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TEACHER PERCEPTIONS OF PRINCIPAL SUPPORT

Abstract: Principal, as the manager and expert leader of a school, performs
out numerous tasks to ensure quality and harmonious operations within the
school. The principal has the leading role in creating a positive and encouraging
environment for the implementation of the teaching process. One of the conditions
needed to create such an environment is providing support to teachers.

The aim of this research was to examine how teachers perceive principal
support according to their workplace (classroom teaching or subject teaching),
age, years of work experience and the size of their school. The research was
conducted online. The participants were 761 teachers from various parts of
the Republic of Croatia. Research has shown that primary school teachers
perceive a high level of principal support and that there are no differences in
their perceptions in terms of their workplace, age, years of work experience or
the size of their school. The concluding part of the paper presents guidelines for
potential future research on principal support.
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INTRODUCTION

The principal is the manager and expert head of a school and is responsible
for its activities (Sekuli¢ Eri¢, 2023). If a school is to function successfully, the
principal needs to achieve various short-term and long-term goals. The role
of the principal is to create the vision and mission of the school, to set up the
learning community and ensure the creation of a quality school curriculum and
the teaching and assessment process in it (Stronge & Xu, 2021). To perform
such complex tasks, the principal needs support from and collaboration with
teachers and other school employees, students, parents and the local community.
In addition, the principal is the key person who inspires authentic permanent
changes and constant improvement in work quality by creating a learning
community in which all stakeholders (students, teachers, and parents) have
certain responsibilities (Delgado, 2014). The quality of a school depends on the
principal, their competence in organizing school activities, their professional
and pedagogical leadership, their personality traits, and other potential (Peko
et al., 2009). Stanici¢ (2000) perceives schools as developing and autonomous
institutions whose educational activities can be successfully led only by
a competent principal. He illustrates optimal leadership via the principal
competency profile model, integrating theoretical knowledge about leadership
and knowledge gained via empirical research. The model contains five key
competencies: personal, developmental, professional, interpersonal and action
competencies, all of which are crucial to successful school management.

Over the years, studies on school leadership and school management have
had various starting points. Some studies are based on principal qualities (Engels
et al., 2008; Francis & Oluwatoyin, 2019; Giimiis et al., 2024; Lazaridou &
Beka, 2015; Lee & Mao, 2023; Nuswantoro et al., 2023; Schulte et al., 2010),
whereas others are based on principals’ strategies and approaches (Cahyono et
al., 2023; Cistone & Stevenson, 2000; Goldring & Pasternack, 1994; Grinshtain
& Gibton, 2018; Mulford et al., 2008). The third focus of studies has been
on the competencies of effective principals (Mustamin, 2012; Bafadal, 2019;
Semin, 2019; Bouchamma et al., 2024; Chen, 2024).

The principal has a key role in creating a positive and encouraging working
environment for teachers. Communication is the most efficient tool that principals
can use to provide support to teachers and to create a positive school culture.
Numerous challenges can be solved and obstacles can be overcome through
proper communication in which both parties appreciate each other. Cosner (2009;
2011) noted that principals should nurture a culture of trust within the school, as
it paves the way for introducing innovation and reforms into the school, which in
turn leads to cooperative learning and a positive working environment. Within
the educational context, Blazevi¢ (2014, p. 9) states that “most studies and
theoretical considerations point out some key determinants of management, such
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as the ability to motivate others, encourage appropriate communication patterns
and develop communication skills; the ability to build positive interpersonal
relationships and encourage team work; the ability to create a common vision,
introduce changes and innovation, encourage and create the conditions for
personal and professional development of school employees, and create the
conditions which will help build better school reputation in the community.”

