of professional development by Sayed (2001) refers to all
the activities that aim to enhance development and improvement of knowledge and skills as
bases for teachers to foster classroom practice and learner achievement. These definitions
imply that there is a need for programmes designed to support teachers and principals so that
they may develop excellence in their daily practice. Such programmes include but are not
limited to: academic qualifications, workshops, in-service trainings, cluster meetings,
networking and other informal activities. This also implies that professional development
may be both formal and informal as long as it is geared towards the development of

professional skills and knowledge of those in question.

As indicated earlier, since principals are the most accountable officials in schools, they need
to be more empowered so that they will in turn empower their staff (Msila & Mtshali, 2011).
A similar view is echoed by Steyn (2011) who suggests that principals need to be committed
to taking the lead in identifying their own Professional Development needs as well as the
needs of their staff in order to bring a positive influence to schools by ensuring that whatever
development they get is exactly the kind of development that is needed and that it addresses
their identified development needs. This is further echoed by Valerio (2009) who contends
that school leaders need to be aware of their own leadership competencies so that they are
able to identify their areas of weakness as well as their strengths. Knowing their weaknesses
and strengths will, according to Valerio, assist them to seek development in accordance with
their needs. It will further help the principals to identify their staff’s developmental needs in a

more effective way as well.

Literate further suggests that Professional Development involves unifying the principal and
the staff and assisting them to get to know each other better (De Villiers & Pretorius, 2010).
This unity is achieved when the principal and staff work together as a team to achieve the set
goals of the school. Consequently, the principal and staff work collaboratively in identifying
their own development needs and work out a plan together to ensure that they construct
appropriate development programmes which respond directly to their own needs. Further
support for this notion by De Villiers and Pretorius, (2010), Msila and Mtshali, (2011) and
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Steyn, (2011) who all suggest that in order for professional development to be effective and
beneficial for all those involved, it has to be self- identified by the affected parties. This
becomes evident during the implementation of Integrated Quality Management System
(IQMS) where teachers, irrespective of their rank, are required to identify their development
need (DoE, 2007). This exercise is crucial not only for teachers but for principals as well. In
this regard principals are required to identify their areas of development including those that
relate to school management and leadership, teaching and learning and encouraging teachers
to become leaders. According to the IQMS policy, all teachers need to identify their areas of
development and necessary means must be made to ensure that those needs are attended to.
Then the second section of the IQMS is where summative evaluation takes place. In essence,
of professional development includes all the activities that are meant to empower teachers
and principals to perform their duties effectively and improve the quality of teaching and
learning in the schools. Professional development in schools presupposes that all teachers
from all schools, whether the school is poor performing or highly performing, need
professional development in order to do even better in their work (Msila & Mtshali, 2011).
This means that professional development is not only for poor performing schools but for
schools across the board so that all teachers are empowered to grow and even better
(Lethoko, 2001).

2.2.2 The need for professional development of principals

In South Africa studies have shown that principals have not received formal training
specifically in leadership and management particularly in township schools and historically
black African schools (Msila & Mtshali, 2011 p. 2; Lethoko et al., 2001; Taylor, 2008). The
literature also shows that need for professional development of school principals is not new in
South Africa and it dates back before the beginning of the new democratic regime (Van der
Westhuizen, 1991; Craig et al, 1998). The significance of providing principals with training
of this nature, was reflected in South Africa when programmes such as the Advanced
Certificate in Education School Management and Leadership (ACE-SML) were introduced.
This programme was introduced in order to specifically address the need for principals to be
trained for Leadership and Management in schools. This certificate programme was
established for principals to undertake as a means to develop their leadership and

management skills and it was the initiative by the National Department of Education (DoE,
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2007; Bush et al., 2008; Msila & Mtshali, 2011; Steyn, 2011). The ACE- SML is a form of
professional development programme designed to empower principals to cope with the
democratic nature of the education system. It equips principals with skills and knowledge that
prepare them to cope with the changes that occur in schools and so that they become change
agents who are prepared for any change instead of resisting change (DoE, 2007). Moreover,
the programme intends to empower school leaders (principals) to become better managers
who successfully promote the culture of teaching and learning in their schools. The contents
of the ACE-SML programme shows that the programme is relevant since it addresses the
issues that concern the principals in their day-to-day running of the schools. Mestry & Singh
(2007) suggests that the ACE-SML programme addresses five primary areas which are stated
as follows:

Understanding school management in the South African context.
Managing teaching and learning.
Managing finances and physical resources.

Managing people and leadership.

YV V. V V V

Managing education law and policy.

Several comments are made on the content of this programme. Some comments suggest that
the programme is relevant and empowers principals to become better managers and leaders in
this era of numerous changes and that it prepares them to embrace the changes (DoE, 2007,
Msila & Mtshali, 2011). In contrast to this, Mestry & Singh (2007) contend that the
programme focuses more on management while ignoring leadership issues. Nevertheless, the
programme proves to be useful in preparing newly appointed principals and in assisting
principals who are already practicing. Given the fact that South Africa did not have
compulsory programmes on leadership and management, the ACE-SML programme can be
given some credit in that it addresses some of the issues which are in line with school
management. On the issue of including leadership issues in its content, on might suggest that
the developers of the programme need to review it and consider the critiques so that the

programme is improved to include the leadership issues as well.

Although, the point made by Mestry & Singh (2007) above can neither be ignored nor
disputed, the establishment of this programme was meant particularly for the purpose
mentioned above. It seems as if some principals have engaged in it and benefited from it.

This suggests that prior to the introduction of this intervention South African principals relied
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mainly on their teaching experiences to learn about leadership. They also relied on the in-
service trainings they received during their practice as principals, in the form of workshops
and courses. It further suggests that there was lack of preparation programmes for novice
principals to be made ready for the task of being principals (De Villiers & Pretorius, 2010).
This further suggests that principals newly appointed principals assumed their duties without
being trained for their new positions and furthermore, they did not get sufficient induction
and mentoring to ensure that they are thoroughly prepared for the new positions of
principalship. Therefore, this intervention to improve principals’ leadership and management
skills through this specific ACE-SML programme seem appropriate in the South African
context. The issue of engaging and empowering principals with management and leadership
skills is not only a South African issue, however, but is a worldwide initiative. In Singapore,
China and England similar initiatives have been implemented (Steward, 2010; Darling-
Hammond, 2010) to assist principals to learn more about their profession as well as to
develop their roles and responsibilities as senior leaders in schools. This suggests that
professional development of principals is a crucial issue and a primary need for education.
Due to the urgency of the matter, in South Africa one is even tempted to suggest that the
exercise should be made compulsory for each and every novice principal and a prerequisite
for everyone wishing to apply for the position as principal so that there is certainty that

everyone taking this position has some skills to assume the position more effectively.

The literature further suggests that professional development has become increasingly
important in recent years. This is because studies are showing a growing need for
professional development and that it should not be a ‘once off” practice but rather be an on-
going exercise. In support of this notion there is a programme that the Department of
Education is currently rolling out for principals, deputy principals, Heads of Departments and
later teachers. This programme is referred to as Continuing Professional Development (CPD).
The programme is alternatively referred to as Continuing Professional Teacher Development
(CPTD). Currently, it focuses on the principal and other members of the SMT and in 2014 it
will focus on teachers (SACE-The CPTD Management System Handbook, 2013). The CPTD
programme shows that if the principals, other SMT members and teachers are exposed to
various forms of development, their performance at school can improve tremendously (Msila
2010; Marishane & Botha, 2011). Adding to the above, studies suggests that PD of principals
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assists them to cope with new innovations happening in schools including but not limited to
the promotion of teacher leadership (Marishane & Botha, 2011; Botha, 2010 & Steyn, 2011).

There is much evidence from the literature that suggests that disempowered principals will
not be in a position to promote teacher leadership which will in turn hinder school
improvement and effectiveness (Hargreaves & Hopkins, 1993; Msila & Mtshali, 2011, p. 2;
Styen, 2011). Msila & Mtshali (2011) further suggest that empowered school managers,
(precisely principals) able to prepare teachers to face changes so that they don’t become
frustrated by them but instead embrace change since change is a means for promoting
growth. In his work Fink (2010) suggests that professional development for principals is the
key in a learning organization which enables principals to learn as far as possible and then
spread the need for learning to the rest of the teaching team. In this case Fink contends that
learning becomes contagious from the principal to the rest of the staff and therefore the
school becomes a learning institution for the benefit of the individual teachers as well as for
their performance as a team to promote collaboration which is a crucial element of teacher

leadership which is a primary concern of this study.

