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ABSTRACT

Purpose: The goal of this inquiry is to indicate which imdlual, organisational and
external environment factors contribute to a bettederstanding of the well-being of

Flemish primary school principals.

Findings: The quantitative and qualitative outcomes sugdedtwell-being is a complex
psychological phenomenon affected by a myriad ofdig. The analyses indicate that
general self-efficacy and achievement orientedrass significantly correlated with
several aspects of positive (i. e. job satisfacaad job enthusiasm) and negative well-
being (i.e. cynicism and personal accomplishmemih respect to school culture and
structural characteristics, very weak almost ndglkgeffects are noted. In addition, the
analysis demonstrates the significant role schoaldbs fulfill in explaining both positive
and negative well-being. Finally, the role of cahggovernment in generally is found to

affect well-being in a negative way.

Methodology: Data from a representative sample of primary schooFlanders (N=46)
were gathered through questionnaires (principald teachers) and semi-structured

interviews (principals).

Implications: The findings of this paper provide important infation for policy makers

concerned with the improvement of the well-beingimary school principals.



Originality/value of paper: Although prior research investigated the influenale

different antecedents on well-being, several littotes in method and conceptual
framework yielded information of which the usefudsemust be considered tentative
(Ross, 1999). In this inquiry an attempt is madeot@rcome these limitations and
contribute to the literature in a double way: (1)isT study adopts a concurrent mixed
method approach of data collection; (2) Well-beiisg examined from a positive
psychology (job enthusiasm and job satisfaction) aegative psychology approach
(burnout), whereas prior research almost exclugilaked at the negative pole of well-

being.

Key words: primary school principals, well-beingixed method approach.
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INTRODUCTION

Considerable research continues to demonstrat@itio¢al position of principalship in
school management (Deves$ al, 1998; Griffith, 1999; Hallinger, 2003; Leithwoaat
al., 1996; Leithwood and Jantzi, 2000). Through thefluence on school climate and
teachers functioning, principals have an indiréf#ad on pupils and teachers well-being
(Hallinger, 2003; Hallinger and Heck, 1996). Be@tlse crucial position they hold, it is
of absolute necessity that principals function @ffely. Johnson and Holdaway (1991),
for example, found that the effectiveness of ppats and schools is associated with
higher levels of job satisfaction.

Over the past decade, the changing nature of #mifh education landscape made the
principal’s role increasingly complex (Vandenbergbe al, 2003). According to
Vandenberghe (1992), school principals operate ¢ordginuous changing and turbulent
policy environment being shaped by three potegtiadinflicting sources. First, there is a
decreasing set of regulations coming from the e¢gmvernment. Second, co-ordinating
bodies are assuming an important role through t@relopment of ‘explanatory’ drafts
of these regulations that incorporate their owneexations. Third, the school board
continues to hold the principal responsible for thmgplementation of regulations and
expectations generated at the local school levabriton (1996) stated that such
increased complexity and responsibilities for ppats may lead to stress-related iliness.
Accordingly, the study on principals’ well-beinga$ utmost importance, as the effective
functioning of the educational system partially eleghs on it. Recent signals, however,
report feelings of dissatisfaction, overload andrkMmad among elementary school
principals (Devos and Vanderheyden, 2002; Vandefteszt al, 2003). Therefore this
study investigates the antecedents of positive ardative well-being among a

representative sample of Flemish elementary sghriredipals.



TRENDS IN PREVIOUS RESEARCH, DEFINITIONS AND CONCEP TUAL
FRAMEWORK

1. Dominant focus of prior research on the negativeersus positive perspective of
well-being

So far, research about principals’ well-being haslusively focused on the
negative pole (Carr, 1994; Gmelch and Torelli, 1964eenet al, 2001; Lim, 1995;
Thornton, 1996; Tichatonga, 1999).

Instead of this limited emphasis, researchers @& ltoader area of well-being
have recently extended their interest to the pasigole of workers’ well-being. Little
attention has been paid to this positive side df-b&ing among principals (Schaufel
al., 2002). The emerging interest for this positive giglitects a trend toward a “positive
psychology”, which focuses on human strengths grtanal functioning rather than on
weaknesses and malfunctioning (Seligman and Csikekalyi, 2000). The central
emphasis of this approach is feelings of engagendealication, and satisfaction related
to the job. Because of the current lack of thisetgp positive well-being research among
school principals, this inquiry simultaneously doess the positive and negative pole of
well-being. In adopting both perspectives we hapedentify those factors that have a
positive and negative influence on well-being, $@ttrecommendations could be

formulated to improve the future well-being of sohprincipals.

1.1 Burnout as an important facet of the negative gle of well-being

Because of the ever increasing demands placed inaigals often resulting in
higher stress levels, and the fact that severalbrebers have found high stress to be an
important predictor of burnout (Friesen and Sarf®#89), burnout is considered as a
major indicator of negative well-being.

Although the term burnout conjures up different megs for different
individuals, it is a stress-induced problem commamong members of helping
professions such as teaching, social work, humasourees, nursing and law

enforcement.



It is a condition that occurs over time, in otheords a condition that is not
anchored to a specific point in time (Buelegtsal., 2006). In browsing the literature
several definitions of burnout emerge (Carroll avidite, 1982; Dworkin, 1987; Maslach
and Jackson, 1986). In this inquiry the Maslachceptualization is used because of the
strong alignment that exists between the concemtefwhition of burnout and the items
designed to measure the construct (Maslach anddack986).

Burnout is comprised of three dimensions: (1) eomal exhaustion, (2)
cynicism/depersonalization, and (3) personal acdisimpent. The first key aspect of the
burnout syndrome is increased feelings of emotieadlaustion. As their emotional
resources are depleted, workers feel they are mgeloable to give themselves at the
psychological level. The second aspect is the dgweént of negative, cynical attitudes
and feelings about one’s clients. This may leadlébumanization: the perception of
clients as deserving of their troubles/problemsafiRy1971). Depersonalized principals
may treat students and teachers like objects @l kem rather than using their names
when referring to others. The third aspect persanabmplishment describes feelings of
competence and succesful achievement in one’s witkkpeople. Principals with a low
sense of personal accomplishment evaluate thenssehagatively and become
dissatisfied with their accomplishments on the job.

1.2 The positive side of well-being: job satisfacin and job enthusiasm

In his comprehensive work on well-being, Warr (1p8istinguishes three types
of affective well-being: (1) stress/burnout, (2pjeatisfaction and (3) job enthusiasm.
The first type is considered as a component of thegavell-being, whereas the latter
two concern positive well-being.

Since Hoppock’s (1935) pioneering work, the studyjadb satisfaction, or an
individual's affective reaction to a job or its nyafacets, has been of great interest to
educational researchers (Thompsnal, 1997). Prior studies of job satisfaction have
been premised on a wide range of theoretical mgdelsnson and Holdaway, 1991). In
this inquiry job satisfaction is based on the ‘RaBatisfaction Theory’ (Lawler, 1973)
and ‘Locke’s Comprehensive Value Theory’ (1976) asférs to an individual's positive

emotional reactions to a particular job.



It is an affective reaction to a job that resuttari a person’s comparison of actual
outcomes with those that are desired, anticipatedieserved (Wanous and Lawler,
1972). Furthermore, satisfaction is conceived inmge of different facets of an
individual’'s job (Lawler, 1973). Therefore overddlb satisfaction is a compilation of
feelings of satisfaction on an array of facets.r&ples of facets include work load, job
security, working conditions, compensation, statusl prestige of job, supervisor-
subordinate relations, and etc.