If the principal is perceived as benevolent, honest, open, competent
and consistent, the teachers will have trust in him/her (Handford & Leithwood,
2013). Hughes et al. (2015) noted the importance of collaboration between the
principal and teachers. They also state that this collaboration should include
open forums, discussions, and meetings to assess the needs of the school,
teachers and students. According to research results, the principal’s behaviour,
that is, the support they provide to teachers, is positively related to teacher self-
efficacy (Coban et al., 2023; Gkolia et al., 2021; Li & Liu, 2020; Mehdinezhad
& Mansouri, 2016), collective efficacy (Cansoy & Parlar, 2018; Calik et al.,
2012; Puranovi¢ et al., 2024) and job satisfaction (Brown & Wynn, 2009; Olsen
& Huang, 2019), whereas it is negatively related to burnout (Sliskovi¢ et al.,
2016; Villarreal, 2023) and abandonment of the teaching profession (Becker &
Grob, 2021; Hughes et al., 2015; Rothmann & Fouché, 2018).

Support can generally be defined as a positive working interaction between
the superior and employees (Sliskovi¢ et al., 2016). More thorough research on
the relationships among social support, health and stress began in the 1970s,
as it was determined that a lack of positive social relationships could result
in negative psychological states, such as anxiety and depression (Cohen and
Wills, 1985). Therefore, there was an emerging need for and interest in creating
a positive working environment which would reduce stress levels in employees
and increase their job satisfaction. House (1981) claimed that support provided
by superiors not only reduces stress levels, but also increases organizational
efficacy. He conceptualized social support through four potential dimensions:
emotional, instrumental, informational and appraisal support. Emotional support
includes love, empathy, care, and trust; instrumental support implies providing
help in task execution; informational support implies providing information,
and appraisal support includes feedback on job performance which would be
useful in self-assessment. House reported that all four dimensions of social
support significantly influence job satisfaction.

On the basis of House’s social support conceptual framework, Littrell
et al. (1994) created constituent and operative measures of social support in
school, that is, the principal’s support for teachers. According to these authors,
emotional support implies all principal behaviours by which they show teachers
that they are valued professionals. The principal tries to establish and maintain
open communication with teachers, appreciates and considers their ideas, shows
gratitude for and interest in their work. Instrumental support implies direct help
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the principal provides to teachers and their work. This form of support implies
ensuring the necessary materials, space, and time to perform the teaching and
administrative tasks. Informational support implies that the principal provides
teachers with relevant information that they can use to improve their teaching
and educational activities (for example, enabling teachers to take part in
workshops which will provide them with information useful in their teaching
practice). Appraisal support includes the continuous assessment and evaluation
of teachers’ work, the provision of frequent and constructive feedback on their
work, the provision of information about effective teaching processes, and the
provision of clear guidelines about work responsibilities.

DiPaola (2012) renamed the informational dimension of social support
proposed by House (1981) and Littrell (1992) professional (expert) support,
feeling that this dimension was better suited to the measurement of support in
the school context. He merged the four existing dimensions of social support
(emotional, instrumental, informational and appraisal support) into two basic
school dimensions: expressive support and instrumental support. In this way,
he reduced the initial four dimensions to two dimensions. Expressive support
consists of professional and emotional support, whereas instrumental support
consists of appraisal support and instrumental support.

Berkovich and Eyal (2017) noted that principal support can also be provided
through communication strategies such as empathic listening, empowering,
and normalizing. Empathic listening is a type of listening that is not limited
only to information, but also involves understanding the feelings, thoughts, and
attitudes of the collocutors, significantly contributing to a better understanding
of a person (Matijevic et al., 2016). This type of listening encourages a positive
emotional transformation within a person being listened to (Fosha, 2005).
Empowering messages imply showing confidence in employees’ (teachers’)
competencies with the aim of inspiring them to take initiative (Choi, 2006).
The principal’s empowering messages are related to the positive emotions
of employees (teachers), such as happiness, satisfaction, comfort, calmness,
excitement, and enthusiasm (Dasborough, 2006). Normalizing is described as a
process in which extraordinary events and their negative effects are shaped into
ordinary events (Ashforth & Kreiner, 2002). Normalizing messages are those
that imply that similar events happen to others as well, and that some events and
situations are integral parts of a job.