Apart from Professional Development to promote learning in schools Wayne et al. (2008)
argue that professional development is more beneficial if it address the immediate and precise
needs of the school, rather than being a general practice which assumes that development of
individuals are the same. Providers of professional development activities need to be aware
that teachers and principals are unique individuals with unique personalities and unique
professional development needs. So, given this fact, it is imperative that any form of
professional development provided is in accordance with the unique needs identified by those
involved. This argument implies that Professional Development needs of the principals and
the entire school have to be thoroughly diagnosed, properly and carefully identified
interventions are made so that they are in accordance with the development needs. This
suggests that if the above is done correctly, those involved will respond accordingly as
expected and the school becomes more functional. It also emerges from the literature that PD
should not be a once-off practice but should be a continuous practice where principals and
teachers are developed on an on-going basis which will in turn benefit learners and the school
at large (De Villiers & Pretorius, 2010; Steyn, 2011 pp. 43-45). It is clear from the literature
that PD is highly valued and if done effectively it can yield good results for individual

principals which will in turn benefit their entire schools and stakeholders respectively.
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The literature reviewed thus far implies that professional development is not confined and
limited to formal qualifications but it goes beyond that to including aspects that are more
informal such as mentoring, networking, cluster meetings, workshops, reflective practice and
many other means which could assist principals and their entire schools to develop and
become more effective (Msila & Mtshali, 2011; Steyn, 2011). It is apparent from the
literature that there is a need for professional development for school principals for teachers
(facilitated by principals) and that PD for principals is a primary priority which should
become contagious for the rest of the teachers.

2.2.3 Continuing Professional Development

The call for transforming schools to fit with the new innovations of the new democratic
regime demanded that there should be continuous professional development of teachers and
principals. Professional development programmes were already in place when Continuing
Professional Teacher Development (CPTD) was introduced. The CPTD similar to Continuing
Professional Development for Teachers (CPDT) was an initiative by the Department of
Education (2007) through the National Framework for Teacher Education and Development.
The purpose of this initiative is to develop teachers and principals with necessary skills and
knowledge that will empower them to become competent and successful in their work. The
system promises to assist teachers, irrespective of their positions, to improve their subject
knowledge, overall performance in their profession. It further promises to assist them to
identify development needs that will help them to grow personally and interpersonally
(Republic of South Africa, 2007 & Steyn, 2011).

| indicated earlier in this dissertation that professional development need not be something
that is done once but that it should be something done regularly so that all stakeholders stay
abreast with changes and developments taking place in the education system and in their
school contexts (Steyn, 2011). The CPTD programme is established to ensure that all
teachers stay committed to their profession and that their practice is reviewed and monitored
so that they are their determination and pride to service the nation is constantly ensured (The
CPTD Management System Handbook, 2013).

The CPTD system is threefold in that firstly, it recognises and encourages teachers own

individual efforts to improve themselves. This includes the activities initiated by teachers
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themselves such as academic advancement, searching for information from the internet (self-
discovery). Secondly, it encourages the endeavours of the school (led by the principal) to
provide teachers with skills and knowledge which will in turn improve the commitment of
role-players for better service provision in school. Finally, it allows for external service
providers to improve and maintain the quality and effectiveness and relevance of their
programmes to make them suitable for the schools’ contexts (The CPTD Management
Systems Handbook, 2013. p. 5).

The interesting thing about this system is that it is compulsory for all teachers irrespective of
their rank or positions they hold. As long as they are registered with the South African
Council for Educators (SACE), they are obliged to engage into the programme. It is stated in
the CPTD management system handbook (2013, p. 7) that “the participation in professional
development compulsory and mandatory for all teachers”. According to Section 53 of the
National Policy Framework on Teacher Education and Development (NPFTED) in South
Africa, April (2007), it is stated that:

“...the South African Council for Educators (SACE), as the professional body for
professional educators, will have the overall responsibility for the implementation,
management and quality assurance of the CPTD system. SACE will be provided
with the necessary resources and support to undertake that role” (CPTC Orientation

and sign-up material for principals and deputy principals, 2013.)

The foregoing quote shows that SACE is mandated to hold the responsibility of ensuring that
the CPTD is implemented according to expected standards. Principals are also required to
participate and develop themselves through this programme and they (together with the
deputy principals and HoDs) are also responsible for ensuring that the rest of the teachers are
professionally developed. This means that the principal and the SMT will be accountable to
SACE on the CPTD taking place in the school. It must be noted that “SACE is not a provider
of Continuing Professional Development” since the CPTD management system will not
provide professional development activities to the teachers. It is the responsibility of the
school (with the principal taking a proactive role) to provide CPTD activities to the teachers.

The role of the CPTD management system is to encourage and recognise:

» What educators do on their own to develop themselves and improve learning.
» What educators do as part of the school collective to develop themselves and

improve teaching, learning, assessment and service to the community.
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» What educators do to develop themselves and improve teaching, learning,
assessment and service to the community by taking advantage of good quality
services provided employers, unions, professional associations, higher education

institutions and others.

The role played by the CPTD system seem to be that of ensuring that all teachers are
holistically developed professionally so that the quality of their performance is improved and
so that they acquire skills and knowledge that will make them professionals. Throughout the
implementation of this system the principal is expected to be in the forefront taking the lead
in ensuring that his/her team receives the best professional development which will yield best

results for individual role-players and the entire school.

To sum up this section, the literature has shown that professional development is imperative
in order for schools to function and perform optimally. It also revealed that principals are
expected to undertake their own professional development so that they are empowered
enough to extend that empowerment to the rest of the teachers. It was also clear that
everybody in the school has an obligation to participate in CPTD for personal benefit and for

the benefit of the whole school.

2.2.4 Challenges facing principals in relation to Professional Development

Despite the need and value accorded to the professional development of principals, it is also
recognised that PD offers some challenges relating to its implementation (De Villiers &
Pretorius, 2010). This section of the review now deals with the challenges that principals are

faced with regarding Professional Development.

It appears that in South Africa principals prior to 2006 were not obliged to undergo in-service
trainings and that they only did so voluntary (De Villiers & Pretorius, 2010). These writers
further suggest that this practice led to the neglect of the most crucial development of skills
knowledge and attitudes which are necessary for effective leadership. This seemed to have a
negative impact since it did not encourage principals to commit themselves to seeking
development in the area of leadership and management. This can be challenging for
principals in that if there was no obligation on their part to commit in obtaining PD for

themselves and for their schools.
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Another challenge relating to PD of school principals is that the training they receive is more
general in the sense that principals attend workshops or trainings which do not address their
individual weaknesses or areas of development but rather that assume that principals have
common developmental needs (Valli & Hawley, 1998; Bagwandeen, 1991; Heystek et
al.,2008). As a result of this the precise areas of development of the principals seem not to be
attended to adequately. In this regard the DoE has tried to intervene and introduced Integrated
Quality Management System (IQMS) in which each individual teacher and members of the
School Management Team (SMT) including the principal are required to identify their own
development needs and work with their Development Support Group (DSG) to get help
regarding those needs. The question which is still a challenge in relation to this intervention is
the extent to which this exercise is of help to the stakeholders involved (IQMS- DOC) On the
contrary Heystek & Calitz (1994) in their writing ten years earlier, suggested that in-service
training for principals was available in South Africa then and was sufficient though it was

mainly formal.

