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ABSTRACT

This study investigated the influence of perceived school support on teachers’ sense of
community moderated by interpersonal relationship in government-aided secondary schools in
Bukwo district, Uganda. Specifically, the study assessed the influence of perceived school
support on sense of community, examined the influence of interpersonal relationship on sense of
community and tested the moderating effect of interpersonal relationship in the influence of
perceived school support on teachers’ sense of community in government-aided secondary
schools in Bukwo District. Employing a quantitative approach, this study utilised a correlational
research design. A self-administered questionnaire was used to collect data from a sample of 240
secondary school teachers, selected through simple random sampling. The data was analysed
using descriptive statistics and Partial Least Squares Structural Equation Modelling (PLS-SEM).
Descriptive statistics revealed that teachers' sense of community and perceived school support
were moderate but interpersonal relationship was high. The SEM findings revealed that
perceived school support had a positive and significant influence on sense of community;
interpersonal relationship had a negative insignificant influence on sense of community while
perceived school support moderated by interpersonal relationship had a positive but insignificant
influence on sense of community. The findings led to the conclusion that school support is
crucial for teachers’ sense of community; interpersonal relationship is not crucial for the
teachers’ sense of community, and equal emphasis on perceived school support and interpersonal
relationship does not necessarily lead to teachers’ sense of community. The study recommends
that education stakeholders should provide sufficient support to teachers in terms of fairness,
supervisor support, rewards, good job conditions and school participation to enhance their sense
of community; mutual acceptance and uplifting should be promoted among teachers and greater
emphasis should be laid on school support compared to interpersonal relationship in fostering
teachers’ sense of community.
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CHAPTER ONE

INTRODUCTION

1.0 Introduction

Sense of community as a concept has attracted the attention of scholars today. It is believed that
sense of community connects employees in a collegial manner, encourages cooperative
behaviour, increases engagement and participation (Pesonen et al., 2020), builds trust, increases
level of confidence (Cevik & Sevilmis, 2022) and stimulates creativity (Ciambotti et al., 2022).
As a consequence, sense of community positively impacts employees’ mental health, social
wellbeing, effectiveness, and efficiency (Chen & Zhang, 2022). Therefore, a research examining
the predictors of sense of community in organisations especially in a school setting was
worthwhile. This study sought to examine the influence of school support on teachers’ sense of

community moderated by interpersonal relationship.

1.1 Background of the Study
This section consists of the historical background on sense of community and how it is
influenced by perceived school support and interpersonal relationship in secondary schools. It

also includes the theoretical background, conceptual background, and contextual background.



1.1.1 Historical Background. The notion of sense of community was first highlighted by the
work of Maslow (1943), an American psychologist who in his hierarchy of needs theory
suggested desire for belonging as the third level thus need for friendship, intimacy, family and
love or community membership. Without belonging, feelings of social isolation, alienation, and
loneliness arise (Pesonen et al., 2020). Gusfield (1975) noted differences in the two major
aspects of the term community; the geographical that deals with a neighbourhood, town, city or
region, and the second was communities of interest which is of relational use, with emphasis on
the nature and essence of relationships between people. Formally, in a working paper, the
concept was first introduced by McMillan (1976). He defined it as an impression members of a
group have that their needs will be met as long as they remain together, as well as a sense of

belonging and importance to one another.

McMillan and Chavis (1986) described it as a multi-dimensional concept denoting
membership, influence, integration and fulfilment of needs and shared emotional connection.
Membership is a feeling of being part of a group and it consists of five interrelated components
namely perimeters, emotional protection, sense of belonging and identification, personal
investment and a collective symbolic framework (Lampinen et al., 2019). Influence means a
feeling of individuals influencing the group and the group influencing the individuals while
integration and fulfilment of needs satisfies the belief that needs will be met by existing
resources due to group membership, there is mutual assistance among the members, and the
group can go forward; Shared emotional connection depends on the hope that members of a
group will continually share experiences of places and time spent together (Anli, 2019). Deci and

Ryan (1991) proposed that the need for interconnectedness includes working towards; relating



and caring for others, others relating sincerely to an individual, and having a fulfilling and
continuous engagement with the social world thus sense of community is marked by solid,
continuous and emotionally satisfying relationships among members of a group.

Globally, teacher sense of community has been an issue of concern. A study done in the
United States of America among educators in high schools with majority African American
student populations revealed that 94.3% of respondents experienced low sense of community;
males who participated in the study viewed similarities with others, sense of group
responsibility, and interconnectedness as being unrelated to belonging and acceptance; females
who self-identified as other experienced limited sense of community; new teachers indicated
that they felt isolated by those who had been in the schools longer and teachers from different
ethnic groups (Patrice et al., 2018). Across the United States, there has been great decline in the
sense of community with low integration and fulfilment of needs resulting from the COVID-19
pandemic and change to contingency virtual teaching which led to a sharp decline in teachers’
feelings of accomplishment due to weak communication, untargeted training, unproductive
cooperation, unfair expectations, and none-authentic recognition during the pandemic (Kraft et
al. 2021).

A study among high school science and mathematics teacher communities of practice
across the United States of America equally indicated that mathematics teachers consistently
reported lower identity (Polizzi et al. 2021). In Europe, teachers’ sense of community is also of
great concern. With the onset of COVID-19 in United Kingdom, lockdown and remote teaching
reduced feelings of belonging among teachers; uncertainty, importance of relationships and
teacher identity were common themes among teachers most of whom described their dismay at

their job becoming an administration job and how remote reduced their feeling of sense of



community (Mulrooney & Kelly, 2020). In a study involving teachers done in Sweden, Karlsudd
(2021) revealed that shared emotional connection was lacking with 40% of teachers expressing
discomfort during discussions about inclusion, hence teachers’ experiences of openness and
belonging was unpredictable.

In the Asian continent, contrary to what is in the Western World, in Philippines, teachers
of secondary school exhibit a high sense of community (Jimenez, 2020). However, in some
Asian countries, the sense of community remains low exhibited by growing isolationism. For
instance, in Korea there is limited social networking especially among international school
teachers (Santos, 2019). In South Korea, there are fragmented teacher identities as a result of
power instability coupled with inadequate cultural capital in schools (Hwang & Yim, 2019). In
Africa, teachers’ sense of community is also low. A study conducted in Eritrea indicated that
teachers of middle and secondary schools exhibited minimal sense of community showcased by
high teacher attrition (Fessehatsion & Peng, 2021). In South Africa, positive attitude towards
rural communities resulted in engagement in healthy, enjoyable and kindling interactions among
teachers despite many demeaning views about rural learning ecologies; similar sense of
belonging, membership, shared emotional connection and influence was established in both
teachers who originated from urban areas but were employed in rural schools and those who
stayed and worked in rural learning ecologies (Hlalele & Mosia, 2020).

In Tanzania, secondary school teachers feel bad about their profession, do not want to be
identified with the teaching profession and they neither influence nor are influenced by the
teaching profession because society takes teaching as the last resort for people with poor living
and working conditions (Kihwele & Kihwele, 2023). This creates a low sense of community

among teachers. In Kenya, there is loss of a sense of positive connection among secondary



school teachers of public schools (Wanyonyi & Ouda, 2019). Kamundi (2021) further revealed
that in Kenya, the number of secondary school teachers that left schools perennially
outnumbered those who were employed because some administrators were not cooperative, not
understanding, not appreciative, did not recognise teachers’ efforts, were not caring and did not
treat teachers with dignity.