Anderson and West (1998) stress the importance of support for innovation.
This form of support offers numerous opportunities, such as being open to
new and various opinions, and it encourages an exchange of experiences and
knowledge (Friend & Cook, 2013). It is also associated with an increased
teacher participation in various educational activities and activities directed
at developing school policy (Castro Silva et al., 2017). In the literature,
increasing attention has been given to the importance of principal support for
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the professional growth and development of teachers (Bredeson & Johansson,
2000; Bush & Glover, 2014; Karacabey, 2021; Leithwood, 2014; Zepeda,
2012). Leithwood et al. (2010) claim that principals play a key role in creating
the opportunities for teachers’ professional development and acquisition of
new experiences. Teacher professional development includes all learning
opportunities that enable teachers to adjust to the changes taking place in
the education system and that increase their work performance (Smith and
Gillespie, 2007). Principals can support teacher professional development in
various ways, such as creating a network of collegial support that encourages
cooperation between teachers, inviting experts in various fields to school, etc.
(Youngs & King, 2002).

There is a tendency at the international level to determine the efficacy of
primary schools on standardized tests on the basis of their students’ scores
(Moller, 2009). Buchanan (2012) noted that the success of an education system
is assessed by the achievements of its students, and that teachers play a key
role in that process. This finding is supported by the results of a study carried
out by Duffield et al. (2013) which indicated that the professional development
of teachers indirectly increases student achievement. Therefore, as a result of
responsibility policy, there is an increasing pressure on schools and principals
to improve the outcomes of their students (Liu et al., 2016). From the aspect
of student achievement and the results they achieve in external evaluation,
schools are categorized into successful, average, and less successful schools,
and principals are also assessed according to the same criteria.

To ensure a quality teaching process in their schools, principals need to
create and support a school environment in which teachers should develop their
knowledge and teaching practice (Duffield et al., 2013). This can lead to a lot of
pressure put on teachers and students by their principals. Teachers who perceive
a higher level of principal support are more likely to have more positive attitudes
toward work and be committed to it, whereas teachers who do not feel that they
have principal support report higher stress levels, tend to be more absent from
work and are less motivated to work (Singh & Billingsley, 1998).

Kovac and Pazur (2021) highlight the importance of a principal’s ability to
manage the relationships among the principal, teachers, and expert associates.
On the basis of qualitative research carried out on a sample of 30 primary school
principals in the Republic of Croatia, the authors noticed that those principals
who perceive more support from their associates tend to transfer or delegate
the instructions to more motivated teachers and expert associates, while in the
situations where they perceive a lower level of support or do not perceive it
at all, the principals are more likely to adjust their activities according to the
characteristics, preferences and interests of teachers. This requires a significantly
higher level of engagement from the principals themselves. Importantly, the
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support that principals perceive is extremely important for creating stimulating
conditions for the efficient functioning of schools as institutions.

This paper presents some results of comprehensive research on how teachers
perceive principal support, their own and collective efficacy, and loyalty to their
school. The aim of the research was to examine how teachers perceive principal
support depending on their workplace (classroom teaching or subject teaching),
age, years of work experience and the size of their school.

METHODOLOGY

The following research tasks were set:

1. Examine whether there are differences in the assessed items about
principal support in the total sample.

2. Examine whether there are differences in teacher perceptions of
principal support in terms of their workplace.

3. Examine whether there are differences in teacher perceptions of
principal support in terms of teacher age.

4. Examine whether there are differences in teacher perceptions of
principal support in terms of the years of the teachers’ work experience.