The second component of positive well-being in thiguiry ‘job enthusiasm’ is
assumed to be the positive antipode of burnoutagKaslach and Leiter (1997) put it:
‘Energy, involvement and efficacy — these are diogaposites of the three dimensions of
burnout.” We define job enthusiasm as a positivéllfng, work-related state of mind
that is characterized by (1) vigor, (2) dedicataod (3) absorption (see also Schaudéli
al., 2002). Vigor is characterized by high levels obrgy and mental resilience while
working, the willingness to invest effort in on&t®rk, and persistence also in the face of
difficulties. Dedication is characterized by a sen$ significance, inspiration, pride, and
challenge. Absorption is characterized by beintyfabncentrated and happily engrossed
in one’s work, whereby time passes quickly and bas difficulties with detaching
oneself from work. In this inquiry job enthusiass measured as one single global
construct rather than three separate component® #ie development of a measurement
instrument that distinguishes these dimensionstilk is its preliminary stages and

therefore requires some further validation.

2. Dominant focus of prior research on simple selfeport and quantitative quick
measure approaches

A review of past research on stress among prirgi@aleals information of which
the usefulness must be considered tentative (R888). According to Carr (1994) the
significant flaws in the methodologies of previaesearch have created an ambiguous
picture of the stressfulness of a school princgpgbb. Most studies concentrated on
simple self-report and quantitative/quick measuppraaches and therefore are likely

suspect to common method variance.



Common method variance occurs when data repregethindependent variables
and independent variables come from the same rdspbmising similar methodologies,
and forms a serious threat to the validity of fimgh (Podsakoff and Organ, 1986).
Furthermore, as McGrath (1982) stated that althatigd almost impossible to do an
unflawed study, it is essential to obtain corrotioga evidence from using a mixed-
method approach (Creswell, 2003; Scandura andaiiffi 2000). In adopting a mixed-
method approach the strengths of quantitative araditgtive strategies are combined,
resulting into more reliable and valid findingsheFefore, our inquiry collected data from
three sources, so that the chance of common metrahce was significantly reduced.
The three data sources included were: (1) quesices administered from 46
elementary school principals; (2) interviews adsteied from the same group of
principals; and (3) questionnaires administerednfrteachers working in those 46

schools.

3. Conceptual framework

A myriad of theoretical models are at the reseatshdisposal to examine well-
being among school administrators (Gmelch and Gag38; Gmelch and Torelli, 1994;
Hackman and Oldham, 1976; Ivancevich and Matte@002; Karasek and Theorell,
1990; Kochet al, 1982; McGrath, 1976). All these models have twpartant
components in common: (1) individual factors of Meding and (2) environmental
factors of well-being.

Based upon a pilot study conducted among 10 sghrimtipals and an extensive
literature review of those variables most likelyinuence the principal’s well-being, we
only included those variables based upon followgniteria: (1) well-validated measures
of the variable exist; (2) construct validity eunde for the variable is demonstrated; (3)
and there appears to be an empirical or theoragtationship between the construct and
well-being. Accordingly we distinguished three larcategories or sources of well-being:
(1) individual factors, (2) organisational fact@rsd (3) external environment factors. In
Figure | our conceptual framework is depicted. Widispect to the first category we
included several personality traits (i.e. selfadfiy, Type A personality, locus of

control).



At the organisational level we distinguished thke rof the school board, school
culture variables, the well-being of teachers atmdctural characteristics. Finally, the
external environment factors involve the role of/gmment. In the following paragraph

an overview is presented of the relationships e$¢hvariables with well-being.

Insert Figure | About Here

3.1 The key role of individual level factors in prncipal’s well-being

Some people experience a higher level of well-béag others. They can adapt
their behaviour in such a way so they are bettér sthcope with stressful conditions or
situations. Personality traits or personal resaui@e found to affect the appraisal of
stressors. Traits such as (1) self-efficacy, (2usoof control and (3) Type A-behaviour
are considered as the most important personalityoifa that influence well-being
(lIvancevich and Matteson, 2002).

3.1.1 Self-efficacy.

Self-regulatory systems lie at the hart of humamabeur and functioning
(Bandura, 1991). One of the most important selts&gry mechanisms is self-efficacy.
Self-efficacy is conceptualized as beliefs in oregpabilities to mobilize the motivation,
cognitive resources, and courses of action needethdet given situational demands
(Wood and Bandura, 1989). Individuals with highdksvof self-efficacy feel confident in
their abilities in their job performance. Furthemmdhey are more likely to perceive
potential stressors as challenges and opportunitegber than threats and problems.
Those with low levels of self-efficacy, on the atheand, are less confident in their
abilities and more likely to assume they will fallccording to Judge and Bauer (1997)
generalized self-efficacy should affect job satiffan through its association with

practical success on the job.
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Because individuals with high self-efficacy dealrmeffectively with difficulties
and persist in the face of failure (Gist and MitEhE992), they are more likely to attain
valued outcomes and thus derive satisfaction fitoeir jobs. The existence of a positive
relationship between self-efficacy and job satisfechas also been confirmed in a meta-
analysis (Judge and Bono, 2001). Furthermore, &rnational study carried out in
Australia, England, New Zealand and the USA, caetl that school executives
recorded great satisfaction from professional affyc(Scott and Dinham, 2003).

In sum, school principals with higher levels offsafficacy are more likely to
experience higher well-being compared to their tengarts with a lower degree of self-
efficacy.

3.1.2 Locus of control.

Individuals vary in terms of how much personal wspbility they take for their
behaviour and its consequences (Spector, 1988koticerns people’s generalised
expectancies that they can or cannot control regefoent in their lives. People who hold
expectancies that they control reinforcements areidered to be internals, and people
who hold expectancies that outside forces or lwrkrols reinforcements are considered
to be externals. In the general research field elt-being substantial attention has been
devoted to the effect of locus of control. It hagb noted that internal control beliefs are
an important component of emotional adjustment amtity to handle stress in general
life (e.g. Kobasaet al., 1982) and at work (Spector, 1982; 1988; Spectdr@iConnell,
1994). In short, research supports the notion ititatnality is associated with positive
well-being (Spectoet al.,2002), and that principals with a higher levelrgérnal locus
of control are more likely to experience higher jsdtisfaction and less stress (Lim,
1995).

11



3.1.3 Type A behaviour.

Friedman and Rosenman (1974) describe Type A behbiags an action complex
that can be observed in any person who is aggedgsinvolved in chronic incessant
struggle to achieve more and more in less andtiees and if required to do so, against
the opposing efforts of other things and other gess Some of the overt symptoms of
type A behaviour are induced explosiveness, aaelerspeech, high achievement
ambitions, heightened pace of living, a tendencyaimpete with others, impatience with
slowness, free floating hostility, and the genexapearance of tension (Booth-Kewley
and Friedman, 1987; Ganster, 1986).

Type A personality has received considerable attent stress literature (Jamal
and Baba, 2003; Spector and O’Connell, 1994). Bogdifindings indicate that Type A
behaviour is correlated with job stressors (Gandi@86; Spector and O’Connell, 1994)
and strains (Jamal and Baba, 2003; Newton and Keé&8&0).