In Uganda, the situation is not any different! A study among teachers of private
secondary schools in Mbale showed that staff retention in schools was a nightmare evidenced by
recruitment of fresh teachers every year (Wambede & Bisaso, 2020). Further, with the recent
discriminated increase in salaries of science teachers, the sense of community among teachers in
secondary schools has been taken aback. The Uganda national teachers’ union secretary general
during teachers’ day celebrations noted in his speech that this inequitable pay demotivated and
divided the teaching fraternity (Kazibwe, 2022). On their part, most science teachers associate
themselves more as scientists and not as teachers evidenced by formation of a separate Uganda
professional science teachers’ union curved out from the original Uganda national teachers’
union (UPSTU, 2022). This implied a low sense of community among teachers of government-
aided secondary schools.

Owing to the importance of sense of community, scholars have examined factors relating
to it. Lampinen et al. (2018) revealed that support and encouragement, open interaction,
conversation culture, unified values, shared work vision, objectives management and leadership
structure, work atmosphere, and common time in an organisation affected a sense of belonging
among social and health care managers in Finland. Kitreerawutiwong et al. (2020) indicated that
sense of community predictive factors include social support, neighbourhood environment,

length of residency in the area, and education level. Sriram (2020) revealed that the factors



include deeper life engagements, academic interfaces, social dialogue and sense of community.
Anli (2019) reported that the factors include interpersonal sensitivity and sense of community.
Polizzi et al. (2021) studied social influences and discipline-based identity and self-efficacy
belief among science and mathematics teachers in the United States. Kirkhus (2011) studied
influences to teachers' sense of community in Public Urban Elementary Schools across the
United States and found that principal leadership activities, enabling school guidelines and
frameworks for teacher networking and exchange contributed to teachers’ sense of community;
teacher capacity building mediated the relationship between principal leadership behaviours and
teachers' sense of community. Admiraal and Lockhorst (2011) studied the sense of community in
school scale in Dutch and found that group identity, meaningful relationships, shared practices
embracing individuality, appreciation of uniqueness, and significant relationships affect teachers’
sense of community.

Most of the studies on sense of community alluded to above were carried out among
students for example that of Sriram (2020) and Anli (2019) while Kitreerawutiwong et al. (2020)
carried out a study among older adults. In a workplace setting, Lampinen et al. (2018) carried out
a study among social and health care managers. The study by Polizzi et al. (2021) was carried
out among teachers yet it was restricted to only science and mathematics teachers in the United
States. The inclusive study by Kirkhus (2011) related aspects of school support to teachers’ sense
of community. However, the above studies related aspects of organisational support with sense
of community, leaving out interpersonal relationship except the study by Anli (2019). However,
Anli (2019) studied interpersonal relationship as an antecedent to sense of community, not as a
moderator. All the above investigations were schemed outside Uganda. In the Ugandan

perspective, school support and interpersonal relationships need attention because of arts



teachers feeling discriminated by the government and divisionism being propagated by leaders of
the union of science teachers. This study therefore examined the influence of school support on
sense of community moderated by interpersonal relationship among secondary school teachers in

Bukwo district in Uganda.

1.1.2. Theoretical Background . This study was anchored on and explained by the perceived
organisational support theory and relational systems theory. Perceived organisational support
theory was proposed by Eisenberger et al. (1986). The theory assumes that the enthusiasm of
employees to remain in the organisation and harness their expertise largely depends on perceived
organisational support (Jing &Yan, 2022). According to Cropanzano et al. (1997), a profound
sense of organisational support enhances employees’ job-based self-identity. Perceived
organisational support theory posits that the maturation of perceived organisational support is
encouraged by employees’ personification of the organisation (Eisenberger et al., 1986).
Accordingly, favourable or unfavourable treatment indicates favour or disfavour of individuals
by the organisation. Rewards given to employees in an organisation and suitable job
circumstances such as remuneration, promotions, job enhancement, and say in organisational
strategic decisions yield to perceived organisational support. Voluntary rewards and conducive
job conditions from the organisation satisfy employees more than those obtained after
compulsion from outside pressures such as employer-employee negotiations or regulatory
requirements for safety (Eisenberger et al., 1986).

Perceived organisational support theory puts forward three consequences of perceived
organisational support; production of an impulse to mind about the organisation’s thriving and

attainment of objectives, fulfilment of emotional and relational needs and employees identifying



with organisational roles (Santos & Gongalves, 2018). The authors note that these consequences
result from care, approval, and respect accorded to individuals by the institution. According to
Eisenberger et al. (1986), perceived favourable treatment that increase perceived organisational
support received from the organisation are fairness, supervisor support, organisational rewards,
job conditions and participation. According to Rhoades and Eisenberger (2002), fairness is a
measure for apportionment of resources among employees, formal rules and policies about
decision making and implementation, receiving of exact information, and the quality of dignity
in interactions while apportioning resources; supervisor support means the degree of valuing of
the efforts of workers and prioritisation of workers’ their welfare while organisational rewards
and job conditions include acknowledgement , remuneration, career progression, confidence in
job continuity, independence , role stressors, and training. This study examined the influence of
perceived school support in terms of fairness, supervisor support, organisational rewards, job
conditions and participation on teachers’ sense of community.

Perceived Organisational Support Theory does not explicitly explain the relationship
between interpersonal relationship and sense of community. Relational Systems Theory was used
to expound the linkage between interpersonal relationship and sense of community. Relational
systems theory can be dated back to the work of Khan (1998) who studied relational systems at
work. Relational systems standpoint proposes that alliances at work are key in giving rise to
sought-after mindsets and behaviours in employees (Kahn, 2007) and that staff build
relationships at work to satisfy of their needs (Fiaz and Qureshi, 2023). Relationships at work are
created and maintained based on experience (Kahn, 2007). If the relationships are positive,
employees are motivated to build them at work (Fiaz & Qureshi, 2023). Khan (1998) established

that work relationships vary in strength of their emotional attachments. Employees who are



strongly attached to their organisations felt joined, recognised and not alone in their jobs while
those with weak attachments were superficially connected and their extreme form was
detachment.

Relationships fulfil varied relational needs. Relational needs are those that employees
intend to obtain from networks with colleagues at work (Kahn, 2007). The author put forward
five categories of human connection needs as; task achieving goals, advancing in career, gaining
clarity, finding significance and personal encouragement. Interpersonal relationships consist of
interpersonal regard, mutual acceptance and uplifting, mutual trust and workplace harmony
(Singh & Aggarwal, 2022). Interpersonal regard means accepting other people’s perspective
because they are valuable; mutual acceptance and uplifting refers to raising others in an
organisation; mutual trust is the affective feeling between individuals as a result of transparency
between individuals in the organisation while harmony is about mutual cooperation (Singh &
Aggarwal, 2022). This study examined the influence of interpersonal relationship variables

identified by Singh and Aggarwal (2022) on sense of community.

1.1.3 Conceptual Background. The variables for this study were perceived school support
(independent variable), interpersonal relationship (moderating variable) and sense of community
(dependent variable). Perceived school support means how school employees interpret the extent
their input is valued by the school (Maan et al., 2020). For this study, perceived school support
referred to fairness (Delvin et al., 2014), supervisor support (Yang et al., 2016), institutional
rewards (Mugizi & Bakkabulindi (2018), job conditions (Channa, 2016), and participation

(Mugizi & Bakkabulindi, 2018). Interpersonal relationship denoted the association between two



or more individuals who have like aims, ambitions, or goals, whose coming together achieves
larger goals (Ayofe & Akinbo, 2022).