5. Examine whether there are differences in teacher perceptions of
principal support in terms of school size.

PARTICIPANT SAMPLE

The research was conducted online in a closed teacher group on a social
network, from April to May 2022. The participants were 761 teachers from all
parts of the Republic of Croatia. There was a significantly greater number of
female participants (n = 710, 93.3%) than male participants (n = 51; 6.7%). In
terms of the workplace, there were 268 classroom teachers (35.2%) and 493
subject teachers (64.8%). The age of the participants ranged between 24 and 65
years. In terms of the years of their work experience, the participants were divided
into four categories: 0 — 10 years of work experience (n = 250; 32.9%), 11 —20
years of work experience (n = 274; 36.0%), 21 — 30 years of work experience (n
=167; 21.9%) and more than 30 years of work experience (n = 70; 9.2%). To
meet the needs of the research, the teachers were divided into five categories,
depending on the size of their school: schools with less than 150 students (n =
109; 14.3%), schools with 151 — 300 students (n = 165; 21.7%), schools with
301 — 500 students (n = 205; 26.9%), schools with 501 — 750 students (n = 186;
24.4%), and schools with more than 751 students (n = 96; 12.6%)).

INSTRUMENT

The introductory part of the survey was used to collect demographic data
from the participants, whereas in the second part of the survey, the Principal
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Support Scale was used to assess principal support (DiPaola, 2012). The original
scale contains 16 items which measure two dimensions: expressive support and
instrumental support. After the exploratory factor analysis was performed via
the principal component method with orthogonal (varimax) rotation (KMO =
.961; Bartlett’s test of sphericity x> 120 = 14767.70; p = .000), a single-factor
questionnaire structure was obtained, accounting for 72.15% of the principal
support variance. The obtained Cronbach alpha coefficient of o =.974 indicates

very high reliability.

On a Likert-type five-point scale, teachers had to express their agreement
with each item (from 1 — I strongly disagree, to 5 — I strongly agree).

RESULTS AND DISCUSSION

Table 1

Descriptive values of the results on principal support items (N = 761)

1 2 3 4 5 M  SD
Item f f f f f
ems % % % % %

1 Gives me undivided 45 67 133 211 305 387 121
attention when I am talking. 59 88 175 27.7 40.1 '
Is honest and

. . 109 105 125 180 242
2 straightforward with the 143 138 164 237 318 345 142
staff.
Gives me a sense of
3 importance — I make a 110121116 = 177 237 341 144
b 145 159 152 233 313 ™ ’
difference.
.. 60 83 173 205 240

4 Supports my decisions. 79 109 227 269 315 3.63 1.25
Provides data for me

5 to reflect on following 86 54 131 202 288 373 134
classroom observations of 1.3 71 172 265 378 ’
my teaching.

6 Provides frequent feedback 123 121 204 152 161 314 136
about my performance. 16,2 159 26.8 200 212 '
Helps me evaluate my 144 123 174 164 156

7 needs. 189 162 229 21.6 205 3.09 1.40

3 Trusts my judgment in 65 60 148 211 277 376 126
making classroom decisions. 8.5 7.9 194 27.7 364 ’
Shows confidence in my 66 69 132 187 307

? actions. 87 9.1 173 246 403 379 1.30
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Table 1 (continued)

Provides opportunities for 59 49 128 192 333

10 me to grow professionally. 7.8 64 168 252 438 391 1.2
Encourages professional 75 67 168 150 301

1 growth. 99 88 221 197 39.6 370133

12 Provides suggestions forme 150 118 198 142 153 304 139
to improve my instruction. 19.7 155 26.0 18.7 20.1 ’

13 Provides time for various 79 65 155 197 265 366 132
nonteaching responsibilities. 10.4 85 204 259 348 '
Provides adequate planning 35 47 121 227 331

14 time. 46 62 159 29.8 435 401 113

15 Provides extra assistance 174 128 167 132 160 297 145
when [ become overloaded. 229 168 219 173 21.0 ’

16 Equally distributes resources 204 121 132 142 162 292 150

and unpopular chores. 26.8 159 173 18.7 21.3

Legend: 1= 1 strongly disagree; 2 = I disagree; 3 = I neither agree nor disagree; 4 = I agree; 5 = I strongly
agree; M = arithmetic mean