Although the majority of existing research with fhgpe A construct has treated it
is a unidimensional construct, substantial researgtlence suggests that Type A is a
multidimensional construct (Edwaras$ al., 1990; Everset al., 2000; Jamal and Baba,
2003). In this inquiry Type A behaviour is treat@sl a multidimensional construct that
falls into three factors: (1) degree of impatiemciability; (2) degree of achievement
orientation; and (3) degree of competitiveness.eBdvstudies have demonstrated the
different, often opposite effects of these comptsmie@m well-being measures (Gmelch
and Gates, 1998; Spector and O’Connell, 1994; Jam@lBaba, 2003). In the Gmelch
and Gates (1998) study, conducted among 656 sghoaipals, opposite relationships
were found for competitiveness and achievementntgdness. A slight but negative
relationship was found with physical health, wherehievement orientedness was
positively correlated with health. Furthermore,asifive relation was observed between
competitiveness and emotional exhaustion, a negatation between achievement
orientedness and emotional exhaustion, and finallypositive correlation between
achievement orientedness and personal accomplighrirersum, it is expected that
school principals who get easily impatient or areryv competitive focused will
experience more negative well-being, whereas tdse are achievement oriented will

experience higher positive well-being.
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3.2 The key role of organisation and environment f&ors in principal’s well-being

“No man is an entire island to itself; every maraipart of the whole”. In other
words, principals are a part of a larger interpeatsystem. Their people oriented job
characterized by the art of working with teachganing public approval, coping with
rules and regulations imposed by governments, #@r@ati®nal and environmental
conditions that affect their status of well-beinig. McGrath’s model (1976) two
subsystems are distinguished, which help to exgle@remergence of occupational well-
being due to situational conditions.

One of these subsystems involves the physical @mvient which provides the
context within which the worker carries out histmr duties. This system can produce
several sources of negative and positive well-besogh as level of autonomy, skill
variety, work load, task difficulty and task amhbigu The second subsystem, social-
interpersonal subsystem, defines the social framkewathin which the focal person
interacts with superiors, subordinates and pead,is characterized by role ambiguity,
role conflict, role overload and support as potdrégntecedents of well-being.

In addition to being part of these systems, prialsiare submerged in a complex,
continuously changing, and turbulent policy envimamt (Vandenberghe, 1992).
Therefore research on well-being of principals $thawt be limited to an analysis of the
school principal detached from the context/envirentrin which he/she operates. In this
inquiry environmental or situational characteristare classified into two groupings of
variables: (1) a set of factors that are assocmitdthe internal school organisation, and
(2) external factors that affect internal schoajasisation and define the boundaries of
the internal policy framework adopted by schoolse Tirst set of factors involves school
culture, structural characteristics of the orgaisa the well-being of teachers, and the
role of the school board. The second set of factfes's to the role of government. In the
next paragraphs we will discuss how these factetsictural characteristics, school
culture, well-being of teachers, and the role ¢fost board and government) relate to the
school principal’s well-being.

13



3.2.1 Organisational culture and the well-being ofeachers.

In management literature organisational cultureoisceptualized as the cognitive
lens (i.e. schema) through which people interpret attach meaning to organisational
relevant stimuli (James and James, 1989; Jambeal., 1990). These meanings and
perceptions, in turn, influence the attitudes arpeetancies of what is rewarded and
punished in an organisation, thus indirectly affegtattitudes and behaviour in the
organisation. Several educational researcherslatedsthis concept into ‘school culture’,
taking into account the specifics of the schootisgt(Hargreaves, 1995; Maslowski,
2001; Schein, 1992). In this study, school cultisrelefined as “the basic assumptions,
norms and values, and cultural artifacts that draresi by school members, which
influence their functioning at school” (MaslowskiQ01; pp. 8-9). In other words, school
culture can be considered as learned assumpticarediy group members (Schein,
1992), assumed ways of doing things among comnasgndf teachers who have had to
deal with similar demands and constraints over magays (Hargreaves, 1995). A direct
consequence of this rich research tradition is éheergence of school culture as a
multifaceted concept composed of different dimemsi¢Devoset al., 2004; Hoy and
Tarter, 1997; Maslowski, 2001; Staessens, 1990eNaleet al., 2006). In this inquiry

school culture is comprised of five facets:

(@) Goal orientednesseflects to what extent the school vision is diear
formulated and shared by the school members.

(b) Participative decision-makingeflects to what extent teachers participate
in the decision-making process at school, andespansible for their actions.

(c) Innovativenesseflects to what extent school members adapt tek@s to
change, and have an open attitude towards eduahtiorovations.

(d) Leadershipreflects to what extent the principal engages ippsttive
and/or instructional behaviour

(e) Cooperation between teachersflects the level of formal and informal

relationships
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In short, school culture permeates everything withischool: “the way people
act, how they dress, what they talk about or avaiking about, whether they seek out
colleagues for help or don’t, and how teachers &belut their work and their students,
and etc. (Deal and Peterson, 1999). Several studiairm the significance school
culture plays in enhancing school effectivenesscind Marcoulides, 1996; Levine and
Lezotte, 1990; Sammons et al., 1995). Sergiova?dd§) suggests that healthy school
cultures and the well-being of teachers can leademtanced commitment and
performance that are beyond expectations. Furthermothe more general management
literature it is shown that strong, healthy cultutbat emphasize fraternal relationships,
respect for individual members, foster flexibilayd spontaneity are more conducive to
create a climate of well-being (i.e. degree ofs$atition about job and school), compared
to cultures that emphasize order, control, and eggiveness (Lund, 2003; Nystrom,
1993; Schellenbarger, 2000). In other words, iteigpected that school cultures
characterized by strong participation in decisioaking, innovativeness, supportive
leadership, strong cooperation between teacheed, @ntedness, as well as the well-
being of teachers (i.e. degree of satisfactioneaichers about their job and school)

contribute to a higher level of principal well-bgin

3.2.2 Structural characteristics.

Besides the central role of school culture, we m&sdhat several structural
characteristics of the organisation (i.e. schomé,snumber of school settlements and
characteristics of student population) also contgbto a better understanding of the
principal’'s well-being. In the Flemish educationttisyy funding of schools strongly
depends on school size (i.e. the number of studehisol counts). Larger schools receive
substantially more financial means to operate #ffely than smaller schools. In
consequence, principals of smaller schools havefleancial breathing space than their
colleagues of larger schools. This situation (aek of financial funds due to school size)
according to a survey study conducted among 2,28®ipals in the United States is
considered as one of the most stressful aspectsciassd with the job of school
administrator (Glasset al.,2000). Also an immediate outcome of school sizbésdegree

of administrative support, which is in general mst®ngly developed in larger schools.
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Such substantial support can significantly redbeework load experienced by principals
due to red tape. In other words, the more studarattendance at the school, the greater
the opportunities for improving local working cotidns, and enhancing quality of
working life. To conclude, a final structural cheteristic involves the composition of
the student population. Empirical findings suggésit principals of urban schools - in
general schools characterized by a stronger remagsn of ethnic groups in the total
student population compared to rural schools - eepee higher levels of stress
(Tichatonga, 1999). More specifically, typical neting complaints by the school
administrators of such schools were: (1) studeatcommitted to their work; (2) dealing
with disruptive students; and (3) dealing with st of poor behaviour.

3.2.3 The role of government and school board.

Since, the nineties the Flemish government hasdotted several laws to
promote decentralization and deregulation, withearctendency to de-emphasize the role
of central administration (Vandenberghe, 1992). ildimreforms (i.e. emphasis on
decentralization and deregulation) in the educatidandscape have been documented
internationally over the last decade involving dation of responsibilities (i.e. financial,
staffing and planning processes) from the Educabapartment to individual self-
managing schools (Cranston, 1994; Caldwell, 199Quch changes have modified the
traditional role of the principal to great exteht.the past, school administrators were
often considered to be managers who focused omldhy logistical tasks involved in
running a school. Today’s school leader is expetteble a visionary, empowering and
motivating teachers, to provide outstanding ingtomg which eventually results in
student success (Conrad and Rosser, 2006). In oihels, the principal is confronted
with an increasing set of demands (Whitaker, 1995).

Although the evolution toward self-managing schadslan important phase that
contributes to increasing the autonomy of schoohggals and their schools, the
opposite side of the medal is that these increassgdonsibilities can lead to severe
workload. The overload that ensues from this chdngiuation is twofold. First,
qualitative overload occurs when principals feeythack the ability needed to complete

their jobs or that performance standards have bettoo high. Quantitative overload, on
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the other hand, results from having too many thiogso or insufficient time to complete
the job (lvancevich and Matteson, 2002). In thehtli@f this, several studies have
demonstrated that feelings such as too heavy al@aatland lack of time to complete the
tasks demanded during a normal working day, areemsgurces of principal’s stress
(Bergin and Solman, 1988; Gmelch and Swent, 198d¢eléh and Torelli, 1994).