Interpersonal relationship in this referred to interpersonal regard, mutual acceptance and
uplifting, mutual trust and workplace harmony (Singh & Aggarwal, 2022). For the dependent
variable of sense of community, it is defined as a perception of belonging to a group with
common interests and shared believes, a feeling of mutual importance with the viewpoint that the
group will meet its members’ needs because of their membership and accountability to others in
the group; it entails walking the talk and taking responsibility for ones’s actions (Yang et al.,
2020). In this study, the constructs of the variable of sense of community were based on the work
of on Chavis et al. (2008) thus; needs fulfilment, group membership, influence and emotional

connection.

1.1.4 Contextual Background. The ten government- aided secondary schools in Bukwo District
provided the study context. The schools were Amanang, Chepkwasta, Chesower, Tulel, St
Joseph’s, and Eastern College Chebinyiny, Kapyoyon High school, Kabei seed, Kortek Girls’
school and Kamet Secondary School. In Uganda, secondary school teachers have formed savings
and credit cooperative organisations (SACCOs) which increases their level of savings, offers
them loans at a low interest rate, improves their standards of living and which makes them feel
that they belong to a community of teachers (Nantongo, 2022). In the schools, there are activities
done that can result in a sense of sense of community and good interpersonal connections
amongst teachers. For instance, teachers support each other financially and materially during

weddings and burials of relatives, are involved in cash rounds and schools occasionally organise
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get together parties for teachers. These endeavours are expected which create unity amongst
them hence sense of community.

With respect to school support, schools pay teachers Parents Teachers Association (PTA)
allowances, allowances for extra teaching and duties beyond regular hours, duty allowance, and
hard to reach allowances for teachers in hard-to-reach areas. These allowances are aimed at
fulfilling the needs of teachers. National teachers’ day is also celebrated annually and
outstanding teachers are awarded while annual general meetings are conducted in schools. In
addition, there is delegation of authority and assignment of responsibilities, performance
appraisal, training and promotion (Mugizi, 2018). Nonetheless, in secondary schools, sense of
community among teachers in Uganda remains low. The teachers like others in the country
engage in industrial action periodically over pay (Kambasu, 2021), arrive late for work and do
not complete their tasks like scheming, lesson planning and carrying out weekly duty (Mugizi et
al., 2019). Some go to class late, some just teach and leave abruptly, and some neglect meeting
the required learning outcomes for students (Ashaba et al., 2022). All these indicate that teachers
lack a sense of community. The unanswered empirical question that emerged that was studied
was whether perceived school support moderated by interpersonal relationship had an influence
on teachers’ sense of community.

1.2 Statement of the Problem

Sense of community is very critical for the success of an organisations (Ciambotti et al., 2022). It
fosters the creativity required to come up with fresh concepts and solve issues (Ciambotti et al.,
2022), fosters a sense of reciprocal reliance, attachment, and belonging among the people,
connecting them in a collegial way (Cevik & Sevilmis, 2022). Collective efficacy, solidarity and

cohesion, greater mental awareness and lower depressive tendencies are the results of perceived
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sense of community (Chen & Zhang, 2022). Due to its importance, efforts have been made to
create and increase sense of community of secondary school teachers in Uganda. For instance,
teachers are part of PTA and Board of Governors committees with representatives (The
Education Act, 2008). Teachers have also formed savings and credit cooperative organisations
for savings and loan facilities among them (Nantongo, 2022). In schools, secondary school
teachers even have revolving funds and teachers support each other financially and materially
during functions.

However, even with efforts to boost teachers’ sense of community, it stays depressed.
Many secondary school teachers have abandoned classes, arrive at their respective schools early
and record their daily attendance and vanish from the schools (Mugizi, et al., 2019). The
teaching fraternity is divided (Kazibwe, 2022) with science teachers associating themselves more
as scientists and not as teachers (UPSTU, 2022) while arts teachers feel that they do not belong
to the teaching fraternity indicating a low sense of belonging. If these issues pertinent for the
attainment of sense of community among secondary school teachers are not addressed, there will
be very limited commitment and engagement in school activities, and eventually persistent
burnout among the secondary school teachers and which in turn would hinder achievement of
school goals, aims and objectives. Previous studies have not studied the impact and magnitude of
institutional support on teachers’ sense of community. This study investigated the influence of
perceived school support on teachers’ sense of community in secondary schools moderated by

interpersonal relationship.

1.3 Purpose of the Study
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The study investigated the influence of perceived school support on teachers’ sense of

community moderated by interpersonal relationship in government-aided secondary schools in

Bukwo District in Uganda.

1.4 Objectives of the Study

The specific objectives of the study were;

. To assess the influence of perceived school support on teachers’ sense of community in

government-aided secondary schools in Bukwo District

I. To examine the influence of interpersonal relationship on teachers’ sense of community

in government-aided secondary schools in Bukwo District
To test the moderating effect of interpersonal relationship in the influence of perceived
school support on teachers’ sense of community in government-aided secondary schools

in Bukwo District.

1.5 Research Hypotheses

The following hypotheses guided the study;

Perceived school support has a significant influence on teachers’ sense of community in
government-aided secondary schools.
Interpersonal relationship has a significant influence on teachers’ sense of community in

government-aided secondary schools.

Interpersonal relationship has a moderating effect in the influence of perceived school

support on teachers’ sense of community in government-aided secondary schools.
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1.6 Scope of the Study

1.6.1 Content Scope. The study covered perceived school support, interpersonal relationship and
sense of community. Perceived school support covered fairness, supervisor support, institutional
rewards, job conditions and participation. Interpersonal relationship covered interpersonal
regard, mutual acceptance and uplifting, mutual trust and workplace harmony while sense of
community covered needs fulfilment, group membership, influence and emotional connection.
1.6.2 Geographical Scope. Bukwo District in Eastern Uganda provided the geographical scope.
The study was schemed in the government-aided secondary schools in the district. The schools
were Amanang, Chepkwasta, Chesower, Tulel, Kamet, St Joseph’s Secondary School, Eastern
College Chebinyiny, Kapyoyon High school, Kabei seed and Kortek Girls’ school. These
schools provided a sufficient sample of teachers.

1.6.3 Time Scope. This study was carried out from June 2024 to August 2024. This period was
appropriate because the researcher had access to the secondary school teachers and head teachers

during the second term of the schools’ academic calendar.

1.7 Significance of the Study

This study makes a contribution to policy makers, schools and the body of knowledge. To
schools, the research will contribute knowledge of best school support practices and how they
can be implemented. To the head teachers, the study provide insights on how to foster sense of
community and good interpersonal relationship among teachers and teachers will get insights on
establishing and maintaining good interpersonal relationship and consequently increase their
sense of community at school. To policy makers, the study provides insights on key priority

areas as regard school support components. Support to be provided by the head teachers to
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teachers will thus be well spelt in policy. To scholarly sphere, the research will establish the
nature of relationship between school support and sense of community in a Ugandan context.

The study will thus be a basis for further research on the study variables.

1.8 Conceptual Framework
The conceptual framework (Figure 1.1) describes the influence of perceived school support on

sense of community moderated by interpersonal relationship.