Nevertheless, literature studied seem to leave a gap in terms of whether the in-service training
of that time was responding directly to the professional developmental needs of principals or
not since it does not state precisely the extent to which that intervention was sufficient.
Adding to these challenges is the issue of mentoring which seem to be lacking in South
Africa particularly for beginner principals (De Villiers & Pretorius, 2010;). Mentoring for
principals is seen as a valuable technique for improving leadership and management skills
which will in turn enhance school effectiveness (Walker & Dimmock, 2006; Msila, 2010;
Msila & Mtshali, 2011). Guskey (2000) feels that mentoring is good but it must not be done
alone and at the expense of other forms of development such as networking, training and
other forms of PD. Moreover, there is another challenge facing principals in relation to PD
which is the issue of being principals being reflective practitioners. Reflective practice is a
powerful professional growth practice which is highly valuable in that it requires principals to
reflect on their day-to-day practice in relation to their leadership and management (Msila &
Mtshali, 2011; Skrla et al.,2001; Bennett et al.,1994). This is supposed to be an intrinsic
practice for the principals that acts as a guard for them to check how they perform their duties
as well as what they need in order to improve their performance as well. The challenge in this
regard is that some principals are overwhelmed with their work so much such that they find it
hard to do proper reflection on their practice. The researcher has also observed that some

principals seem to be scared to find their weaknesses on their own through reflective practice.
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On that note it seems like principals need to grow to the level where they realize that finding
their weaknesses on their own is not bad at all but that it might help them to realize their own

downfalls and deal with them straight away.

The challenges mentioned in this section are not the only challenges some are contextual and
peculiar to particular schools and some relate to the personalities of the principals (Valerio,
2009). This implies that some principals have personality traits and values that are open and
give access for development to take place while others have personalities that are not
welcoming to development. This becomes evident when principals become reluctant to
network with others because they don’t want to discuss their practice. In concluding this
section it is crucial to mention that some principals’ challenges relating to PD are connected
to the leadership styles that principals ascribe to. Principals who are stuck in the conservative
styles of leadership seem to find it challenging to welcome PD innovations that are
transformational in nature (Fink, 2005) and their schools are characterised by slow reform.
Having discussed professional development; its significance; roles of principals and the
challenges that principals face regarding professional development, the next section will look

at teacher leadership since it is another main area of focus for this study.

2.3 Definition and significances of teacher leadership

There are several definitions of teacher leadership by different authors. Some authors
perceive teacher leadership as a leadership characterized by teachers leading beyond the
boundaries of the classroom (Katzenmeyer & Mollar, 2001; 2009). The definition by these
two authors seem to imply that teachers are not confined to leading within the classroom but
their leadership roles should instead spread beyond the level of the classroom. This notion
suggests that teachers should not be limited to leadership roles that are confined to the
classroom but they should rather be given access to assume leadership roles beyond this
point. Literature further suggests that if teachers are given the opportunity to lead beyond the
classroom, they will be empowered and they will consequently contribute to the effectiveness
of the school as a whole. Literature also suggests that leading beyond the limits of the
classroom should be done in order to promote decentralization of power (Botha, 2010, p.
574) from the hands of the principal and give other teachers a chance to use their expertise in
and outside the classroom for the benefit of the whole school, particularly in promoting
quality teaching and learning (Msila & Mtshali, 2011).
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Literature further reveals that in schools where teacher leadership prevails effectively, there is
a less distinction between leaders (principals and SMT) and followers (teachers) (Muijs and
Harris, 2007) since principal, School Management Team (SMT) and teachers work
collaboratively in making decisions which affect them and the whole school. By so doing this
collaborative atmosphere is promoted and it consequently enhances the bridging of the gap
between leadership hierarchical structures and promotes a more horizontal structure which is
characterized by participation and parallel leadership (De Villiers & Pretorius, 2010, p. 576;
Crowther, Ferguson & Hann, 2009). These authors also asserted that the primary concern of
teacher leadership is promoting interpersonal skills among principal, teachers and the SMT as
the foundation for collaborative working atmosphere to prevail. Implied in the latter
statement is that teacher leadership intends to build mutual relationship where there is a
shared purpose and a freedom for all stakeholders to express their views in an attempt to
enhance effective schooling (Crowther, Ferguson & Hann, 2009). Moreover, the statement
above suggests that the mutual relationship established between the principal and the teachers
creates conducive working environment between the principal and teachers. It also enables
both parties to learn from each other since each of them displays expertise that are beneficial
to the other part. A similar view is held by Lumby cited (in De Villiers and Pretorius, 2011)
who argues that teacher leadership provides professional growth for all teachers and
increases the sense of responsibility and accountability on the teachers and school leaders
which will consequently contribute to the overall school improvement and enhancement of

learner outcomes (Muijs & Harris, 2008).

The idea of increased sense of responsibility and accountability through teacher leadership is
also held by Harrison & Lembeck (1996); Crowther, Ferguson & Hann (2009) who all
contend that teacher leadership promotes personal and professional growth for teachers, SMT
and principal and also enhances the sense of optimal whole school success. Furthermore,
literature suggests that teacher leadership involves that there should be trust between the
principal and staff so that the principal feels at ease to leave some responsibilities in the
hands of the teachers without any fear of mismanagement and misleading as well as
accountability (Muijs & Harris, 2008). Linked to this idea is that teacher leadership flourishes
in an environment where there is trust between the parties involved (Lonquist & King, 1993).
In this case the principal then becomes a facilitator by familiarising teachers with
departmental policies and ensures that everything is done accordingly and that teachers
comply with the policies of the department of education (Msila & Mtshali, 2011; Steyn
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2011). In my view the latter point further suggest that teachers who are exposed to teacher
leadership are empowered to assume leadership roles which becomes an exposure that
prepares them to get used to leading so that when they get senior positions in future, they are
prepared to assume such positions with confidence as they have been prepared since they

were still post level one teachers.

The significance and value of teacher leadership have been evidenced in this section and it
seem to be one of the ways that will promote power sharing, collaboration and shared-vision
which will consequently yield beneficial results for and improve the quality of schooling.
Such an initiative calls for the principals to take a lead in ensuring that the implementations
of this initiative is made possible and that it is facilitated appropriately by the principals. This
brings this discussion to the next section which will explore the views of literature on the role

of principals in promoting teacher leadership.

2.3.1 The role of principals in promoting teacher leadership

The section above has given an overview of what teacher leadership entails as well as its
significance and this section now looks at what is expected from principals in order to
encourage teacher leadership in their respective schools. The promotion of teacher leadership
is fundamental in this study because | believe, as a researcher, that the points made in the
sections above reveal that teacher leadership seem to be crucial in improving the
interpersonal relations between the principal and teachers as well as that it opens a platform
for them to show and use their expertise for their personal growth and the benefit of the
school as a whole. Therefore, for me and with the help of literature as evidence, teacher
leadership seem to be the means to make schools better and to help them achieve the desired
outcomes through shared-vision attained through collectiveness and collaboration which is

made possible by promoting teacher leadership.

Literature reveals that principals have a challenge and responsibility of promoting and
encouraging teacher leadership in schools (Msila & Mtshali, 2011). Barth (2007) echoes this
view by adding that for principals, any professional development programme that does not
include teacher leadership is not complete since schools which are led by principals alone are
not successful and effective as they are expected to be. De Villiers & Pretorius (2011) further

suggest that the role of principals in promoting teacher leadership is to create opportunities

24



for teachers to take leadership roles and responsibilities. These writers further suggest that
principals should be developed to a level where they are able to appreciate and celebrate the
expertise displayed by the teachers they lead as teachers become teacher leaders themselves
since, in their opinion, such attitude would yield better results for the entire school. Principals
should also plan Continuing Professional Development Programmes (CPDP) and ensure that
they facilitate such programmes and also reward teacher leadership initiatives that are
brought by teachers (Katzenmeyer & Mollar, 2001 and Crowther et al, 2009 ). Implied in the
latter statement above is that PD is not a once off and overnight task which can be done once
but rather a process which can take some time depending on many factors such as the
context, personalities, school culture and other relevant factors that can impact on it. This
then calls for principals to be aware of the complexity of the school as an organization, the

uniqueness of each individual teacher’s personalities in the school environment.

Literature also suggests that principals can achieve this encouragement of teacher leadership
by providing adequate and necessary infrastructure for teacher leadership to become a reality
(Fink, 2010; Steyn, 2011). Implied in the latter statement is that all necessary support should
be made available and accessible for teachers during their development process. It also
implies that careful scrutiny of the needs for teachers and the entire school is done properly
before any development intervention is put in place. This is where one would suggest that the
principal need to intervene with a proactive role of leading the process of identifying
teachers’ development needs and work with the teacher in question to seek help to ensure that
such needs are met. If principals are not availing such support system to the teachers, teacher
leadership will not be fairly promoted and it will be impossible for it to be practically

realistic.