Another consequence of this educational landscefim is the key position
school boards have gained in setting and implemertie school’s direction and policy
making. According to Devost al. (1999) school boards determine the power, control,
autonomy and responsibilities of school leadersonfirent theories have linked
perceptions of control in various forms to well#gei For example, in their Job
Characteristics Model, Hackman and Oldham (1978@}iciered autonomy to be a major
cause of job satisfaction and positive adjustmenivork. In Karasek’s Job Demands
Control Stress Model, the hypothesis is that cérdatonvork buffers the impact of job
stressors on well-being (Karasek and Theorell, 1980 their review of work place
control literature, Ganster and Fusilier (1989)atoded that control was a vital element
of well-being. In addition, management approacles émpower employees by giving
them more control have been advocated as bothtigffeand humane (Lawlegt al.,
1995). Although the importance of autonomy in ekpiay the principal’'s well-being
cannot be denied, an important reflection shouldniaele when the level of experienced
autonomy becomes very high. This remark is premise@/arr’s Vitamin Model (1990),
in which the vitamin metaphor is used to explaiat ttertain factors contributing to more
positive well-being loose their beneficial effectdasometimes have even harmful effects
after certain levels. Warr (1990) argues, for exiamihat it is possible to have too much
control such that beyond certain levels it becohasful. In the light of this discussion
we expect government and school board to play goitant role in explaining the
school principal’s well-being.

To conclude, the purpose of this study is to exantiow all the factors of our
conceptual framework (see Figure 1) are relatedié¢ti-being of Flemish primary school

principals.
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METHOD

1. Sample

A sample of fifty-six primary school principals veercontacted and asked to
participate in the second part of a follow-up studgarding the evolution of well-being
in the Flemish school setting (Engels al, 2002). This sample is a stratified random
sample drawn from the ‘primary school database’ictvis managed by the Flemish
Department of Education. This database contain23D primary schools in Flanders.
Of the initial 56 principals that were contactedptal of 46 principals (response rate =
82%) agreed to participate, yielding a good reitecof the current situation of primary
school principals in Flanders.

Table | describes the representativeness of ourplsamith respect to five
variables: (1) school system; (2) province; (3)asthtype; (4) gender principal; and (5)

age principal.

Insert Table | About Here

2. Mixed method approach

A mixed-method design is used as a mean to offsetweaknesses inherent
within one method with the strengths of the othethnd (Scandura and Williams, 2000).
More specifically, a concurrent mixed method modelemployed (Tashakkori and
Teddlie, 1998). Concurrent designs can be idedtifig their use of one data collection
phase, during which both quantitative and qualiatiata are collected simultaneously.
Such a model may be used to serve a variety ofogep Morse (1991), for example,
noted that how qualitative data could be used szidee an aspect of a study that cannot
be quantified and vice versa. In other words, sommeables are better suited to be
collected by means of quantitative measures, wkesteers lend perfectly for qualitative
measurement. This is also the case for this ingwhich consists of a quantitative and
qualitative data collection part.

18



The same sample of 46 principals participated inh bilve qualitative and
quantitative phase of the study. First, all priatspwere sent a questionnaire using scales
to measure well-being and several personality stréecond, after the survey was
administered, all principals were interviewed refyag the role of school boards and
government with respect to their well-being. Besitleese two sources of data collection,
data pertaining school culture were collected bymseof a survey administered among
the teachers of these 46 schools. Two principasjelver, refused the participation of
their teams. The response of teachers was very, goalding a 75 percent response rate
(700/934).

For the qualitative part semi-structured interviewsre used. Semi-structured
interviews are focused interviews, meaning thatethe an interview scheme to guide the
researcher through the interview. An advantagesnfistructured interviews is that they
allow more focus but also probing and additiona¢sjions when an interesting issue is
brought forward by the interviewee, which is naitdd in the interview topics. An
interview protocol encouraged informants to tallkeoly about what they perceived to be
significant to the school leadership. The intengdasted approximately 90 minutes.

To summarize, the quantitative data collection pérthis study consists of two
questionnaires: one administered among 46 prircipatl one administered among 44
teacher teams (i.e. responses of 700 school tegcAdre qualitative part exists out of a

semi-structured interview conducted with the sa@@rncipals.

3. Quantitative and qualitative data analytic procelures
3.1 Quantitative data analysis

Quantitative data gathered by means of questioesaire analyzed by performing
bivariate correlation analysis. Correlations ofgoerality characteristics, school culture
dimensions, well-being of teachers and school site positive (i.e. job satisfaction and
job enthusiasm) and negative well-being (emotionalexhaustion,

cynicism/depersonalization and personal accompkstijrare calculated using SPSS X.
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An important remark concerning the correlationshef school culture dimensions
and the well-being of teachers with the principaVsll-being is that school culture and
well-being of teachers for each school separatelpased on the aggregated scores of
responses of the teachers within the 44 particigachools. In other words, we consider
these dimensions as shared constructs (Hofmanr®; Z0@in and Kozlowski, 2000)
measured at individual level but aggregated to rusgdion level. The direct consensus
model is adopted as theoretical aggregation madeari, 1998). This implies that the
meaning of the higher level construct (i.e schadture) only exists in the consensus
among the lower level units (i.e. teachers). Anedlrat measure for the assessment of
within-group agreement is Lindell's,4 (Lindell and Brandt, 1999; Lindedt al., 1999).
This index compares the variability of a given ahfe within a specific unit to an
expected variance.

Common practice is to conclude that aggregatiandifidual level measures to a
higher order level is appropriate if the mean esjaalexceeds .7 (Klein and Kozlowski,
2000). Accordingly, the aggregation for all schoolture dimensions and the well-being

of teachers is justified in this inquiry (see Tah)e

Insert Table Il About Here

The choice for univariate statistics was made atsiaf multivariate data analytic
techniques, as our sample size of principals iseraid. Applying technigues such as
multiple regression analysis is not possible dig ¢mall sample size. A general rule in
applying this multivariate technique is that theiaaof sample size to independent
variables never should fall below 5 to 1. As theoralls below 5 to 1, the researcher
encounters the risk of overfitting the variatele sample, making the results too specific
to the sample and thus lacking generalisibilityiftéh al., 1998).

A drawback, however, in conducting several univarisignificance tests on the
same data set, is that the probability of gettiggeTll errors is increased. For example, if
we repeat 20 times the testing of randomly drawnpdas under circumstances whegn H

IS true, one can expect to reach 5% significancenenof these tests just by chance.
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This is because that is just what the original ifiggmce estimate is based on —
the critical value we have to reach if the null bgesis is true. If you do a lot of tests on
the same data set, each time assuming a null hggistand an alpha level of .05, one can
be accused of ‘fishing’ for results or capitaliziog chance. To avoid this we used a more
conservative alpha and decided to set it at .0bl{€an, 2004). A drawback of increasing
the alpha level, however, is that we decreasedptiveer of this study to detect small
effect sizes. Although we admit this limitationjstiinquiry has a high power level (.88)
to detect large effect sizes. Moreover, the seilsitto only detect large effect sizes
rather than small effect sizes is justified, beeatlie goal of this inquiry is to discover

those factors that really matter in explaining ph@cipal’s well-being.