Figure 1.1

Conceptual Framework

1V DV
Perceived School Sense of community
SUIOIOOI'_'[ - Needs fulfilment
- School supervisor -Group membership
support _ ~ -Influence
- School support fairness MO -Emotional connection
- School institutional
rewards
- School job conditions Interpersonal

- School participation Relationship

Interpersonal regard
Mutual acceptance and
uplifting

Mutual trust
Workplace harmony

Source: Conceptual framework basing on ideas adapted from Maan et al. (2020), Ayofe and

Akinbo (2022) and Chavis et al. (2008).
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The conceptual framework (Figure 1.1) shows that perceived school support in terms of
supervisor support, school support fairness, institutional rewards, job conditions and
participation leads to sense of community in terms of needs fulfilment, group membership,
influence and emotional connection. The framework also shows that the relationship between
perceived school support and sense of community is moderated by interpersonal relationship.
Interpersonal relationship is in terms of interpersonal regard, mutual acceptance and uplifting,

mutual trust and workplace harmony.

1.9 Operational Definitions of Study Variables

Interpersonal relationship: This denotes interpersonal regard, mutual acceptance and uplifting,
mutual trust and workplace harmony.

Perceived school support: This referred to fairness, supervisor support, institutional rewards,
job conditions and participation.

Sense of community: This refers to needs fulfilment, group membership, influence and

emotional connection.
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CHAPTER TWO

LITERATURE REVIEW
2.0 Introduction
This chapter presents literature on perceived school support, interpersonal relationship and sense
of community. It contains theoretical review and review of related literature. Existing literature
on perceived school support, interpersonal relationship and sense of community is analysed and

gaps which this study filled identified.

2.1 Theoretical Review

The theoretical review is on the theory of Perceived Organisational Support and Relational
systems Theory. Perceived organisational support theory was proposed by Eisenberger et al.
(1986). The theory assumes that the enthusiasm of employees to remain in the organisation and
harness their expertise largely depends on perceived organisational support (Jing &Yan, 2022).
According to Cropanzano et al. (1997), a profound sense of organisational support enhances
employees’ job-based self-identity. Perceived organisational support theory posits that the
maturation of perceived organisational support is encouraged by employees’ personification of
the organisation (Eisenberger et al., 1986). Accordingly, favourable or unfavourable treatment
indicates favour or disfavour of individuals by the organisation. Rewards given to employees in
an organisation and suitable job circumstances such as remuneration, promotions, job
enhancement, and say in organisational strategic decisions yield to perceived organisational

support. Voluntary rewards and conducive job conditions from the organisation satisfy
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employees more than those obtained after compulsion from outside pressures such as employer-
employee negotiations or regulatory requirements for safety (Eisenberger et al., 1986).

Perceived organisational support theory puts forward three consequences of POS;
production of an impulse to mind about the organisation’s thriving and attainment of objectives,
fulfilment of emotional and relational needs and employees identifying with organisational roles
(Santos & Gongalves, 2018). The authors note that these consequences result from care,
approval, and respect accorded to individuals by the institution. According to Eisenberger et al.
(1986), perceived favourable treatment that increase perceived organisational support received
from the organisation are fairness, supervisor support, organisational rewards, job conditions and
participation. According to Rhoades and Eisenberger (2002), fairness is a measure for
apportionment of resources among employees, formal rules and policies about decision making
and implementation, receiving of exact information, and the quality of dignity in interactions
while apportioning resources; supervisor support means the degree of valuing of the efforts of
workers and prioritisation of workers’ their welfare while organisational rewards and job
conditions include acknowledgement, remuneration, career progression, confidence in job
continuity, independence, role stressors, and training. This study examined the influence of
perceived school support in terms of fairness, supervisor support, organisational rewards, job
conditions and participation on teachers’ sense of community.

Perceived Organisational Support Theory does not explicitly explain the relationship
between interpersonal relationship and sense of community. Relational Systems Theory was used
to expound the linkage between interpersonal relationship and sense of community. Relational
systems theory can be dated back to the work of Khan (1998) who studied relational systems at

work. Relational systems standpoint proposes that alliances at work are key in giving rise to
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sought-after mindsets and behaviours in employees (Kahn, 2007) and that staff build
relationships at work to satisfy of their needs (Fiaz and Qureshi, 2023). Relationships at work are
created and maintained based on experience (Kahn, 2007). If the relationships are positive,
employees are motivated to build them at work (Fiaz & Qureshi, 2023). Khan (1998) established
that work relationships vary in strength of their emotional attachments. Employees who are
strongly attached to their organisations felt joined, recognised and not alone in their jobs while
those with weak attachments were superficially connected and their extreme form was
detachment.

Relationships fulfil varied relational needs. Relational needs are those that employees
intend to obtain from networks with colleagues at work (Kahn, 2007). The author put forward
five categories of human connection needs as; task achieving goals, advancing in career, gaining
clarity, finding significance and personal encouragement. Interpersonal relationships consist of
interpersonal regard, mutual acceptance and uplifting, mutual trust and workplace harmony
(Singh & Aggarwal, 2022). Interpersonal regard means accepting other people’s perspective
because they are valuable; mutual acceptance and uplifting refers to raising others in an
organisation; mutual trust is the affective feeling between individuals as a result of transparency
between individuals in the organisation while harmony is about mutual cooperation (Singh &
Aggarwal, 2022).

Relational systems theory has its strength in the fact that it focuses on need fulfillment
(Ehrhardt, 2014). It posits that employees have distinct needs for connection and support in
workplace that may be met or unmet. The level to which relationship needs are satisfied
determines psychological bonding to people in one’s workplace life (Ehrhardt, 2014). However,

the theory lacks clear guidelines for assessing whether an individual’s relational needs are
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undoubtedly satisfied by workers’ web of connections. This study assessed the casual linkages
between interpersonal relationship variables and sense of community.

2.2 Concept of Sense of Community

Sense of Community implies a feeling of being part of a group, a sense of mutual importance,
and a common belief that being together meets needs through shared dedication (Yang et al.,
2020). It is an appreciation of resonance with others, acknowledged mutual reliance and the
sensation of being embedded in a secure framework; a feeling of being valued and impactful to a
group, with confidence in the community’s nurturing environment (Ciambotti et al., 2022). Sense
of community involves giving to or doing for others what one expects from them (Chen &
Zhang, 2022). According to Yang et al. (2020), a disposition of being accountable for one’
actions towards others in the group, empathetic engagement with others and walking the talk
constitutes sense of community.

Sense of community is key as far as organisations are concerned. Sense of community
creates an impression of fitting in a group, dependence on each other and interpersonal bonding
among individuals resulting in collegiality (Cevik & Sevilmis, 2022) therefore it behaviourally
fastens people to the community they belong to and leads them to act within it (Procentese et al.,
2019). Sense of community is tied to beneficial results such as active involvement within the
community and it leads to preparedness through development of sustainable and resilient
communities (Procentese et al., 2019). Ciambotti et al. (2022) indicate that sense of community
fuels creative potential needed to generate outside-the-box ideas and solutions to problems,
increases level of confidence and the commitment it provides drives optimised resource

mobilisation, even in tough situations (Ciambotti et al., 2022).
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Chen and Zhang (2022) found that sense of community positively influences one’s
mental health and social wellbeing. According to Anli (2019), sense of community is important
in empowering organisational characteristics, streamlining public policies, scaling up goodwill,
fostering trustworthiness, lowering opportunism and oversight costs and understanding

creativity, institutional evolution, and value-added outcomes.