For all the items, the range of responses is maximal, which indicates that
these items adequately cover the responses across all degrees of agreement
(Table 1). The items with the highest assessment score were: /4. Provides
adequate planning time. (e.g., time to do curricular planning, etc.) (M = 4.01,
SD = 1.13) and 10. Provides opportunities for me to grow professionally. (M
=3.91, SD = 1.25). Planning is an obligatory part of the work of every teacher
and is implemented at several levels: annual, monthly, weekly, micro and daily.
Teachers have autonomy in that part of their work obligations, and they can
design their own teaching process and adjust it to the needs and abilities of
their classes and the specific needs of individual students. Principals are clearly
aware of the fact that planning is extremely important and that teachers should
be given sufficient time for it, so they do not put time pressure on them. In
addition, owing to high assessments by teachers, principals provide them with
sufficient opportunities for professional development. Continuous improvement
and development of competencies is crucial to any profession, including the
teaching profession. The rapid development of science, arts, and technology
requires teacher participation in organized forms of professional development,
as well as individual professional development, depending on teachers’
preferences, needs, and possibilities. For them to do so, principals need to offer
them support in organizing these activities, which they do. In line with what has
been said, Faith (2020) maintains that teachers themselves are responsible for
their own professional development, whereas school principals are leaders who
provide opportunities to support teachers’ professional development.
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The item with lowest assessment was /6. Equally distributes resources and
unpopular chores. (M =2.92, SD = 1.50). More than a quarter of the teachers
(26.8%) strongly disagreed with this item, while 15.9% disagreed, which
indicates a high level of dissatisfaction with the distribution of resources and
chores. The perception of fairness is extremely important to employees. Zlati¢ et
al. (2021) reported that the perception of fairness shapes the positive perceptions
of an organization, satisfies the need to create a positive self-image and leads
to identification with the organization, and, as a result, a greater engagement at
work. In line with this, ensuring an equal distribution of resources and chores
is necessary for both schools and teachers to function efficiently. Another
item with a low score was item /5. Provides extra assistance when I become
overloaded. (M = 2.97, SD = 1.45). A significant number of teachers feel that
they are not given assistance from the principal when they need it. Indeed,
principals have many obligations, tasks, and activities they need to complete,
but teachers expect them, as managers, to notice when they are overloaded and
to react and provide appropriate assistance.

It should be noted that the two items with low scores have the highest
standard deviations, which indicates a high level of dispersion. This means
that a certain number of teachers expressed disagreement, whereas a significant
number of teachers expressed agreement with these items. This could indicate
that not all teachers receive equal treatment by principals, and that some of
them are in a more favourable position.

Table 2

Descriptive values of the Principal Support Scale (N = 761)

Kolmogorov-
M SD Skewness Kurtosis min max Smirnov d
index
Principal support 3.50 1.13 —.383 -932  1.00 5.00 .093

The average result for the Principal Support Scale was calculated on the basis
of the items it is composed of. As shown in Table 2, there is a slight left skewed
distribution, which, in line with the direction of the scale, indicates positive teacher
perceptions of principal support. In addition, in line with the variability coefficient,
there is a platykurtic distribution, which indicates a lower level of homogeneity
in the characteristics of the subject measured. According to the Kolmogorov-
Smirnov test, there is a significant deviation of the results from normal distribution.
Nevertheless, the scale has satisfactory skewness and kurtosis indices (Kline, 2011),
and the size is large. Marusteri and Bacarea (2010) noted that z-fests and ANOVA
tests yield correct results even in cases where distribution is near a Gaussian
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distribution, especially for large samples (e.g., N > 100) such as this one. This is
why parametric statistics were applied in further data analyses.