Another role of the principal in ensuring that teacher leadership flourishes in a school is to
encourage that the element of trust prevails in a school. This is done so that a solid foundation
for collaboration and collectiveness between the teachers, SMT members and the principal
prevails (Lonquist & King, 1993; Muijs & Harris, 2008). In their study Lonquist & King
(1993) suggested that lack of trust between the parties involved (staff) meant that
professional learning, growth and development will not be made possible and would
consequently fail the learning organisation. When creating the platform for teacher leadership
to flourish, literature suggests that the principal needs to set aside time for teachers to meet in
order to plan and engage in discussions on the issues such as curriculum matters, leading

study groups, organising visitors from other schools, discussing turn around strategies to
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improve schooling as well as other matters that will improve school effectiveness (Muijs &
Harris, 2008).

2.3.2 The need for principals to promote teacher leadership in schools

Having explored the role of principals in promoting teacher leadership, it is significant to
examine the need for principals to promote teacher leadership. Literature reveals the
significance of teacher leadership in ensuring that there is growth and shared sense of
collaboration in schools geared towards achieving common vision in terms of school
effectiveness (Crowther et al, 2002; 2007). Teacher leadership is viewed as a form of
professional development that can contribute tremendously in the improvement of school’s
performance and thus enhance school effectiveness (Muijs & Harris, 2007). It then becomes
imperative to note that somebody must assume the proactive and initiative role in this regard
to ensure that all staff members assume their leadership roles accordingly. The person who is
undoubtedly relevant to perform the task in a school context, is the principal. The principal
by virtue of authority vested by the department of education, the senior manager of the school
who directly reports to the department on everything and anything that happens at school. It
then becomes his/her responsibility and accountability to ensure that teacher leadership is in

place and that it goes takes place for the benefit of the school.

Literature reveals that the work of principals is becoming more and more complex
particularly since the beginning of the democratic regime in South Africa (Marishane &
Botha, 2011). The complexity includes but is not limited to power sharing or shared decision
making. Senge (1990) suggests that in order for principals to respond to the complex
demands of schools, they should allow for a collective leadership that is shared beyond the
principal. This suggests that principals should allow for collaboration, co-operation and a
collective working atmosphere between the principal and the teachers for the success of the
school.

Literature further suggests that the promotion of teacher leadership in schools can assist
principals to disperse leadership roles to the rest of the teaching staff and allow them to use
their expertise and bring a positive influence in the school (Crowther, 2007; de Villiers and
Pretorius, 2011). This is supported by the suggestions made by Harris (2008) that leadership

is gradually being shifted towards a form of collective, shared, distributed organization
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responsibility stretched over and beyond the principal. Linked to this view are the suggestions
made by Leithwood & Jantsi (1998) in their research who argued that it is the responsibility
of school principals to create opportunities for teachers to lead in schools by allowing them to
participate in decision-making; taking their opinions into account; allow staff to manage their
own decision-making committees. Muijs & Harris (2008) further suggest that school
improvement can be made possible when leadership is distributed among teachers instead of
being laid in the hands of the principal as the only person who assumes a leadership a role in
the school.

2.3.3 Challenges facing principals in promoting teacher leadership

Having looked at how valuable principals are in encouraging teacher leadership in schools, it
is critical for this study to also highlight the challenges that principals encounter in their quest
to promote teacher leadership in their schools. This is done in order to reveal some insight
that this practice is not as easy as said, but that it has some of its challenges that sometimes
hinder its optimal implementation and practice. In contradicting the roles principals have in
relation to encouraging teacher leadership, some literature suggest that some principals and
SMT are barriers themselves in the promotion of teacher leadership in schools in that they are
still reluctant to share their powers with the rest of the teachers and that they want to control
decision-making processes and they seem to be afraid and sceptical to delegate their duties to
the rest of the teachers (Khumalo, 2008; Ntuzela, 2008; Grant, 2008; Singh, 2007). It might
happen, according to my perceptions and observations as a researcher of this study and a
practicing teacher that, principals seem to have not reached the level where they trust teachers
enough so much so that they can delegate to them critical duties that would require them, as
management authorities to account for. Maybe the latter thought is not the case as well but
rather it might happen that they just don’t feel as true leaders if they have to lead parallel with

the teachers so maybe they prefer to lead over them.

This notion of leading with the followers instead of leading over them is further supported by
and taken further by Grant (2008) who also suggests that though teachers are ready to assume
their duties as teacher leaders, sometimes they find it difficult to assume such roles because
the principals and SMTs sometimes do not create fair opportunities for them to use their
expertise leadership skills and knowledge. The creation of opportunities for teacher
leadership to become a reality is one of the fundamental tasks of the principals (De Villiers &
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Pretorius, 2010; Leithwood, Jantzi & Steinbach, 1999; York-Barr & Duke, 2004) as the
facilitators of teacher leadership (Msila & Mtshali, 2011; Steyn, 2011). If opportunities for
teacher leadership to prevail are not adequately created, that may lead in compromise of
teacher leadership practice as teachers are denied access to the opportunities to showcase
their capabilities as well as competencies in the area of leadership. This in turn leads in the
school’s leadership form remaining unchanged. Therefore, it is likely that the form of
leadership could remain autocratic instead of being democratic (Botha, 2010; De Villiers &
Pretorious, 2011). If the latter is the case, it is likely to put the school’s operational practice in

jeopardy.

Literature further suggests that sometimes leaders, principals in particular, are recruited,
selected and placed in their senior positions and assigned roles without proper preparation
and guidance to perform optimally in such positions (Fink, 2005; De Villiers & Pretorious,
2010; Mentz, Webber & Van der Walt, 2010). This lack of preparation then frustrates the
new principals and put a strain on their practice as they either ‘swim or sink’ in those
positions (Msila & Mtshali, 2011. p.12). Fink (2005) & Mentz et al. (2010) further assert that
principals are sometimes put in a position where they have to find ways on their own without
sufficient and proper guidance on the ‘how’ part of executing their practice. In other words,
they are put in an awkward position where they have to figure out for themselves as to how to
get the job done. In this case it shows that there lack of mentoring for the principals. Bush
(2005) and Msila (2010) contend that mentoring is one of the crucial tools that can be
employed in order to improve the competence of the principals in their practice. Mentoring
also makes up for the lack of induction of principals which seems apparent in South Africa
(Msila, 2010). Other advocates of mentoring express that mentoring give principals access to
networking and peer-learning as their work together (Msila & Mtshali, 2011; Walker &
Dimmock, 2002).

Another challenge facing South African school principals in relation to the promotion of
teacher leadership is that in the Advance Certificate in Education in School management and
Leadership (ACE-SML), is not yet compulsory for all principals. This qualification was
specifically initiated by the National Department of Education as guide for principals to
undertake their management and leadership much better. | believe there is a necessity for a
compulsory qualification for all principals, irrespective of their teaching experiences, so that
they are adequately shaped to face the challenges of the ever changing system of education
and the contexts in which they operate. This ACE-SML initiative consists of good content,
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but nevertheless, it seems to ignore the most crucial aspect of leadership which is to
encourage teacher leadership in schools. This is because the skills and insights for
participative and shared-decision making are not covered in the ACE-SML programme
(Mentz et al., 2010, p. 159). However, it must also be noted that the ACE-SML programme is
a valuable programme but that for future purposes it would be recommended that any
interventions, that are meant to develop principals to perform optimally, should not ignore the
aspect of equipping them with skills necessary to promote shared decision-making which is a
crucial component for teacher leadership.

Moreover, it is also noted from that though South African school principals are aware that
principals have an obligation to democratize schools and make them organizations
characterized by power sharing and democracy (Mentz et al., 2010; De Villiers & Pretorius,
2010). Most of these principals in question, are the product of the same system of education
which did not prepare them enough to assume leadership positions with a democratic mind-
set but they were trained and led autocratically (McLagan & Nel, 1995; Pinchot & Pinchot,
1993), yet, they are expected to practice democracy at all costs (Botha, 2010; De Villiers &
Pretorius, 2011). This has become a huge challenge for South African educational
practitioners who are school based (principals, school management teams and teachers).

| have observed, as a teacher myself, that this seems to be problematic because there were
and still are many various change innovations which are put in place by the Department of
Education and require implementation in schools by the school officials (principal, SMTs and
teachers) who are not adequately prepared to do so due to inadequate training provided to
them. The duration of many workshops relating to dealing with new innovations is short and
the monitoring of the effectiveness of such interventions leaves much to be desired as well.
Therefore, | feel that principals as well, seem to be receiving insufficient preparation in
relation to enhancement of their performance in relation to their leadership roles including the
promotion of teacher leadership. This is one of the reasons | pursued this study because |

intend to verify my assumptions regarding this notion.