2.3 Review of Related Literature

2.3.1 Perceived School Support and Sense of Community. Perceived school support is the
teacher’s feeling that their school genuinely cares about their well-being; it is the discernment
that the school has an intense care for the school employees thus school support enables
functional, social, and emotional backing (Rasool et al., 2021). Perceived school support is
fundamental in building teachers’ sense of community thus different scholars have studied
organisational support and sense of community. In a study on workplace belongingness, Hau
(2023) examined the consequence of supervisor support on employee belongingness in a health
organisation New Zealand. It was established that perceived supervisor support significantly led
to workplace belongingness. The study also indicated that full-time permanent workforce
continually more attached to their workplace than part-time employees.

In their study, Hombrados-Mendieta et al. (2019) examined the casual effect of social
support on sense of community among immigrants. The study indicated that increased social
support was linked to a greater sense of community. In a study done in Chinese enterprises, Jing
and Yan (2022) studied the casual effect of organisational support on sense of belonging and
self-identification which point to sense of community. The results indicated that perceived

organisational support positively affected psychological ownership. In a study in India,
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Kachchhap and Horo (2021) assessed determinants of sense of belonging among teachers in
schools. Perceived school support significantly predicted sense of belonging. A very strong sense
of belonging was noted among employees who perceived support from their organisations
(Rasool et al., 2021). Perceived organisational support helps members of the workforce to
develop an emotional bond to their organisation (Tetteh et al., 2020). Contextual, empirical and
population gaps arose from the above literature. First, the studies did not capture the African
context and few studies were carried out in the school context hence the need for this study in the

local school context.

2.3.2 Interpersonal Relationship and Sense of Community. Interpersonal relationships are
connections between people who have similar goals, objectives, and aims and who in concert
seek to achieve larger goals beyond what each person can accomplish alone (Ayofe & Akinbo,
2022). Some studies have investigated casual linkages between interpersonal relationship and
sense of community. In a study done in Finland involving international students, Pesonen et al.
(2020) looked at sense of belonging in co-teaching relationship. The study established that close
collegial relationship between teachers built a sense of belonging. Akindele (2020) studied
emotional intelligence and interpersonal skills training as strategies for fostering psychological
sense of community among teachers in Ogun State, Nigeria. The results showed that
Interpersonal skills training programs fostered teacher’s psychological sense of community.

In a study assessing the influence of social and higher interactions with psychological
sense of community in the United States, Sriram (2020) reported that higher life, academic and
social interactions led to psychological sense of community. Sriram (2020) while studying the

influence of academic, social, and deeper life interactions on the psychological sense of
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community in the United States found that deeper life interactions, academic interactions and
social interactions influenced the psychological sense of community of international students.
Singh (2022) studied the predictors of organisational embeddedness: An investigation into
perceived organisational support and organisational trust among employees in Trinidad. The
results showed that experiences of organisational support and trust each predict the three
dimensions of organisational embeddedness that is links, fit and sacrifices thus sense of
community. Accordingly, organisational support leads to a sense of community. Singh (2017)
carried out a study titled developing organisational embeddedness: employee personality and
social networking in service sector companies in Carribea. Findings indicate that
conscientiousness, emotional stability and extraversion predict organisational embeddedness and
social networking leads to embeddedness thus employees who engage in free and open
interpersonal relationship experience sense of community in their workplaces.

In a review, Longaretti (2020) assessed the views and experiences of inclusion as
students move from elementary to secondary education. Findings showed that nature of school-
based interpersonal relationship determined school sense of belonging. In their study involving
Nigerian bank employees, Ayofe and Akinbo (2022) assessed the impact of interpersonal
relationships. The study indicated that relationship led to employees sharing of thoughts,
feelings, and engaging in activities together. Thus good interpersonal relationship created sense
of community. Similarly, sense of community has been explained as feelings of belongingness
and a shared belief that community members meet one another’s needs (Cevik & Sevilmis,
2022). Accordingly, sense of community is facilitated by interpersonal relationship. In a study

done in the USA, Burcher et al. (2021) examined the influence of interpersonal support as a
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predictor of sense of community among youth in mentoring programs. The study findings
indicated that greater interpersonal support resulted in parents’ sense of community.

However, these studies raised contextual, methodology and population gaps. For
instance, Longaretti (2020) carried out a review thus necessitating an empirical study.
Additionally, most of the studies were carried out among other populations that are not teachers.
For example, the study by Sriram (2020) was carried out among international students, Burcher
et al. (2021) carried out a study among parents while Ayofe and Akinbo (2022) carried out a
study among bank employees. Hence, this study that involved secondary school teachers in
schools in Uganda and it assessed the predictive power of interpersonal relationship on sense of

community.

2.3.3 Perceived School Support, Interpersonal Relationship and Sense of Community.
Perceived school support denotes employees’ view of whether the school minds about their input
and welfare and their evaluation of whether the organisation facilitated their career growth
(Rasool et al., 2021). Employees who perceive supportive relationships experience security on
their jobs and offer their dedication toward achievement of school goals because they believe
they are part of something greater than themselves. Further, collaborative work and learning
enhance teachers' professional development through formal and informal teacher groups
(Admiraal et al., 2021). Interpersonal relationship denotes to the ability to establish and sustain
mutually satisfying relationships with a wide range of people in a variety of situations (Lengieza
et al., 2023). The authors have documented that interpersonal relationships lead to fulfilment of
individual primary requirements heightening and enhancing the availability of resources and

fulfil the basic need to belong and to feel associated others.
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Interpersonal relationship nurtures an ambiance where originality and forward-thinking
blossom and eventually increase organisational productivity, interpersonal support fosters a
sense of community within the organisation by lowering employee turnover (Ayofe & Akinbo,
2022). In a study done in China, Zhang et al. (2020) assessed the intervening role of
psychological empowerment and supportive role of interpersonal trust among primary school
teachers in China. The results demonstrated that interpersonal relationships were a positive
moderator of the relationship between teacher empowerment and teacher outcomes. Also, the
findings showed that interpersonal relationship positively moderated the relationship between
teacher empowerment and teachers’ voice behaviour. Teachers who perceived higher levels of
interpersonal trust felt that they influenced affairs in their schools as a result of principal’s
authentic behaviour. Thus, teachers who felt supported at school and trusted each other
consequently experienced sense of community. In general, there was a dearth of empirical data
supporting the moderating role of interpersonal relationships on the association between sense of
community and perceived school support. Therefore, this study examined how interpersonal
relationships among Ugandan secondary school teachers moderate the relationship between

perceived school support and sense of community to provide empirical data on the same.

25



CHAPTER THREE

METHODOLOGY
3.0 Introduction
The methodologies that were used to carryout investigations of this empirical study are presented
in this section. These methodologies were the basis for data collection, analysis and subsequent

presentation of the findings.

3.1 Research Design

This study used a correlational research design. Using this design, the researcher investigates
relationships between predictor and criterion variables (Mugizi et al, 2022). Further, the authors
posit that a correlational research design provides an evaluation of the strength and direction of
relationship between two or more variables. Quantitative approach was used. This approach
examines relationship among variables that can be measured typically on instruments to obtain
numeric data that can be analysed using statistical procedures (Mohajan, 2020). According to the
authors, quantitative approach is used in relational questions of variables within research and it
was preferred because it protected against bias and the findings can be generalised and

replicated.
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3.2 Study Population

The study collected data representative of teachers in Bukwo District. The target population was
256 teachers from ten government-aided secondary schools in Bukwo district. These schools
were deemed sufficient to provide data necessary for generalisation of the results.

3.3 Sample Size Determination

The sample size comprised 240 teachers. The researcher determined the sample size using the
sampling table by Krejcie and Morgan (1970) (see Appendix D). The sample size of teachers
from each school was determined using proportionate sampling to ensure that each school is

equitably represented. The sample is presented in Table 3.1.