Table 3
Differences in T-test values for principal support in terms of workplace (N = 761)
RN (n=268) PN (n=493)
M SD M SD t p Cohend

Principal support 350 1.10 351 1.15 —-057 .954 0.004

p<0.05

T-test was applied (Table 3) to examine the differences in teacher perceptions
of principal support in terms of the workplace. According to the obtained
results, there is no statistically significant difference in the perceived principal
support between classroom teachers and subject teachers.

Despite the expectation that subject teachers would perceive a lower level
of principal support, this was not the case. Teacher education study programmes
for subject teachers include more courses designed to develop professional
competencies instead of pedagogical competencies. On the other hand, during
their initial education, classroom teachers take more pedagogical courses and
acquire broader pedagogical competencies, so it was expected that they would
not need as much principal support as subject teachers would need. In addition,
developmental characteristics of younger students are less challenging for
teachers than are the characteristics of students in higher grades of primary
school, with whom subject teachers work. In Grades 5-8, students often go
through puberty in a very intense way, and they find it difficult to accept
authority, thus, it was expected that subject teachers would report an insufficient
level of perceived principal support. Nevertheless, there were no differences in
their perceptions. A reason for that might be that principals balance well the
needs of the classroom and the needs of subject teachers, providing them with
the exact amount and kind of support they expect.

Table 4

Differences in principal support in terms of teachers’ age — ANOVA

<30 31-40 41-50 51-60 >60
m=77) (m=270) (n=236) (n=160) (n=18)

M SD M SD M SD M SD M SD F p eta’
Principal e e i o o I R
N —_ W —_ w 0 W S A w w B (=3
support =) o)} (S) — N} e} W —_ 0 N} D @
p<0.05
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To address the third research problem, the sample was divided into
five groups, according to the participants’ age. The first group consisted of
participants up to 30 years of age, the second group consisted of the participants
aged 31 — 40 years, the third group consisted of participants aged 41 — 50 years,
the fourth group consisted of participants aged 51 — 60 years, and the fifth group
consisted of participants aged 60 years and over.

To avoid the risk of Type 1 error due to a range of ANOVA tests, the
Bonferroni correction was applied. For each dependent variable 10 differences
between all pairs of groups were calculated, so the minimum p values of at least
0.005 for 5% risk and 0.001 for 1% risk should be considered significant. As
shown in Table 4, there is no statistically significant difference in the perceived
principal support in terms of the teachers’ age.

Notably, the results of some previous studies confirmed the differences in
principal support in terms of teachers’ age. For example, Sanches et al. (2022)
carried out research in the United States to examine, among other things,
teacher perceptions of principal leadership. The research was carried out on a
sample of 334 participants. In general, the participants were satisfied with the
principal support. However, certain differences were detected in perceptions of
principal support in terms of some demographic variables of teachers — teachers
who were older than 41 years and who had more years of work experience
perceived a lower level of principal support and engagement than their younger
colleagues did. Additionally, teachers with a lower level of education (those
with bachelor’s degree) perceived more positive principal support than did
teachers with a higher level of education.

Table 5

Differences in principal support in terms of teachers’years of work experience—
ANOVA

0-10 11-20 21-30 >30
n=250) (n=274) (n=167) (n=70)
M SD M SD M SD M SD F p etal

Principal
support

p<0.05

363 1.10 3.40 1.18 3.51 1.11 3.46 1.06 1.750 .155 .007

To determine the differences in principal support in terms of their years
of work experience, teachers were divided into four groups: up to 10 years
of work experience, 11 — 20 years of work experience, 21 — 30 years of work
experience, and more than 30 years of work experience.