3.2 Qualitative data analytic procedures

Qualitative research is an investigative proceseraitthe researcher gradually
makes sense of a social phenomenon (i.e. schawtijpai’s well-being) by contrasting
comparing, replicating, cataloguing and classifyitigg object of study (Miles and
Huberman, 1984). The semi-structured interviewsdooted with the 46 principals were
audio taped and transcribed. As recommended iralitee (Miles and Huberman, 1984)
we first developed a coding list based upon theceptual framework covering themes
such as the role governments and school boards iplathe principal’'s general
functioning and well-being. For the content analysi these interviews we followed the
steps provided by Tesch (1990). First, we startecebding all transcriptions carefully to
get a sense of the whole. In a second step we giokieone interview from the pile. We
went through it, not thinking about the ‘substanckthe information but its underlying
meaning and wrote down our thoughts in the mar@imen completed this task for
several interviews, we made a list of all topicsl atustered them into categories of
major and unique topics. In the fourth step of phecess we used this list to go back to
our data and wrote the codes next to the appreps@fments of the text. In trying out
this preliminary organisation scheme we were ablede if new categories and codes
were necessary. In the following step we overlookesl new list of topics and tried to
reduce it to a more parsimonious list by mergingl ajtouping those topics that

semantically overlapped.
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This resulted in a total of 76 qualitative codesthe sixth step a final decision
was made about the abbreviation for each topiceartdred as a code in Atlas.ti. This
whole process of building a coding list was follelveo warrant the reliability and
trustworthiness of the qualitative data analysigxt\ five interviews were randomly
chosen and coded separately by two coders usingatiag list entered in Atlas.ti. An
intercoder reliability of 0.85 was achieved. In pst8 possible controversies were
discussed and the meaning of codes was carefujiystad. This procedure entailed a
significant increase in the reliability measured(). Finally, in the last step of the coding
process both coders coded 21 or 20 interviews.

After the coding process of 46 interviews, in aafirphase we coupled the
qualitative data to the quantitative data. In orndefacilitate the integration between both
sets of data we first transformed the scores ofthiscales for burnout, job satisfaction
and job enthusiasm into standardized z-scoresaditgh, average and low groups were
created for each subscale of well-being. Principaisring 1 standard deviation (SD)
above the mean (0 for z-score) were classifiedigls $corers, whereas those scoring 1
SD below the mean were classified as low scorarsthe following phase of the
integration process, these groupings were entexddmilies’ in ATLAS.ti. The creation
of families is a way to form clusters for easientiiéng of coded material (Atlas ti, 2004).
Subsequently, these families were considered &iaeralong which the qualitative data
(e.g. support from school boards, role of goverminewere compared against for
similarities and differences. This procedure gés tesearcher more focused into the

large amounts of data and also provides an additstructure for cross-case analysis.

4. Instruments

The preliminary versions of both questionnaires tredsemi-structured interview
were tested in a pilot study on a random samplEOgbrimary schools. The results from
this pilot study confirmed that the items in bothegtionnaires and the questions in the

semi-structured interviews were relevant, althosgime minor alterations were needed.
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For a complete synopsis of how all the variablesevgmuged we refer to Figure I.
The scales that were used in both questionnairese vgelected on grounds of
demonstrated validity and reliability in previoussearch. The descriptive statistics and

reliability measures for each scale are reportehinie 111.

Insert Table Il About Here

The questionnaire principals were sent, covered karge topics: (1) items
measuring well-being: burnout, job satisfaction goll enthusiasm; and (2) items
measuring three personality characteristics: TypbeRAaviour, locus of control and
general self-efficacy. In the teachers’ questioreaieachers were asked to respond to
items pertaining school culture and teachers’ Wwelkg. Apart from the quantitative data
collection part, a semi structured interview witke t46 principals was conducted and
involved following topics: (1) school context (e.guestions regarding composition of
student population, etc.); (2) job specificatiorg(edescription of a typical working day,
questions regarding responsibilities, etc.); andr@®e of different official bodies (e.g.

support from school boards, support from governiretot).

RESULTS

Insert Table IV About Here
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1. Positive well-being
1.1 Personality characteristics and positive well-ding

Correlation analysis shows that the personalitif self-efficacy is significantly
correlated with job satisfaction (r = .38; p < .0Ihe sign of the correlation coefficient
indicates that principals who feel confident inith@pabilities to mobilize the necessary
motivation and courses of action needed to meeéengigituational demands, also
experience higher job satisfaction in comparisompriacipals with lower levels of self-
efficacy. Although a positive correlation is fourfaetween self-efficacy and job
enthusiasm (r = .32; p = .03), the relationshipasstatistically significant at .01 level.

A second important outcome with respect to persgn@hits involves the highly
significant positive correlation between the subsechievement orientation (Type A-
behaviour) and job enthusiasm (r = .55; p < .001pther words, principals with a clear
determination to achieve success are also morby ltkeget more inspiration and pride
out of their work, are more willing to invest ingiih work, and experience higher levels of
energy and mental resilience. Also a positive dati@n is observed between
achievement orientation and job satisfaction. Havethe correlation is not significant at
.01 (r=.31; p=.04).

To conclude, our analysis yields no statisticallyngicant results for locus of
control, impatience-irritability (Type A-behaviour)and competitiveness (Type-A
behaviour) with both components of positive weliFdge (job enthusiasm and job

satisfaction).
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1.2 Organisation level factors and positive well-beg

1.2.1 School culture, well-being of teachers andrattural characteristics.

For all proxies of school culture (i.e. goal oresimess, leadership style principal,
participation in decision making, innovativeness! aooperation between teachers) no
significant correlations with positive well-beingeanoted.

Two noteworthy correlations for the well-being efathers with positive well-
being of principals are observed. Although the niagles of these correlations are
medium, they do not meet the .01 significance leVae general well-being of teachers
within schools is positively correlated with bothinzipal job satisfaction (r = .35; p =.02)
and principal job enthusiasm (r = .32; p =.04).sTimplies that a satisfied team often
goes hand in hand with a satisfied and/or enthtisigsincipal. Caution however is
recommended when making these inferences as botblaions can be the result of
capitalising on chance.

Finally, with respect to school size no significaontrelations with both facets of
positive well-being are determined. As for the remma structural variable (i.e.
characteristics of student population), qualitatgalysis did not suggest differences

between principals of colored versus non-colordohsts.

1.2.2 School board.

As mentioned earlier the school board is an offibiedy that carries the final
responsibility for the policymaking of a school dagletermines the space and support the
principal receives with respect to several policgking domains. Principals who are
pleased about the autonomy and support they redeive their school board are also
those who experience a high level of positive \eellhg (job satisfaction and job
enthusiasm) and report a low level of negative Wwelhg (emotional exhaustion,

cynicism and personal accomplishment).
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These principals also acknowledge that they getugmodiscretion to take
decisions independently. This is nicely illustratedhe following citation:

“I have the luck of working together with an exeell school board. They have a
strong belief in my capabilities as a principal,datherefore I've received carte
blanche. In my previous school, in contrast, | hadope with a narrow-minded
school board that was constantly looking over mguddters. To give you an
example, | always had to inform and ask permis§iom the school board, even
when it concerned trivial matters such as buyirggrgis from the post office. In
my current school, | receive full support and auary. And, to be honest, a good
school board is of great importance to your healiecause otherwise you can
feel stranded on deserted island. ... If you dorttagsy support from your board,
you're a lame duck. ... My school board has givenomgortunities and that’s

very important to me.”

In summary, the qualitative analysis indicates hvacipals, who express their
satisfaction about the support and autonomy pravimethe school board, are in general
those who experience a higher level of positivel4seing (job satisfaction and job

enthusiasm).