Table 3.1

Target Population and Sample Size

School Target population Sample size
Amanang Secondary School 55 51
St Joseph’s Secondary School 24 22
Chepkwasta Secondary School 20 18
Eastern College Chebinyiny 24 22
Kabei Seed Secondary School 24 22
Kortek Girl’s School 23 22
Kamet Secondary School 18 17
Tulel Secondary School 23 22
Chesower Secondary School 26 24
Kapyoyon High School 19 18
Total 256 240

Table based on ideas adopted from Krejcie and Morgan (1970)
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3.4 Sampling Technique

The study was guantitative seeking to produce generalisable findings, therefore, it employed the

simple random sampling technique. The technique is probabilistic hence every component of the

population has an independent and equal opportunity of being included in the sample (Mohajan,

2020).). Thus, it enabled the researcher to ensure that all respondents had an equal chance of

being selected. The technique led to results that are generalisable.

3.5 Measurement of Variables

The study variables were sense of community (DV), perceived school support (IV) and

interpersonal relationship (Moderating variable). The variables’ characteristics and sources are

indicated in Table 3.2.

Table 3.2

Variable Characteristics and Source

Variable Nature of Variable Indicators Source
Sense of Dependent variable - Needs fulfilment Chauvis et al. (2008)
community - Group membership
- Influence
- Emotional connection
Perceived Independent - School support fairness Delvin et al. (2014)
school support  variable - School supervisor support Yang et al. (2016)
- School institutional rewards Mugizi and
Bakkabulindi (2018)
- School job conditions Channa (2016)
- School participation Mugizi and

Bakkabulindi (2018)

Interpersonal  Moderating - Interpersonal regard
relationship variable - Mutual acceptance and
uplifting

- Mutual trust
- Workplace harmony

Singh and Aggarwal
(2022)
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3.6 Research Instrument

A close ended self-administered questionnaire (SAQ) was used to collect numeric data because
useful data is obtained quickly, participants get ample time for quality answers and teachers’
efficacy in English was good (Mohajan, 2020). The questionnaire comprised sections A, B, C
and D. Section A was on demographic characteristics of the respondents, section B was on sense
of community, section C was on perceived school support and section D on interpersonal
relationship. The indicators were measured using the agreement scale where 1 = strongly

disagree (minimum) and 5 = strongly agree (maximum).

3.7 Quality Control of Data Collection Instruments
Validity and reliability of the data collection instruments was calculated. High validity of the
instrument led to collection of accurate data while high reliability ensured consistency in the

question items for the different constructs.

3.7.1 Validity. The concept indicates the degree to which the study’s data collection and analysis
accurately reflect the reality under study (Surucu & Maslakci, 2020). Validity of the instrument
ensured that the question items used measured the constructs in the conceptual framework
(Figure 1.1). To evaluate the validity of the data, convergent and discriminant validity tests were
conducted. Convergent validity, which assesses whether the constructs effectively measure the
intended variable, was examined using Average Variance Extracted (AVE). Discriminant
validity, which determines whether the constructs are distinct and independent, was evaluated

using Heterotrait Monotrait (HTMT) ratio correlations. Table 3.3 presents the validity results.
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Table 3.3

Heterotrait Monotrait (HTMT) Ratio Correlations for Discriminant Validity

Measures AVE SOC EC GM IFI NF
SOC

EC 0.517 0.458

GM 0.515 0.561 0.528

IF 0.596 0.525 0.539 0.656

NF 0.520 0.799 0.794 0.844 0.860
Measures PSS SIR SJC SP SSF PSS
PSS

SIR 0.773 0.870

SJC 0.738 0.873 0.717

SP 0.741 0.892 0.823 0.726

SSF 0.584 0.894 0.654 0.736 0.700

SSS 0.641 0.870 0.667 0.657 0.722 0.729
Measures IPR IPRN M MUT WPH
IPR

IPRN 0.772 0.835

M 0.672 0.565 0.853

MUT 0.695 0.544 0.845 0.575

WPH 0.695 0.610 0.865 0.675 0.593

SOC = Sense of community, EC= Emotional connection, GM= Group membership, IFI=
Influence, NF= Needs fulfilment, PSS= Perceived school support, SIR= School institutional
rewards, SJIC= School job conditions, SP= School Participation, SSF= School support Fairness,
SSS= School supervisor support, IPR=Interpersonal relationship, IPRN= Interpersonal regard,

M= Mutual acceptance and uplifting, MUT= Mutual trust and WPH = Workplace harmony.

The results showed that the AVE values exceeded the recommended threshold of 0.50, indicating
adequate convergent validity. Additionally, the HTMT ratio correlations were below the
maximum threshold of 0.90, supporting discriminant validity. These findings suggest that the

constructs demonstrated sufficient convergent and discriminant validity, providing confidence in

the accuracy and distinctness of the measured variables (Hair et al., 2021).

30



3.7.2 Reliability. The reliability of the instrument was carried out to ensure internal relatedness
of the indicators of the construct by calculating Cronbach’s Alpha and Composite Reliability
which was attained at the benchmark of 0.70. The reliabilities were calculated using SmartPIs for
both Cronbach’s Alpha and Composite Reliability (Surucu & Maslakei, 2020). Composite
reliability countered the bias of Cronbach’s Alpha and increased reliability of the indicators
(Surucu & Maslakci, 2020). Chronbach’s alpha tends to render some indicators unreliable

because it expects all the items to have similar characteristics. The results were thus reliable.

Table 3.4

Reliability, Convergent Validity (AVE) and Collinearity (VIF)

Measures o CR VIF
EC 0.805 0.862 1.435
GM 0.764 0.840 1.355
IFI 0.830 0.880 1.655
NF 0.815 0.866 1.595
SIR 0.853 0.911 2.244
SJC 0.822 0.894 2.037
SP 0.825 0.896 2.390
SSF 0.897 0.918 2.228
SSS 0.888 0.915 2.129
IPR 0.706 0.871 1.395
M 0.755 0.860 1.526
MUT 0.780 0.872 1.434
WPH 0.781 0.872 1.609

The reliability results presented in Table 3.4 demonstrate that all composite reliability values

exceeded the recommended threshold of 0.70 (Hair Jr. et al., 2021), indicating a high level of
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internal consistency among the indicators for each construct. This suggested that the measures
used to operationalise the variables were reliable and produced consistent results. Furthermore,
the high inter-item correlations among the indicators imply that the data collected was reliable.
Table 3.4 also presents the results of the collinearity diagnostic test, which was conducted to
detect the presence or absence of multicollinearity among the predictor variables.
Multicollinearity occurs when two or more independent variables exhibit a high correlation,
leading to unstable regression estimates. To assess this, the Variance Inflation Factor (VIF) was
computed, with values above 0.5 indicating no multicollinearity (Hair et al., 2021). As shown in
Table 3.4, all VIF values exceeded this threshold, indicating that the independent variables were
not highly correlated and did not exhibit multicollinearity. Therefore, the linear test results were

accurate.

3.8 Procedure of Data Collection

Data collection was carried out after the proposal had been approved. A letter was obtained from
the Directorate of Research and Graduate Training which was presented to head teachers who
then introduced the researcher to the teachers from whom data was collected directly by the

researcher. Data was collected directly by distributing the questionnaires to the teachers.