Another barrier to teacher leadership as suggested by Muijs & Harris (2007) is that
sometimes there is a lack of willingness on the part of the teachers to assume leadership roles
even though principals create such opportunities. These writers assert that some teachers are
reluctant to take leadership roles unless there are incentives given to them as a token of

appreciation. In this instance such teachers do not regard these opportunities as empowering
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on their part but regard them as assisting the senior management. Their reluctance then
becomes a barrier to the promotion of teacher leadership. Coupled with this foregoing
statement, is the issue of attitude on the part of the teachers. Some teachers regard leadership
as something that has nothing to do with them but that has everything to do with those in
leadership positions, like principals and the SMT (Muijs & Harris, 2007). Given the
challenges mentioned in this section, one might also argue that some of the challenges
experienced in schools emanate from the culture that prevails in the school. | believe that if
the school has a collaborative culture, chances of promoting teacher leadership could be
minimal in a sense that there will be prevalence of shared-vision, spirit of togetherness,

sharing of responsibility and accountability.

2.4 THEORETICAL FRAMEWORK UNDERPINNING THE STUDY

This section discusses the two theories that inform the study. The two theories underpinning
this study are transformational leadership theory and distributed leadership theory. This
section begins by defining each theory by looking into their origin and then suggests how
they are used as frameworks for the study. In other words, it will give an indication of how
the two theories become relevant in informing this study. It will also shed some light as to
why the two theories will help me to answer the main research question as well as the other
subsidiary questions. Moreover, it will also show how these theories are relevant to the
objectives of the study. Finally, these theories will enable the researcher to make sense of the
data to be collected and interpret such data as well as to make conclusions and

recommendations about the data.

This is a small qualitative study positioned in the interpretive paradigm (Cohen, Manion and
Morrison, 2011). It seeks to understand the views of principals regarding their own

professional developmental needs in relation to teacher leadership.

I now discuss the theoretical frameworks that inform the study.

2.4.1 Transformational Leadership Theory

Transformational leadership theory originated in 1978 with the work of James McGregor

Burns as a means to move away from leadership control over people, and to encourage a
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more involving type of leadership in which a ‘leader uses power with or through people’
(Burns, 1978). At first Burns described two leadership theories, transactional and
transformational leadership theories. Transactional leadership theory entailed that both the
leader and the follower work together with the leader giving instructions on how tasks should
be performed. At the end the when the task is completed the follower is rewarded and the two
parties satisfy their own personal interests. Transformational leadership on the contrary
allows the leader and the follower to share their expertise but more importantly it motivates
the follower to change the attitude of being inferior and promotes in a follower an attitude to
become more involved in leadership roles that will ultimately develop them into leaders
(Bass, 1999). In his work Burns further suggests that effective leadership takes place when
the leader works with the led, his followers, instead of imposing on them. This definition of
transformational leadership suits this study quite appropriately since in this study the
emphasis is to enable the principals to promote shared leadership where principals lead with

their teachers and encourage them to become leaders themselves.

Other proponents of transformational leadership such as Blasé, (1989) suggest that
transformational leaders raise their followers to higher levels, Leithwood, (1999) further
suggests that transformational leaders empower and support teachers to improve the culture
of learning in schools through appropriate professional development. Bass (1999) also argues
that transformational leadership theory deals with transforming the way the followers think
about their roles and encourage them to become leaders themselves. Transformational
leadership also presupposes that there school leaders need to become change agents and
encourage teachers they lead to be change agents as well (Tichy & Davanna, 1986; Grant,
2006; 2008). This theory also encourages all role players to be courageous, less resistant to
change, believe in people and their competencies, encourages people to have strong values,
become life-long learners, embrace change and cope with complexities and be highly
visionary (Tichy & Davanna, 1986, p. 24-35). This notion is confirmed by recent writers who
hold the same view that transformational leaders embrace change and lead with their
followers and promote a culture of shared-vision (Daft, 2002). Other recent writers also
concur this notion and further add that transformational leadership encourages collaboration
and participative in which all role players work together as a team to achieve their collective
goals (Bush, 2007; Fink, 2005 and Muijs & Harris, 2011). Given the points made here, |
suggest that this theory seem to be relevant to this study in that it encourages collaboration,

shared-decision making, collectivism which are the elements of teacher leadership.
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Transformational leadership theory also seem to link well with this study in that it is an
approach which encourages current school leaders to deal with challenges brought by
innovations of the new regime which demands a sharing of power, decentralisation and
democratisation (Leithwood, 1999; De Villiers & Pretorius, 2011). Drawing from these view
points, the researcher suggests that transformational leadership theory seem to be useful for
principals of this era in that it supports and promotes teacher leadership. While this theory
dates back three decades but it is still applicable and relevant to the current leadership debate
because of its value in the area of teacher leadership.

2.4.2 Distributed Leadership Theory

Apart from transformational leadership theory, this research is also informed by distributed
leadership as a theoretical framework. There are many various ideas entailed in distributed
leadership and this section focuses on those that seem to be relevant to the study. To start
with, this section will begin by defining distributed leadership and exploring what it entails.
One of the proponents of distributed leadership, Gronn, (2000, 2002) suggests that the core of
distributed leadership is delegation, shared leadership or collaboration where there is shared
expertise in order to complete a given task. This notion suggests that distributed leadership is
a collective form of leadership where members of the organisation work together to achieve a
common goal (Grant, 2010). This theory seems to fit well with the purpose of the study
which is partly to look at the promotion of teacher leadership in schools. Grant (2010)
contends that distributed leadership promotes shared leadership through teacher leadership
where leadership becomes a collective activity. Distributed leadership is further viewed as the
means to facilitate the implementation of teacher leadership. Grant (2009) expressed that
teacher leadership enhances transformational leadership and that the absence of teacher
leadership in South African schools could jeopardise transformation of schools into
democratic learning institutions. Distributed leadership thus seem to be helpful in this regard
in that firstly, it encourages diverse groups to work together to improve instructional

activities for the purpose of improving the quality of teaching.

Secondly, it also promotes interaction between diverse teachers as leaders and it also
appreciates this diversity since those who interact, benefit from the diverse interactions
(Muijs & Harris, 2008). Moreover, distributed leadership implies ‘interdependency rather
than dependency’ (Gronn, 2002. p. 331) which suggests how leaders with diverse expertise
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should work together appreciating their diversity and using it to achieve common goal and
share responsibility and accountability. Distributed leadership also suggests that the leader
and the led influence each other in order to promote quality teaching and learning (Leithwood
& Jantzi, 2000; Muijs & Harris, 2008). The descriptions of distributed leadership theory
given here seem to relate to the research focus of this study since in this study I intend to find

out if principals are able to promote teacher leadership in schools.

| believe that if principals are able to distribute leadership roles through effective shared
decision-making and shared expertise, they may be in better positions to promote teacher
leadership and spread it to the rest of the teaching staff. Distributed leadership thus seem
relevant as a theoretical framework that underpins this study because as Gronn (2002)
suggests, teacher leadership emphasizes that there should be collective action taken by
colleagues irrespective of their positions or ranks which aims to empower each other which
reflects distributed leadership. Gronn (2000) and Grant (2010) further suggest that distributed
leadership is a form of leadership that replaces the traditional forms of leadership which were
individualistic and conservative with more collective and collaborative forms which empower

‘all’ not a ‘few’.