2. Negative well-being
2.1 Personality characteristics and negative wellding

Besides the significant correlations found betw#en personality characteristic
self-efficacy and positive well-being (i.e. job isédction), correlation analysis indicates
two highly significant correlations of self-efficagvith cynicism/depersonalization (r = -
46; p < .001) and personal accomplishment (r =<461). In other words, people who
have a lower level of self-efficacy are also makely to have cynical attitudes and
feelings about their students and teachers, aad them like objects. Furthermore, lack
of self-efficacy is also strongly related to motiesatisfaction with accomplishments on

the job (i.e lower personal accomplishment). Alsteworthy to mention is the negative
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correlation with emotional exhaustion (r = -.365 p02). In the light of these findings we
conclude that people who lack the necessary sktlefy are also more likely to be a
victim of burnout.

As it concerns the level of achievement orientedn@ype A-behaviour) and
personal accomplishment (burnout), we noted a higlaisitive significant correlation,
indicating that principals who are less achievenm@nted also report a lower level of
personal accomplishment (r = .49; p <.001).

Finally, analogous to the non-significant relatioips with positive well-being, no
statistically significant correlations were fourat focus of control, impatience-irritability
(Type A-behaviour), and competitiveness (Type Adxebur) with the three subscales of

burnout (emotional exhaustion, cynicism/depersaaéibn, personal accomplishment).

2.2 Organisation level factors and negative well-lag

2.2.1 School culture, well-being of teachers andrsttural characteristics.

Of all the school culture dimensions, only one ablé ‘goal orientedness’
showed a positive relationship with personal acd@hment (r = .37; p = .01), indicating
that schools where the vision is not strongly sthaoften have principals who report a
lower level of personal accomplishment. None of dtker school culture variables,
structural characteristics or well-being of teasherere significantly correlated with
negative well-being.

2.2.2 School board.

Conversely to the findings about the role of schbohrd mentioned in the
paragraph on positive well-being, we observed thase principals who have a high
level of negative well-being (high emotional exhi#s high cynicism and low personal
accomplishment) and report low job satisfaction goiol enthusiasm, are also those
principals who indicate being hampered in theiroaotmy by the school board.

Furthermore, they find that support from the baarsubstandard.
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This is illustrated by the following citation:

“Well, most of the opposition | get comes from mynaschool board. | often
experience short-sightedness among the memberseoksdhool board. It is
expected that the school board bear the final rasgmlity, but in our case, they
delegate everything to the principal. Although Hmard is my immediate boss, |
get the impression I'm doing their job. This wodd any more. On the other

hand, they sometimes slow me down too much. Anhdeidldy frustrates me.”

2.3 The role of government and negative well-being

Our qualitative analyses demonstrate the impomaletthat government plays in
explaining the principal’'s negative well-being (baut). Several typical government
related characteristics contribute to this negatiffect. The first and also biggest source
of frustration for principals are the laws and dagjons imposed by the government. In
80% of all the interviews, principals expressedirthdissatisfaction with imposed
regulations by the central government. First of a&lbme principals express their
annoyance with the content of certain laws and le¢igms, and therefore question the
energy and time that has to be invested in comglyiith these regulations. This is

exemplified by one of the principals:

“Doing things | don’'t see the meaning or significanof. For instance, | was
recently informed that it is my duty as a principainform interns about the risks
they run when they decide to work at my schoavehio make an inventory of all
the possible risks they run, but | don’t get amafficial support to handle those
risks. So, | really don’t see the purpose of owatliag principals with this kind of
paperwork, when in the first place nothing is dabeut preventing those risks. It
is the build-up of these little things that startitother me.”
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Others have more difficulties with the impervioegal jargon used in many of
these law texts. As one principal stated:

“To even understand one letter of what is writtarthese texts you should have a
masters degree in law. Sometimes | have to readdahee paragraph 10 times to
grasp the meaning of it, and then | start wondeiiinigam illiterate. That work is
really frustrating. First of all, | am not taught tanalyse legal texts, nor is it my
priority to invest a lot of time in it, althoughdcknowledge the importance of
understanding the content of these laws.”

Apart from the frustrations that ensue from compudywith rules and regulations,
strongly related to it involves paperwork and tbé&erof the inspectorate. In total, 67%
and respectively 65% of the principals cite thar@ased paperwork and the role of the
inspectorate lead to more demands put on prindigaland therefore also extend the
possibility of work overload and increased negatixadl-being. The problems principals
report about the role of the inspectorate involidg: the discontent of many principals
about the patronizing way how the inspectoratadrdeem; (2) the fact that precious time
and money needs to be invested in observing ties put forth by different inspectorates
specialized in the assessment of non-educationgéraaThe first point of frustration is

illustrated in the following quote:

“Well, evaluation by inspection is indeed importéaot guarantee that schools
deliver quality. It is even a necessity. On theeotiand, | have some objection to
how the inspectorate often treats us [principalBhis is especially the case when
they tell you how to manage your school—in my cag® 15 years of
experience—more effectively. Sometimes they reabystate a situation. Even
when your team is satisfied, and you have satistedents and parents, they
attempt to give some criticism on this or that. yha&vays know what is best for
the school and overweight the negative points &ir tevaluation report. That's a
pity and sometimes makes me wonder whether damgpthis really worth all of
that.”
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With respect to the second point of frustrationtheoprincipal reports:

“I sometimes have some serious reservations aliwulabour inspection, and the
health inspection, etc. To give you an exampleentyg, | had a visit from the
health inspector for the purpose of controlling fitve presence dfegionella

pneumophilain the drinking water. Really, it is absurd, butetiguy from the

inspection stood there with the thermograph inH@ad checking the temperature
of the hot water that normally should approximate &egrees Celsius. The
temperature on the thermograph was constantly smgngetween 54.8 and 55.3
degrees Celsius. Suddenly, he murmured, “54.8 @sgtelsius is not enough.
You will have to do something about that.” To bendst, at that moment my
temper boiled, but | managed to stay polite. Foodyress sake, how can | do
something about that when | even lack the necessaaycial means to buy
materials for my students...” ... Moreover, these in8pas create red tape and

are an important source of work overload.”

Besides the paperwork that ensues from complyinly thie rules and procedures
imposed by the inspectorate, paperwork in generdlespecially red tape has a negative
effect on the principal’s well-being:

“Way too much red tape. Although | have two secreta the biggest part of my
working day involves handling paperwork at the emgeeof time that should be
invested in contact with my team and my studeh&orhething could decrease a
principal’s workload, it would certainly be cuttinthe red tape, which has

magnified tremendously over the last couple of yéar

Finally, a latter point of discontent associatethwihe role of central government
concerns the lack of recognition. Almost 37 pertadrthe principals perceive a need for
more extrinsic rewards. In other words, some efhincipals desire a higher salary or

other financial benefits. One of the principals regses this frustration as follows:

30



‘I am not at all pleased with what | am earning.lItount the hours that | am
working for school and have a look at my wage cweclusion is that | am poorly
paid. Especially, when | compare it to similar gmsis in the profit sector. It is

really unfair.”

In short, the qualitative findings show that onlyeoout of the 46 principals was
positive about the role of central government, whsrthe others expressed negative
feelings. Regulations imposed by the governmentaaremportant source of negative
well-being (burnout). Besides, the negative effeictomplying with these regulations,
the inspectorate also evokes negative experientes damaging the principal’s well-
being. Most of the principals that were interviewegpressed their discontent about the
patronising behaviour of the inspectorates on eitutal and non-educational matters.
Furthermore, to get a positive evaluation fromitispectorate, a lot of paperwork has to
be done, and as such contributes to higher workl. I¢ganally, principals express
discontent with one’s earnings. They feel underpaiietn they compare themselves to
people with a similar job level in the private sect

To conclude, it is clear from the results that thell-being of principals is a
complex phenomenon, related to different individizaitors (self-efficacy, achievement
orientation, and household situation), organisatioevel factors (goal orientedness,

school board), and strongly affected by the rolthefcentral government.
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DISCUSSION

This inquiry provides insight into those variablsan individual, organisational
and environmental level that play an important riolehe better understanding of the

principal’s positive and negative well-being.