3.9 Data Management

Data management involved processing and analysis of the data. The processing of data involved
coding, entering and summarising them using frequency tables. This helped in identifying and
removing errors. Normality and linearity of the data was therefore established. Data analysis

involved descriptive analysis using frequencies, percentages, means and standard deviations, and
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inferential analysis in form of Partial Least Squares Structural Equation modelling (PL-SEM)
using SmartPIs. PL-SEM determined links between variables and produced results for

generalisation.

3.10 Ethical Considerations

Besides Informed consent; copy right, anonymity, confidentiality and honesty were considered in
reporting. Informed consent involved ensuring that all the respondents participated in the study
knowingly, voluntarily and intelligently. Where someone’s work was included, it was cited.
Copyright and patenting was respected and plagiarism of any form was vehemently avoided.

Anonymity and confidentiality was assured by keeping respondents' identities private
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CHAPTER FOUR

DATA PRESENTATION, ANALYSIS AND INTERPRETATION

4.0 Introduction

This part is a presentation, analysis, and interpretation of study results on perceived school
support, interpersonal relationship and teachers’ sense of community in government-aided
secondary schools in Bukwo District, Uganda. The results include the response rate, background
profiles of the respondents and the results pertaining to the dependent variable, sense of
community. The subsequent sections are organised according to the study objectives, with
findings on perceived school support, interpersonal relationship, and the moderating effect of
interpersonal relationship on perceived school support and sense of community presented under

their respective subthemes.

4.1 Response Rate

The study achieved an exceptionally high response rate, with fully completed questionnaires
received from 235 out of 240 teachers (97.7%). This indicates that nearly all planned participants
provided usable data, resulting in a highly representative sample. Moreover, according to
Pielsticker and Hiebl (2020), a response rate of 50% is considered sufficient in social science
research, making the current study's response rate notably robust. This high response rate
enhances the reliability and generalisability of the findings, providing a strong foundation for the

study's conclusions.
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4.2 Background Characteristics of the Respondents
This section presents data on the demographic characteristics of the teachers, which are gender,
age group, level of education, responsibility in the school, and teaching experience. The results

are presented in Table 4.1.

Table 4.1

Respondents' Background Characteristics

Variables Categories Frequency Percent
Gender Male 142 60.4
Female 93 39.6
Total 235 100.0
Age groups Up to 30 years 71 30.2
31-40 Years 118 50.2
41-50 Years 37 15.7
50 Years and above 9 3.8
Highest level of Diploma 106 45.1
education achieved
Bachelor's degree 112 47.7
Post graduate diploma 15 6.4
Master’s degree 2 9
Responsibility within  Subject teacher 118 50.2
the school
Class Teacher 47 20.0
Head of subject 23 9.8
Head of department 29 12.3
Others 18 7.7
Total 235 100.0
Teaching experience  Less than 5 years 104 44.3
5-10 years 76 32.3
10 years and above 55 23.4
Total 235 100.0

35



The findings in Table 4.1 show that 60.4% of the teachers were males, with females being
39.6%. The findings suggest that the larger percentage of teachers was of males. Nevertheless,
responses of both female and male teachers were captured, since the number of female teachers
was also high. The data on the age group of teachers showed that a greater percentage of 50.2%
were aged 31 to 40 years, followed by those of up to 30 years with a percentage of 30.2%, then
those between 41-50 years were 15.7%, and only 3.8% were above 50 years. These results imply
that teachers of different categories of age were involved in the study. Thus, the results were
representative of teachers of different ages. The results on the education level of teachers
revealed that the majority, 47.7% were bachelor’s degree holders, followed by 45.1% with
diplomas, 6.4% had a post graduate diploma and 0.9% were master’s degree holders. This
implied that teachers were extremely trained and thus could capably respond to the question
items in the questionnaire because of proficiency in English.

The results showed that the teachers held various responsibilities in the schools with
50.2% being subject teachers, 20.0% being class teachers, 9.8% being heads of subjects, 12.3%
being heads of departments while 7.7% belonged to other categories especially head teachers and
deputy head teachers. These results meant that teachers with diverse observations according to
their responsibilities in the schools participated in the study. Additionally, the representative
teachers each had different years of teaching experience. Teachers who had taught for less than 5
years were 44.3% with the highest numbers, followed by those who had taught between 5-10
years with a percentage of 32.3% and those who had taught for more than 10 years were 23.4%.
Therefore, the results were representative of teachers of different educational experiences, which
provided a more comprehensive understanding of their perception of various age groups of

teachers, enhancing the quality and validity of the research.
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4.3 Sense of Community

Sense of community was studied as a multi-dimensional concept covering needs fulfilment,

group membership, influence and emotional connection. The descriptive results on these

constructs were as follows.

4.3.1 Needs Fulfilment. This construct of sense of community was studied using six items, as

shown in Table 4.2.

Table 4.2

Table for Needs Fulfilment

Item SD D MA A SA Mean
This school meets my essential 17 35 100 71 12 3.11
needs that are for my comfort

(7.2%) (14.9%) (42.6%) (30.2%) (5.1%)
The things colleagues and | 19 42 75 85 14 3.14
value in this school are the same

(8.1%) (17.9%) 31.9 (36.2%) (6.0%)
My school meets my 19 32 79 86 19 3.23
requirements as a teacher

(8.1%) 13.6%) (33.6%) (36.6%) (8.1%)
I feel good because of being part 20 18 68 94 35 3.45
of this school

(8.5%) (7.7%) (28.9%)  (40.0%) (14.9%)
In this school, | easily share my 31 39 67 80 18 3.06
problems with most teachers

(13.2%) (16.6%) (28.5%) (34.0%) (7.7%)
The needs, priorities, and goals 28 55 67 76 9 2.93
of individuals in this school are
largely the same (11.9%)  (23.4%)  (285%)  (32.3%)  (3.8%)

The results in table 4.2 indicate that cumulatively, 35.3% of teachers agreed that their schools

met their essential needs for their comfort while 42.6% moderately agreed. The average mean,

mean = 3.11 which was close to three on the five-point Likert scale used suggested that fairly,
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schools met teachers’ essential needs for their comfort. Concerning whether the things the
teachers and their colleagues valued were the same, 42.2% of the teachers agreed while 31.9% of
the teachers moderately agreed. The average mean 3.14 indicated that fairly, teachers agreed that
their colleagues valued the same things like them. In addition, 44.7% of the teachers agreed that
their schools met their requirements, 33.6% moderately agreed and 21.7% disagreed. The
corresponding mean of 3.23 showed that the schools somewhat met the requirements of teachers.

The majority of teachers, 54.9%, agreed that they felt good because of being part of their
schools whereas 16.2% disagreed with a moderate mean of 3.45. This implied that the teachers
felt rather good because of being part of their schools. A fairly large proportion of teachers,
41.7%, indicated that they shared their problems with most teachers, while 29.8% disagreed
about the same with a moderate mean of 3.06. This meant that most teachers quite shared their
problems with other teachers. For whether the needs, priorities, and goals of teachers in the
schools were largely the same, 36.1% of teachers cumulatively agreed, while 35.4% disagreed
with a moderate mean of 2.93. The mean of 2.93 indicated that the needs, priorities, and goals of
teachers in their schools were largely the same. To ascertain the overall level of needs fulfilment
among teachers, a composite index was calculated by averaging the responses to the seven items
measuring needs fulfilment. The resulting distribution was then examined for normality using a
visual inspection of the normality graph (Figure 4.1). This graph displays the overall mean and

the normality curve, providing a visual representation of the data’s distribution.
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Figure 4.1

Histogram for Needs Fulfilment
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Figure 4.1 displays an average mean score of 3.15, indicating that teachers generally exhibited a
moderate level of needs fulfilment. The accompanying standard deviation of 0.77 suggested a
relatively tight clustering of responses around the mean, implying a high degree of homogeneity
in the data. This moderate mean and low standard deviation suggested normality, which is
visually confirmed by the normality graph. As a result, the data meets the assumptions for
parametric statistical analysis, enabling the use of linear models to explore relationships between

variables and testing of hypotheses.
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4.3.2 Group Membership. The second construct of sense of community was group membership.