In this case distributed leadership theory holds the premise that all organisational members
have an ability to lead though the degrees of their abilities to lead may vary but the bottom
line is that they all can lead provided they are given an opportunity to do so (Muijs & Harris,
2008. p. 440). Literature further suggests that teacher leadership is an element of distributed
leadership theory since distributed leadership theory assumes that for any organisation to
improve its practice and become more effective there should be collaboration and joint action
to achieve the desired outcomes of the school. The value of distributed leadership theory is
shared by international researchers who believe that leading schools require multiple leaders
instead of individual leaders (Harris & Muijs, 2005 and Spillane, 2006). A similar view is
held by Grant (2005, p. 46) who suggests that “distributed leadership is about maximising the
human resource capacity within the school by engaging people in leadership activities
according to their expertise”. It must be mentioned here that although distributed leadership
advocates sharing of leadership roles, it does not suggest that principals and the SMT must
give their formal positions to level one teachers but rather it suggests that those in
management positions should encourage informal leadership to prevail so that all are
empowered to lead. This implies that level one teachers should be allowed to assume other
leadership positions such as being the: subject head; subject co-ordinator; grade head, phase
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co-ordinator as well as other leadership positions in extra-curricular activities such as sport;
arts and culture; learner-teacher welfare and other functional structures. In this case | argue
that it is the responsibility of principals to provide teachers with access to such informal
leadership positions so as to empower them and enable them to contribute to the development

of the school.

The argument I am making here is that the SMT and principal need not to assume
responsibility for all the management and leadership functions while there are teachers who
can take perform in such roles. | have observed that in some schools you find that Heads of
Departments are also grade heads and subject heads and | just wonder why such authority is
not given to other teachers who are not members of the SMT? In some schools you find that
SMT members and the principal are also leading in assessment and policy matters without
involving teachers yet such matters affect them directly but they are not part of them. |
believe that if teachers have the ownership of something that affect them, they may be in
better position to become actively involved in such programmes and give constructive inputs
which will ultimately contribute to the holistic development of the school. These are some of
the reasons | am using distributed leadership as a framework because it informs my thoughts
of advocating for a dispersed kind of leadership.

The ideas underpinning transformational leadership and distributed leadership theories seem
to be relevant in this study in that they both assert that principals as leaders should allow for
collaboration, co-operation, shared-decision making, and use of individual’s expertise to
promote a positive working climate which will in turn yield success for the school, teachers
and learners. These theories further suggest that one of the elements of growth and
development is reform. In this instance, transformational leadership fits well with this study
in that it suggests that principals should lead the implementation of new policies; new
curriculum innovations and other innovations (which is a reform that promotes growth).
Moreover, these theories will form the basis for a better understanding of the data that will be
collected. The theories will further form the basis for analysing data since data does not speak

for itself but requires a framework so that it will make sense (Cohen et al., 2011).

2.5 Conclusion

In this chapter, attention was given to the review of literature relating to the study. The

literature substantially covered a broad range of issues including: professional development
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of school principals, continuous professional development (CPD), ACE-SL of school
principals, challenges facing continuous development of school principals, teacher leadership
and the role of principals in promoting teacher leadership, other challenges relating to the
promotion of professional development by the principals, to mention but a few. The chapter
further discussed the two theoretical frameworks that underpin the study and they are:
transformational leadership theory and distributed leadership theory. Their relevance to

another and to the study was explained in this chapter.
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CHAPTER THREE
THE RESEARCH METHODOLOGY
3.1 Introduction

This chapter reports on the research methodology which involves all the steps from the start
to the end of the research process. Research design and methodology assist the researcher to
arrive at the findings of the study. This methodology is described by White (2005, p. 80) who
contends that research methodology includes:

1. The description of the research design

2. The participants (sample and population)

3. Measuring instruments (data collection methods and techniques); and
4

Data analysis

In essence this chapter deals with the question of how the whole research process unfolds.
This chapter initially focuses on the description of the research design and what it entails.
Secondly, it looked at the sample used as the source for obtaining data for the study. Thirdly,
attention was given to the methods, techniques and instruments of collecting data
respectively. Finally, the chapter discussed the findings of the study using data analysis
appropriate to the methods of data collection. The chapter also explains research design,
sampling, data collection methods and techniques as well as data analysis methods used to
facilitate this research. It also deals with issues of trustworthiness and transferability of the
research findings. Limitations, which are inherent, to most small-scale qualitative studies, are

also explored.

3.2 Research Design

A research design is a blueprint or step-by step plan of how the researcher intends to conduct
research (Mouton, 2001) and systematically collect and analyse the data that is needed to
answer the research question (Betram, 2004). Punch (2009) describes research design as the
basic plan for conducting a research. For Punch research design is categorised into four parts.
Firstly, it comprises of a strategy. Secondly, it is based on a conceptual framework, thirdly, it
involves who or what is being studied. Finally, it presents the tools, instruments and

procedures used to produce and analyse empirical materials. The study presented here is a
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small scale qualitative study positioned in the interpretive research paradigm in which a
qualitative research design was selected since the researcher sought an in-depth
understanding of the principal’s views on their own professional developmental needs in
order to promote teacher leadership in schools (Nieuwenhuis in Steyn, 2011 and Cohen et al,
2011). The study employed an interpretive approach (Cohen et al, 2011) in order to obtain the
principals’ views, understanding and experiences regarding their professional development in
relation to teacher leadership. This is because the core of the interpretivist paradigm is to
understand the subjective world of human experiences and to keep the integrity of the subject
being studied by trying to understand the person from within (Cohen, Manion & Morrison,
2000). Since my study was about the views of principals regarding their PD needs in relation
to teacher leadership, interpritivist paradigm gave me a platform to get closer to the
participants and seek to understand their feelings, attitudes, experiences and challenges they
encounter in their practice in relation to professional development and teacher leadership as
advocated by Terre Blanche & Durrheim (1999) and Cohen et al (2000).

3.3 Sampling

According to Betram (2004) sampling entails making a decision about who will be involved
in a study in order to answer the research question. Sampling allows the researcher to decide
how many participants will be used in an attempt to answer the research question. Another
significant element of sampling is representativeness which implies that a researcher should
choose a sample that will be representative of the research population from which a

researcher will draw conclusions about the research topic (Betram, 2004; Cohen et al, 2011).

3.3.1 Sample Size of the study

There is no clear-cut prescription as to what size the sample of research should be (Betram,
2004 and Cohen et al, 2011). These writers suggest that the size of the sample depends on the
purpose of the study, nature of the population under scrutiny and level of accuracy required,
to mention but a few. In addressing the research posed by this study and for the purpose and
time allocated for this study the size of the sample was four school principals in Imbali ward
of Umgungundlovu District in the kwaZulu-Natal province. Two principals were from

primary schools and one principal from high school with different quintile status to represent
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different socio-economic contexts of the schools (Radenmeyer, 2007). The quintile status of
the school provides an indication of the socio-economic status of that school. The socio-
economic status in turn indicates whether the school is under-resourced or not. The least
privileged schools have a low quintile (quintile 1-2) and privileged schools have a higher
quintile (3-4). It must be noted that the sample consists of only male participants. The reason
behind this is that when | approached female principals they were not prepared to become
participants, some said that they did not have time for interviews and some said they did not
understand the research so they preferred not to be part of something they did not understand.
Thus, as a researcher with my understanding of the fact that research is voluntary and
autonomous (Betram, 2004 & Cohen et al, 2011), | decided to work with the participants who

were willing to be part of the study.

3.3.2 Sampling Method

This study employed a purposive sampling method since it sought to make a specific choice
of participants (Cohen et al, 2000; Cohen et al, 2011; Betram, 2004). In this case the choice is
made specifically to find the views of primary and secondary school principals. This study
also intends to access participants who are regarded as having in-depth knowledge of the
particular issues being researched in this study (Ball, 1990). This sample is regarded as
information-rich participants for the study since they are principals themselves and are aware
of the issues affecting principals (Greeff, 2005). The participants are also experienced since
they have been principals for more than a decade now. Nevertheless, it is noted that this kind
of sample will not provide generalizable findings since participants were all males. The
participants did not represent the whole population of principals fully, but that was not the
primary concern of the study. The study rather aims to acquire in-depth information from

those principals who are in the position to provide it (Cohen et al, 2011).