1. The significant role of government and school lzsd

After screening the findings evidence is found uport of Herzberg's (2003)
distinction of motivators (= characteristics asat®il with positive well-being) and
hygiene factors (= characteristics associated nettative well-being). According to this
theory hygiene factors are characteristics surrimgndhe job such as the quality of
supervision, policies and regulations, etc. Whesséhfactors are inadequate, people will
experience more stress and burnout. Motivatorshencontrary are job characteristics
people find intrinsically rewarding. For instancautonomy received from school
boards’ is a typical motivator. In consequencen@pals should have some level of
autonomy and control to run their school propetlyn, 1995). When we have a closer
look at our results, an important observation enlkgative role government plays in the
principal’s well-being. The analysis indicates thhis negative role is related to the
administrative responsibility and paperwork ensgdinm compliance with state, federal
rules, and policies. That in combination with thassive paper work requirements from
inspection weighs heavily on workload. In fact theessive time spent on paperwork in
order to comply with regulations and policies, nftemmes at the cost of time principals
can invest in pedagogical related tasks (Weindlit@98). In general, primary school
principals choose the job because of the pedadogia. Hence, the gap between what
is highly valued by principals and the expectatityosn the department of education may
lead to role conflict, an important driver of sseGmelch and Torelli, 1994). This
negative effect of red tape is also confirmed iomresearch (Earlgt al, 2002; Gmelch
and Swent, 1981; Revell, 1996). Another importarttome in this inquiry highlights the
major role school boards play in explaining theanpipal’s positive well-being. Especially
the autonomy and perceived professional or emdtisopport received from school

boards is very much appreciated by primary schaotjpals.
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2. School culture, well-being of teachers and stringral characteristics

Although literature suggests that healthy schoomafes are assumed to
contribute to employees’ positive well-being (Lund®003; Nystrom, 1993;
Schellenbarger, 2000), our findings do not supgi@tassumption that principals working
in healthy climates also experience a higher weiit). An explanation why no
difference is found between principals working iffedent climates is provided by the
Attraction-Selection-Attrition theory (Schneider98r) and the Value Congruence
Hypothesis (Sagiv and Schwartz, 2000). Accordinght® Attraction-Selection-Attrition
theory people choose a work environment which thelfeve is most instrumental in
obtaining their valued outcomes. In other wordsythre more likely to be attracted by
values in organisational climates that fit theirmpersonal values. When there is no fit,
people will only stay for a short time period iretbrganisation. In the case of principals
it is plausible that principals with different valwprofiles are attracted by schools with
different cultures. Furthermore, the Value CongogeHypothesis assumes that congruity
between people’s values and their environment ptesnavell-being regardless of the
values to which people ascribe importance. Peogdelikely to experience a positive
sense of well-being when they inhabit an environntieat allows them to attain the goals
to which their values are directed (Bouckenooghal., 2005; Joiner, 2001; Sagiv and
Schwartz, 2000; Taris and Fei, 2001).

Also important to note is that none of the struakwharacteristics (school size,
number of school settlements and the characterisfistudent population) and teachers’
well-being seem to contribute to a better undeditan of the principal’s positive and
negative well-being. Despite that smaller schooisFlanders receive less financial
funding than larger schools it does not explain edrate differences in reported well-
being. An important remark, however, involves tieservation that principals of both
small and large schools complain about a lackrarfcial funds and therefore can help to

provide insight into why no significant differencesre noted.
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3. Personality: A key factor in the principal’s wel-being

Besides the role of central government and schoards, we should note the
significance of the principal’'s personality in tegplanation of well-being. Apart from
the fact that prior research demonstrated the &by a principal plays in students’ and
teachers’ well-being (Hallinger and Heck, 1996),r analyses also show that the
principal himself has an important impact on hisxomell-being. The results indicate that
principals who are achievement oriented (compofigme A) and convinced of their
own capacities to overcome problems succesfullpdgm self-efficacy) also experience
higher positive well-being (job satisfaction an@ enthusiasm) and lower negative well-
being (cynicism and personal accomplishment). Bseaprincipals with high self-
efficacy cope more effectively with difficulties @érare strongly motivated to achieve
success, they are more likely to attain valued @muts and thus experience more well-
being in their job. These findings are also confidrin the more general literature on
well-being (Judge and Bono, 2001; Jamal and Bab@3)2

4. Practical implications

Although we have to be careful with formulating geal recommendations due to
the small sample size of this study and the speeffiucational context in Flanders, we

offer some suggestions to be considered basedrdindings.

(a) Limit the red tapeRed tape here refers to rules, regulations andegtoes
that are in force and entail a compliance burden skrve no legitimate function for the
school. In particular, the central government asgeeially inspections specialized in
controlling non-educational matters are responsitile the majority of red tape.
Therefore in order to decrease the work load afigipals, it could be very helpful to
exempt them of all paperwork that does not inva@decational matters. With an average
size of 270 students Flemish primary schools acestoall to provide a cost efficient
allocation of support staff for administrative task each school. Since 2003 primary
schools are grouped in entities of at least 90@estts.
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These new school groups (so-called ‘school comnaaitcould take on more of
the financial, administrative and regulatory tagksch now burdens the principals in the
schools. This would permit the principals to focusre on their core tasks related to
education and leadership.

(b) Programs for better handling administrative actieg. Apart from building
excellent support systems in the school groupgderato reduce workload, another way
to cope with the lack of time due to increased Wia# is through preparing principals so
they learn to plan their administrative activitiesore effectively. To be effective,
principals should analyze the time they spent arh eectivity by keeping a time log for
several weeks. Once this is done, they must clasisdir tasks as either high pay off
(HIPO) or low pay off (LOPO) activities. The HIPOshould be put at the bottom of the
list and receive immediate attention, and LOPO®usth be relegated to the bottom of the
list, delegated, or even forgotten. This gives @pals a start on how to allocate their
time (Gmelch and Swent, 1981).

(c)Recognize the demanding role of the principabm this study it is evident
that principals are confronted with an increasielgod demands. Accountability pressures
and a substantial amount of paperwork that neeti® toandled in order to comply with
government regulations are important sources ohduir Especially, the evolution
toward self-managing schools has changed theitadltrole of principals tremendously,
leading to increased responsibilities and a higi@ikload. Furthermore in the decision
making arena, as a result of the educational lap#sceform, there is the necessity of
obtaining input from different groups before dewmns are made, adding time and
complexity to the principal’s job. All of that amdany other little things amount the time
and effort principals devote to their work. Despitee high efforts principals invest in
their job, a lack of recognition is experienced.récent Hay Group study (2001)
compared salaries of education with other sectBesults showed that salaries of
teachers are average compared to the labour méankethat those of principals are well
below the average. The salaries have not changex ghis study. In view of the
demanding role of the principal there is a need rfmre recognition by the central
government in the form of extrinsic rewards. A gahsal salary increase can limit the

risk of a principal shortage in the future. In Flars more and more teachers ask
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themselves why they should take on such a largeonssbility as a principal when this
increase in responsibility and workload is not cemgated in a substantial salary
increase. The difference in salary between a teaahd a principal in Flanders is
negligible.

(d) Finding the right balance between autonomy augbport. The level of
autonomy and support provided by the school bosrani important source of positive
and negative well-being. School boards should fimel perfect harmony between both
facets of well-being, because too much or tooelitutonomy and support can have
harmful effects, supporting Warr's Vitamin Model &Y, 1990). For instance, for
operational tasks (e.g. buying office materialmgia, etc.) the principal should have
complete autonomy. But for major decisions (e.ggdainfrastructural investments,
dismissal of permanently appointed teachers) paisineed the support of their school
board. Therefore, school boards need to investafepsional development. In Flanders
many school board members are volunteers who hayeafessional training. Although
the engagement of local community members in theacboards are an important
element of the integration of the school in thisalocommunity, school boards should
additionally be assisted by professionally traigeglernors. School boards should search
for a balance between professional governmentsiddacal community integration.