To avoid the risk of Type 1 error due to a range of ANOVA tests, the
Bonferroni correction was applied. For each dependent variable 6 differences
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between all pairs of groups were calculated, so p values of at least 0.008 for
5% risk and 0.002 for 1% risk should be considered significant. The results
presented in Table 5 indicate that there is no statistically significant difference
in the perceived principal support in terms of the teachers’ years of work
experience. Nevertheless, teachers with fewer years of work experience
perceive a somewhat higher level of principal support, but this difference is not
statistically significant. A possible explanation is that principals offer more or
less the same amount of support to all teachers, but they still offer more support
to novice teachers and those with fewer years of work experience. Another
possible explanation is that younger teachers ask for more support as they feel
insecure. These findings are not in line with those of the study carried out by
Caspersen and Raaen (2014). Through quantitative and qualitative research
they obtained surprising results indicating that novice teachers tend to receive
less support than their more experienced colleagues do. Unfortunately, the
findings obtained in other studies (Tschannen-Moran & Woolfolk Hoy, 2007)
also highlight a lack of support for novice teachers. In future studies carried out
in the Croatian educational context, it would be important to pay more attention
to this topic.

Table 6

Differences in principal support in terms of the school size — ANOVA

<150 151-300 301-500 501-750 >751
=109 (n=165) (n=205) (n=186) (n=96)

M SD M SD M SD M SD M SD F p eta’
Principal » = » = v = W = w = D
N W — f W = = X =
Support w W [\ w ~ O N NS] ~ (o) o \© ~
p <0.05

The schools were divided into 5 categories according to their size (number
of students). Table 6 shows that the smallest number of teachers in the
participant sample are employed in large schools, with more than 751 students.
To avoid the risk of Type 1 error due to a range of ANOVA tests, the Bonferroni
correction was applied. For each dependent variable 10 differences between
the pairs of all groups were calculated, so p values of at least 0.005 for 5%
risk and 0.001 for 1% risk were considered significant (Table 6). The obtained
results indicate no statistically significant difference in the perceived principal
support in terms of the size of the school in which teachers work. Every school
has its own specificities, so it can be assumed that principals take them into
consideration and that they provide the necessary support. In addition, the
local community could play a significant role in providing support to school
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principals and helping them perform their work at a high quality level and in
accordance with the expectations of their employees.

Nevertheless, the results of the research carried out in the Republic of
Croatia are different. The analysis of how teachers perceive the flexibility and
authority of principals was carried out on a stratified representative sample
of primary schools in Split-Dalmatia County and revealed that teachers from
smaller schools (< 400 students) perceive lower levels of both variables, than
do teachers from larger schools (> 800 students) (Blazevi¢, 2014).

CONCLUSION

The research has shown that primary school teachers perceive a relatively
high level of principal support and that there are no differences in perceptions in
terms of workplace, teachers’ age and years of work experience, the size of the
school in which they work. According to the obtained results, teachers perceive
the same level of principal support regardless of the variables included in this
research. This could be explained by the developed competencies of principals
for their function of the school leaders. All principals must have at least 5 years
of previous work experience in educational institutions, which is a good starting
point for understanding the necessity of providing support to teachers.

The obtained results could be used to empower the competencies of
principals, as some items received lower assessments, creating room for
improvement. This is related primarily to a more just distribution of resources
and chores, and to providing assistance to teachers when they feel overloaded.
Principals should be able to detect these situations and act accordingly, as soon
as possible, to minimize potential negative effects.

While interpreting the results, it is important to consider several limitations.
First, the sample size was convenient, so the results cannot be generalized.
Another limitation is that principal qualities were not taken into consideration.
Delgado (2014, as cited in Pazur et al., 2020) noted that certain principal qualities,
such as years of work experience as the principal, can have an impact on their
ability to run the school. In addition, other variables, such as the principal’s
gender, age, years of work experience, and professional development were not
taken into consideration. Principal support and support for the principal could
be reversible processes, so future studies could focus on a deeper examination
of their mutual relationship. Therefore, this research could provide an incentive
for new, more comprehensive research which would result in new knowledge.
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