3.4 Data Collection Methods

In addressing the research question of this study, a multi-method approach was undertaken to
obtain data. According to Cohen et al. (2011) using more than one method of data collection
is referred to as multi-method approach. | decided to use this approach because | wanted to

enrich the data that | collected. The methods chosen to collect data reflect an attempt to
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understand the views of principals regarding professional development in relation to teacher

leadership. These methods include interviews and document analysis (review) and are

tabulated below as follows:

Source of data Data Collection | Data Collection | Data Collection Technique
Method Instrument

School Principals | 1. Interviews 1.Interview Semi-structured face to face
(primary data Schedule interviews using a tape
for this study) recorder and field notes
2. Document 2. Analysis Thematic (content)Analysis
Analysis Guidelines
(secondary data
for this study)

Figure 3.1

3.4.1 Interviews

In this study | used interviews as a primary method of collecting data. An interview in
research, is described as a structured conversation between the researcher and participant
where a researcher designs particular structured guestions and use them in a conversation to
obtain particular information from the participant (Cohen et al, 2000; Betram, 2004). In
research, interviews are used to get in-depth information from the participants about a
particular issue (Dyer, 1995 & Cohen et al, 2011). The interview is a flexible tool used to
collect data and it enables multi-sensory channels to be used including: verbal, non-verbal
(gestures, eye-contact), spoken and heard (Cohen et al, 2011). Interviews were suitable for

this study because I intended to capture all these senses during the interview.
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3.4.1.1 Semi-Structured Interviews

This study used semi-structured face-to-face interviews as a technique for data collection
since the researcher used predetermined research questions to obtain data. Structured open-
ended questions were used to provide open-ended unstructured responses (Cohen et al, 2000;
Betram, 2004). | used semi-structured interviews to allow all participants to respond to the
same set of questions in order to increase level of comparability of their responses (Cohen et
al, 2011). Semi-structured interviews also allowed me the space to seek clarity of the
participants’ responses and probe and make follow-up questions into specific lines of enquiry
(Niewenhuis, 2007). Since the study sought in-depth feelings of the participants and to gain
access to hidden data that does not emerge in other methods such as document analysis, semi-
structured interviews proved to be best suitable for this purpose. This technique became
particularly relevant to my study in that it was flexible and allowed me freedom to rephrase
and paraphrase research questions when the need arose. These types of interviews seemed to
fit with the purpose of the study and also gave me the best chance for the collection of strong
and rich data for the study. The duration of the interviews was about thirty to forty (30-40)
minutes depending on the pace of the conversation since some of the participants took time to
respond while others were a bit faster.

3.4.1.2 Interview Schedule

An interview schedule was used as a data collection instrument in this study in order to
record all the questions which the researcher asked the participants during the interviews. The
interviews comprised of open-ended questions only since the study intended to gain insight
into the issues of concern which would not be possible if closed-ended questions were used.
Mixed questions were used in the study and were categorized into demographic, background,
experience, knowledge, descriptive as well as contrasting questions (Sprandley, 1979 &
Patton, 1980). The interview schedule also comprised direct and non-specific questions
which allowed respondents to give factual as well as opinion based responses
(Tuckman,1972). The first section of the interview schedule comprised of the questions that
related to the biographic and demographic information of the participants. This information
was crucial for the study since it provided the participants’ profiles. These profiles provided

valuable information for the study which enriched the data collected.
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3.4.1.3 Tape Recorder and Field Notes

During interviews a tape recorder and field notes were used to collect raw data. Since
interviews were the primary method of data collection | used in the study, it became
imperative that | captured every word uttered by the participants during the interviews.
Consequently, I used a tape recorder in order to capture the exact words of the participants,
verbatim (Betram, 2004, Cohen et al., 2011, Rule & John, 2011). It also assisted me to avoid
any distortions which might have occurred if I used another instrument (Miles & Huberman,
1994). | also used field notes in order to record other observations which could not be
recorded by the audio tape such as facial expressions and gestures. | also used it to record
dates of the meetings attended, and some contextual thoughts about the school which were
useful to the study (Betram, 2004). Both these instruments enhanced the quality of data that
were collected during the study.

3.4.1.4 Document Analysis (review)

Document analysis was used as a secondary method of collecting data. It was used in order to
support, verify, confirm and enrich data collected using interviews in this study. The
researcher analysed school documents that were relevant to professional development
programmes particularly those that dealt specifically with teacher leadership. Such
documents included: staff development policy, records of evidence regarding delegation of
power, school departmental policies, Integrated Quality Management Systems (IQMS)
records which contained matters of diagnosis of developmental needs and feedback on
development done, staff minutes containing records of teacher professional development
issues. Studying the documents gave me the opportunity to find out that the principals in their
schools were trying to expose teachers to development programmes to a particular extent. |
also learnt from the documents that the principals themselves were involved in various
development programmes that are aimed at sharpening and improving their own leadership
and management skills and knowledge. The details of my findings follow in chapter four
where | will discuss them. Analysing the documents was of great value to the study as it
provided me with insight on the association of the institutional context and the exposure of

the principal to professional development programmes.
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3.5 Triangulation

Triangulation in research refers to the use more than one methods of collecting data (Cohen
et al, 2011 p. 195). In this study triangulation was ensured by using multi-methods including
the interviews and document analysis. Various documents were used and reviewed in order to
ensure that evidence was obtained to confirm and verify what transpired in the interviews, as
mentioned above. The different documents analysed were also meant to enrich the data.
Triangulation attempts to provide a full explanation of the perceptions of principals regarding
their own professional development by studying them from more than one angle (Cohen et al,
2011). The specific type of triangulation used in this study was methodological triangulation
in that the same methods (interviews and document analysis) were used in different occasions
and contexts (different school principals in their different school contexts). This implied that
in this study similar interview schedules were used to interview different principals and
similar documents (like Integrated Quality Management System documents (IQMS) records,
staff development policy, staff meeting minutes) from different schools were gathered and
analysed. This approach had provided a rich and complex data which had enriched the
findings of the study. Interesting findings also emerged through the use of variety of the
documents coupled with in-depth interviews to enhance the richness of the data collected.

3.6 Data Analysis Methods

| used qualitative methods of data analysis since this was a qualitative study. At this stage of
research, data was recorded, integrated, transcribed, coded and categorized into common
emerged themes. | used a thematic data analysis method as advocated by McMillan &
Schumacher (1993); Cohen et al. (2011). The approach of the analysis was deductive in
nature in that the researcher had a clear theoretical framework before the study was
conducted and was used to analyse the data collected (Betram, 2004). | also analysed drawing
on Miles & Huberman (1994, p. 11) that data analysis activities should include data
reduction, display and drawing of conclusions, which will follow in chapter four. For the
purpose of this study | used data reduction since it involves the collection of data according to
the boundaries of the theoretical framework of the study and research questions. It also
involves organizing data and sorting it into categories then looking for relationships between
those categories, which is what | did in this study (Betram, 2004; Cohen et al., 2011; Rule &
John, 2011).
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In the case of data obtained using documents, data was analysed using analysis guidelines as
an instrument as well as content analysis as a technique in which themes and patterns were

used to make sense of the data collected (Betram, 2004).

3.7 Ethical Considerations of the Study

All participants were asked to give their informed consent prior to the commencement of the
study, during my first visit to the school. This was done after everything had been explained
to them about the study including the main and subsidiary questions as well as the objectives
which were also clearly unpacked and simplified for the participants so that they became
aware of what exactly was expected of them during the research process. | tried to be as
explicit as | could to the participants about all the aspects of the study. | also assured all
participants that pseudonyms were going to be used instead of their real names and their
schools in order to ensure that anonymity of participant’s identities as well as confidentiality
of the whole process was maintained (Cohen et al., 2011 & Betram, 2004). Another aspect of
ethics that needed to be respected was the autonomy of the participants in the study in that
participants were allowed to withdraw at any point they felt like doing so since they
voluntarily participated (Betram, 2004 & Mouton, 2001), | also explained this to all the
participants. Since interviews were used as the method of collecting data in the study,
participants were informed in advance that field notes would be taken and that the tape
recorder would be used. I also informed all the participants in advance that the study aimed to
provide information for future research and also to form the basis for understanding the
context they work in as well as their practice in relation to teacher leadership. Participants
gave their informed consent after everything was explained to them and their concerns were

addressed prior to the commencement of the study.

In order to ensure that 1 complied to the ethical standards of research, | allowed the tape
recorder to capture every word from the participants without interfering. At the end of each
interview, | re-played the tape to the participants so that they could be assured of the exact
words that were captured and they also got a chance to verify and confirm the accuracy of

the data collected.
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3.8 Ensuring Quality of the Research Study
3.8.1 Reliability and Validity

Literature reveals that it is difficult to generalize findings in a qualitative study (Betram,2004;
Cohen et al., 2011; John & Rule, 2011). Nevertheless, reliability and validity of the study can
be improved (Betram, 2004. pp 70-71). Internal validity in this study was improved by
allowing participants to read their interview transcripts and listen to the tape recorder in order
to confirm accuracy. The researcher also maintained content validity by ensuring that
interview questions covered the area relating to research question in order to achieve research
objectives. Construct validity was also improved by ensuring that concepts which were core
to the research question were unpacked, simplified and defined thoroughly so that
participants understood them the way they were supposed to. Reliability was achieved by

ensuring that data were coded accordingly (Mouton, 2001; Betram, 2004).