(e) Selecting the persons with the right traiBecause principals who are
achievement oriented and have high levels of dbtfaey, are more likely to experience
higher positive and lower negative well-being, amportant HR-implication for schools
involves the selection of people that score hightluese traits. To our knowledge a
validated selection tool to assess both traits,@vaw still needs to be developed. Also, it
is important that school boards have the necesddiy to select and evaluate principals.

Here again the need for a professional school boacdmes manifest.
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5. Conclusion

Like all empirical studies, this one has both gjtbs and weaknesses. The most
important weakness of this study is the moderatepga size, making it difficult to rely
on multivariate techniques of analysis. Despitesimall sample size, we should note that
our findings have good generalisability becausdratited random sample was used
ensuring representativeness for different charasties of Flemish elementary schools.

As for the strengths, this study is one of the Viery in Flanders that investigates
the relationship of personality characteristicgiamisation level factors and environment
level factors with well-being. Furthermore, thisquiry treats well-being as a
multidimensional construct comprised of a negafflearnout) and positive pole (job
enthusiasm and job satisfaction). Another stremdtkhis study is the application of a
relatively novel approach to selecting data - thiectirrent mixed method design - which
is an interesting tool to guard against the problfircommon method variance. To
conclude, this inquiry has important theoreticalvadl as practical implications on ways

how we can optimize the principal’s well-being.
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Conceptual framework

FIGURE |

INDIVIDUAL FACTORS
1.Personality characteristics
- type A behavior (1)
- locus of control (1)
- general self-efficacy (1)

ORGANISATION FACTORS
1.Structural characteristics
(school size (1), number of
settlements (1), characteristics
student population (2))
2.School culture
(vision and goal directedness (1),
leadership (1), cooperation
between teachers (1), participatig
in decision making (1),
innovativeness (1))

3. Well-being teacherd)
4. School board (2)

>

.= d

|
v

WELL-BEING
1. Burnout (-) (1)
2. Job satisfaction (+) (1)
3. Job enthusiasm (+) (1)

A
|

I_._.p

EXTERNAL ENVIRONMENT
FACTOR
1. Role central government (2)

1 = quantitative data; 2 = qualitative data
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School characteristics

TABLE |

STUDY SAMPLE (N = 46)

POPULATION (N = 2310)

SCHOOL SYSTEM

1. State schools

20%

15%

2. Official subsidized schools

26%

22%

3. Freely subsidized schools

54%

63%

PROVINCE

1. Antwerpen

26%

26%

2. Brussels Hoofdstedelijk Gewest

4%

5%

3. Limburg

15%

13%

4. Oost-Vlaanderen

24%

22%

5. Vlaams-Brabant

11%

15%

6. West-Vlaanderen

20%

19%

SCHOOL TYPE

1. Nursery schools (NS)

7%

7%

2. Primary schools (PS)

7%

8%

3.NS +PS

86%

85%

GENDER PRINCIPAL

1. Male

61%

57%

2. Female

39%

43%

AGE PRINCIPAL

< 35years

2%

3%

35— 49 years

46%

42%

>= 50 years

52%

55%
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TABLE Il

Within-group agreement index school culture dimensins and well-being of teachers

DIMENSIONS I wg
1. Goal orientedness .81
2. Supportive principal behaviour .82
3. Initiating structure behaviour .83
4. Formal relationships .81
5. Informal relationships 72
6. Innovativeness .88
7. Participative decision making 77
8. Well-being teachers .83




TABLE IlI

Descriptive statistics and reliability measures sdas

y

Scales M SD 1) Response format

A. Questionnaire principals

1. Burnout (Schaufeli & van

Dierendonck, 2000)

1.1 Emotional exhaustion (5 2.11 1.02 .94 (1) never — (5) every day

items)

1.2 Cynism/ 1.83 .59 .75| (1) never — (5) every day

depersonalisation (5 items

1.3 Personal accomplishment  3.62 .52 .79] (1) never — (5) every day

(6 items)

2. Job satisfaction (Evers ef 3.53 .58 77| (1) not at all satisfied — (5) ve

al., 2000) (6 items) satisfied

3. Job enthusiasm (Dewitte &  3.94 .60 .87| (1) strongly disagree — (5)

Decuyper, 2003) (7 items) strongly agree

4. Type A behaviour (Evers

et al., 2000)

4.1 Achievement orientation 452 .38 .82| (1) strongly disagree — (5)

(7 items) strongly agree

4.2 Irritation (7 items) 2.42 .68 .76 (1) strongly dissg— (5)
strongly agree

4.3 Competitiveness (6 2.95 .75 .71 (1) strongly disagree — (5)

items) strongly agree

5. Locus of control (Spector, 2.74 .61 .79| (1) strongly disagree — (5)

1988) (7 items) strongly agree

6. General self-efficacy 3.76 .48 .85| (1) strongly disagree — (5)

(Chen, Gully & Eden, 2001) strongly agree

(8 items)

Questionnaire teachers

1. School culture

1.1 Goal orientedness 3.66 .67 .80| (1) strongly disagree — (5)

(Staessens, 1990) (6 items) strongly agree

1.2 Leadership (Hoy &

Tarter, 1997)

1.2.1 Supportive principal 4 .69 .89| (1) strongly disagree — (5)

behaviour (7 items) strongly agree

1.2.2. Initiating structure 3.91 .63 77| (1) strongly disagree — (5)

behaviour (4 items) strongly agree

1.3 Participative decision 3.74 75 .74| (1) strongly disagree — (5)

making (Devos et al., 2002) strongly agree

(3 items)

1.4 Innovativeness 3.91 .54 .80| (1) strongly disagree — (5)

(Maslowski, 2001) (6 items) strongly agree

1.5 Cooperation between (1) strongly disagree — (5)

teachers strongly agree

1.5.1 Formal relationships 3.81 .66 .84 (1) strongly disagree — (5)

(Staessens, 1990), (7 items) strongly agree

1.5.2 Intimate behaviour 3.38 .81 .72| (1) strongly disagree — (5)

(Hoy & Tarter, 1997) strongly agree

2. Well-being team 4.26 .54 .81] (1) strongly disagree — (5)

(Aelterman et al., 2002) (9
items)

strongly agree
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TABLE IV

Correlates of positive and negative well-being

Job Job Emotional Cynism Personal
satisfaction enthusiasm exhaustion accomplishment
r r r r r

1. Personality
characteristics
Self-efficacy 38" 32 -.36 -46" 45
Locus of control .02 .18 -.02 -11 -.04
Achievement orientation 37 55 -.15 -.28 49”7
(Type A)
Impatience —irritability -.29 -.19 .10 27 -.16
(Type A)
Competitiveness (Type A .02 -.07 12 .24 .16
2. School culturé
Goal orientedness 27 .20 -.03 -.13 37
Supportive principal .20 .15 -.05 -.07 .21
behaviour (leadership)
Initiating structure .05 .15 -.04 .00 .14
(leadership)
Participative decision .20 .14 -.07 -01 .22
making
Innovativenss .15 17 .02 -.09 .16
Formal relationships .09 .06 11 .09 .19
(cooperation between
teachers)
Intimate behaviour .08 A1 12 A3 13
(cooperation between
teachers)
3. Well-being team .35 32 -.03 -.16 .18
4. Structural
characteristics
Number of students .09 .23 .08 -.05 -.03
(school size)
Number of teachers 14 .07 .04 .01 -.24

(school size)

2Unit of analysis are principals not individual thacs

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