3.8.2 Trustworthiness of the findings

| used multi-methods from interviews and relevant documents in order to compare and
confirm the findings obtained through these methods. Interviews were used as a primary
research method and document analysis was used in order to confirm data from the
interviews. This strengthened triangulation of evidence and that in turn enhanced the
trustworthiness of the research findings. This was achieved by using both methods across all
participants. All participants were also asked the same questions in the same order as they
appeared in the interview schedule. The only thing that differed was the manner of probing
which depended on the manner in which participants understood questions and responded to
them and also the extent to which they elaborated and clarified their responses. All questions
that appeared in the interview-schedule were written in simple English and participants were
asked to seek clarity whenever they felt they did not understand the question. Ambiguity was
avoided as far as possible in all the questions. To further ensure the quality and authenticity
of data collected, transcripts were taken back to the participants so that they could confirm
accuracy before analysis was done. School documents that were analysed were those relating
to professional development and development policies. Similar documents were requested

from all principals.
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Since the study was qualitative in nature, the issue of generalisation of the findings could not
be made possible but transferability could rather be possible as an alternative (Guba, 1981,
John & Rule, 2011). This implies that the findings of the research study in question could be
transferable to a similar context in future. | also intend that the findings of the study be used

to pursue further study using the gaps that could be identified in it.

3.9 Limitations of the Study

Like any other study, this study has “certain limitations” (John & Rule, 2011 p. 110). Some
limitations of this study related to the nature of the study itself whereas some related to the
researcher and the context in which the research took place. In the first place and in relation
to the nature of the study, the size of the sample was small since it was designed to be small-
scale qualitative research. Therefore, the findings would not be generalized but transferability
is possible in that its findings could be used to provide useful information about principals’
views and experiences which would assist future researchers. My intention was not to
generalise the findings but was to contribute to the studies done in this area. Such findings
could also be used in future in similar contexts to provide interventions to support school

principals in the area of teacher leadership if a need arose.

Secondly, the issue of time allocated to conduct this particular study posed some limitations
in terms of the scope of the study. This reflects that the number of participants chosen was
limited and the issues of convenience, distance and accessibility also had impact on the
choice of the sample and its size. Another limitation was that the researcher was a post level
one educator who had to interview principals. This impacted on the study because principals
seemed reluctant to disclose their practice to me, as a researcher, it was like they told me
what | wanted to hear. Nevertheless, | tried to make principals feel at ease by telling them
that the study was not about them personally but rather about their experiences and views
relating to their practice. Moreover, one of the participants was the principal of the school
where | teach, so | felt he was not giving the honest information he was going to give to
someone from outside our school particularly with regards to his own practice. However, |
tried as much as possible to probe until he was able to talk freely. Another challenge was that
the participants comprised of only male principals and this means that the females’ views

were never obtained since there was no participant from the female side.
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Some documents analysed contradicted what the principals said during the interviews. In
some policies there was no clear mention of the specific professional development

programmes Yyet the principals stated that everything was documented.

3.10 Significance of the Study

In conclusion, the literature reviewed in this study suggests that professional development in
schools is essential especially for principals. This is because if principals are empowered
through development, it becomes contagious to the rest of the staff if the principal is
adequately empowered through professional development (De Villiers & Pretorius, 2010;
Msila & Mtshali, 2011; Pinchot & Pinchot, 1993; Steyn, 2011). Since there has been a shift
from a centralized leadership to a more decentralized kind of leadership that is characterized
by shared-decision making and shared vision as well as parallel leadership (De Villiers &
Pretorius, 2010, p. 575), principals are faced with a challenge to ensure that this practice is

implemented in their schools.

It was the above factors that motivated the researcher to undertake this study. The researcher
felt it was necessary to conduct the study in order to find out the views of principals with
regards to their professional development needs in relation to promoting teacher leadership in
schools. The researcher wanted to get principals perceptions on what they regard as
significant skills and knowledge that would assist them to encourage teacher leadership in
schools. The researcher wanted to uncover what principals regard as important skills that they
need to have in order to be in a better position to promote teacher leadership in schools. A
research design is a blueprint or step-by step plan of how the researcher intends to conduct
research (Mouton, 2001) and systematically collect and analyse the data that is needed to
answer the research question (Betram, 2004). This is a small scale qualitative study
positioned in an interpretive research paradigm in which a qualitative research design
(Nieuwenhuis in Steyn, 2011 and Cohen et al, 2011) is selected since the researcher sought
an in-depth understanding of the principal’s views on their own professional developmental
needs in order to promote teacher leadership in schools. The study employed an interpretive
approach (Cohen et al, 2011) in order to obtain the principals’ views, understanding and
experiences regarding their professional development in relation to teacher leadership.
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3.11 Conclusion

This chapter presented the manner in which the study was carried out. It began by giving the
sample size, which comprised of four principals from Imbali ward. Purposive sampling was
used as the sampling method since the participants were chosen deliberately. The chapter also
presented the data collection methods which were semi-structured interviews and document
analysis. During the interviews, tape recorder was used in order to ensure that the data were
captured accurately as far as possible for analysis purposes. The chapter also presented the
manner in which data were analysed using relevant analysis guidelines. The ethical
considerations were also presented in the chapter where anonymity and confidentiality of the
study were ensured through the use of pseudonyms and safe keeping of research findings,
transcripts and tape recorder. This section also revealed how the quality of the research and

research findings was ensured through reliability, validity and trustworthiness of the study.
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CHAPTER FOUR
PRESENTATION AND ANALYSIS OF DATA
4.1 Introduction

This chapter presents, discusses and analyses the data obtained from the interviews and
documents of the research sites and respondents. The list of research instruments used in the
study are included in the annexure section in the form of the interview schedule and list of
relevant documents that were analysed. The purpose of the chapter is two-fold in that it starts
by presenting data collected and then moves to the analysis and discussion of the data. The
presentation of data commences by providing some biographic and demographic information
regarding the participants. This is done in order to give an indication of what kind of
participants were involved in the study, what kind of contexts they work in and how long
have they been in their positions as principals which will in turn inform the way they respond
to some of the field questions. Presenting the biographical and demographical information of
the participants was essential for this study since it gave more insight to the reasons why
principals responded in the way that they did. It also informed some of their practices and the
way they handle issues of professional development and teacher development which are core
to the study.

Participant Code | Qualifications | Employment Status | Experience as Principal | Gender | Age
Principal A M+5 Permanent 20 Male | 51-60
Principal B M+6 Permanent 15 Male | 51-60
Principal C M+5 Permanent 18 Male | 51-60
Principal D M+6 Permanent 23 Male | 51-60

Figure 4.1: Biographic details of participants

4.2 Biographical Information of the Participants

As mentioned in chapters one and three of this study, four participants were used. All the
participants were school principals, two were from primary schools and the other two were
from high schools. All participants were males and Black Africans. They all work in

township schools. They all have been principals for more than a decade. To be specific, two
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of them (one from a primary school and another from a high school respectively) have been
principals in the same schools for more than twenty (20) years. Another principal from a high
school started at a primary school where he remained for more than ten years. He has been in
a high school since 2007. The last one from primary school has served as a principal in that
school for at least twelve years. In terms of academic qualifications, two principals (one from
a high school and the other from a primary school) hold Master of Education degrees. The
remaining two hold Honours degrees in Education and the one from the high school is
currently studying for his Master of Education degree. Three of these participants were
principals during the apartheid regime and they are aware of what schooling was like before
the democratic era. All of these principals have received training in the ACE-SML
programme. The principals holding Master in Education degrees have specialised in
Leadership and Management and Teacher Development respectively. The one at Honours

level has specialised in Curriculum studies.

4.3 Demographic Information of the Participants

All four principals were from the Imbali circuit within Umgungundlovu District in the
province of Kwa-Zulu Natal. Three of them have worked in the same circuit for the past
decade except for one who recently joined the circuit in 2012 