It was studied using six items as shown in Table 4.3

Table 4.3

Table for Group Membership

Item SD D MA A SA Mean
| find it easy to trust most 10 59 75 76 15 3.11
people in this school (4.3%)  (25.1%) (31.9%) (32.3%) (6.4%)

| easily recognise every 15 30 80 85 25 3.32
fﬁ;:ﬁ%‘fd%’rﬁr:;e Orevenby save)  (12.8%)  (34.0%) (36.2%)  (10.6%)

| feel that most of my 11 40 77 83 24 3.29
colleagues understand me 4y 700y (17.006) (32.8%) (35.3%)  (10.2%)

This school uses recognisable 10 36 74 72 43 3.43
logos, landmarks, flags, 0 0 0 0 0

artwork, apparel, signs, and (4.3%) (15.3%) (31.5%) (30.6%) (18.3%)
architecture as symbols and

expressions of its

membership

| put a lot of time and effort 4 25 62 100 44 3.66
into being part of this school .y 7003 (10 606)  (26.4%) (42.6%) (18.7%)

| comfortably and proudly 4 20 55 89 67 3.83
identify - myself - with this ., 700y (g506)  (235%) (37.9%) (28.5%)

school

The results in table 4.3 indicate that cumulatively, 38.7 % of teachers agreed that they found it

easy to trust most people in their school, 31.9% moderately agreed while 29.4% disagreed. The

mean of 3.11 indicates that most of the teachers found it easy to trust most people in their school.

Concerning whether the teachers easily recognised every colleague by voice or even by their

hand writing, 46.8% of the teachers agreed, 34.0% agreed moderately while 19.2% of the
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teachers disagreed. The average mean of 3.32 indicates that the teachers and their colleagues
relatively valued the same things. For whether the teachers felt that most of their colleagues
understood them, a reasonable percentage, 46.5%, of teachers agreed, while 32.8% disagreed
with a moderate mean of 3.29. This meant teachers fairly perceived that their colleagues
understood them.

Additionally, 48.9% of the teachers agreed that their schools used recognisable logos, landmarks,
flags, artwork, apparel, signs, and architecture as symbols and expressions of its membership,
while 19.6% disagreed about the same with a moderate mean of 3.43. This meant that the
schools considerably used recognisable logos, landmarks, flags, artwork, apparel, signs, and
architecture as symbols and expressions of its membership. A high percentage of 61.3% of the
teachers put a lot of time and effort into being part of their schools. The high mean of 3.66
showed that most teachers put a lot of time and effort into being part of their schools.

A substantial proportion, 66.4% of the teachers comfortably and proudly identified
themselves with their schools while 10.2% indicated that they did not comfortably and proudly
identify themselves with their schools with a high mean of 3.83 affirming the fact that the
teachers comfortably and proudly identify themselves with their schools. To ascertain the overall
level of group membership among teachers, a composite index was calculated by averaging the
responses to the seven items measuring group membership. The resulting distribution was then
examined for normality using a visual inspection of the normality graph (Figure 4.2). This graph
displays the overall mean and the normality curve provides a visual representation of the data's

distribution.
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Figure 4.2

Histogram for Group Membership
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Figure 4.2 displays an average mean score of 3.44, indicating that teachers generally exhibited a
moderate level of group membership. The accompanying standard deviation of 0.69, close to
0.70, suggested a relatively tight clustering of responses around the mean, implying a high
degree of homogeneity in the data. This combination of a moderate mean and low standard
deviation suggested normality, which is visually confirmed by the normality graph. As a result,
the data meets the assumptions for parametric statistical analysis, enabling the use of linear
models to probe into the relationships between variables and test hypotheses.

4.3.3 Influence. Influence was the third construct of sense of community. The construct was

studied using six items as shown in Table 4.4.
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Table 4.4

Table for Influence

Item SD D MA A SA Mean
Being part and parcel of this 11 31 65 81 47 3.52
school is important for me (4.7%)  (13.2%) (27.7%) (34.5%) (20.0%)

| look forward to working 8 24 64 102 37 3.58
with this school for a longer (3.4%)  (10.2%) (27.2%) (43.4%) (15.7%)

time if provided the

opportunity

I care about what 13 23 67 101 31 3.49
administrators of this school  (5.5%) (9.8%) (28.5%) (43.0%) (13.2%)

thinks about me

| have a say on what shapes 14 33 72 92 24 3.34
this school (6.0%)  (14.0%) (30.6%) (39.1%) (10.2%)
Teachers are involved in 15 27 68 95 30 3.42
providing solutions to the (6.4%)  (11.5%) (28.9%) (40.4%) (12.8%)
problems of the school

The leaders of this school 8 30 80 83 34 3.45
inspire me as an individual (3.4%)  (12.8%) (34.0%) (35.3%) (14.5%)

Table 4.4 reveals that 54.5% of teachers reported that being part and parcel of their school was

important for them, with a high mean score of 3.52, indicating that the teachers somewnhat valued

being part and parcel of their school. Additionally, the higher percentage of teachers, 59.1%,

stated that they looked forward to working with their current schools for a longer time if

provided the opportunity with a high mean score of 3.58, confirming that most teachers generally

looked forward to working with their current schools for a longer time if provided the

opportunity. Furthermore, a significant proportion of the teachers, 56.2% indicated that they

cared about what administrators of their school thought about them with a moderate mean score

of 3.49. This implied that most teachers fairly cared about what administrators of their school

thought about them. 49.3% of the teachers indicated that they had a say on what shaped their
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schools with a moderate mean of 3.34. This showed that the teachers sometimes had a say on
what shaped their schools.

Most of the teachers, 53.2%, indicated that were involved in providing solutions to the
problems of their schools. The moderate mean of 3.42 indicates that the teachers were
moderately involved in providing solutions to the problems of their schools. Concerning whether
leaders of their schools inspired the teachers individually, most of the teachers, 49.8%, agreed
with an average mean of 3.45 thus the leaders of the schools fairly inspired the teachers
individually. To find out how overall teachers rated the level of influence in their schools, a
composite index was calculated by averaging the responses to the six items measuring the
concept. The resulting distribution was then examined for normality using a visual inspection of
the normality graph (Figure 4.3). This graph displays the overall mean and the normality curve,

providing a visual representation of the data's distribution.
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Figure 4.3

Histogram for Influence
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Figure 4.3 displays a mean score of 3.46, indicating that teachers generally exhibited an average
level of influence. The accompanying low standard deviation of 0.78 suggested a tight clustering
of responses around the mean, implying homogeneity in the data. This combination of a high
mean and low standard deviation suggested normality, which is visually confirmed by the
normality graph. As a result, the data meets the assumptions for parametric statistical analysis,

enabling the use of linear models to explore relationships between variables and test hypotheses.

4.3.4 Emotional Connection. This was the fourth construct of sense of community. The

construct was studied using six items as shown in Table 4.5.
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Table 4.5

Table for Emotional Connection

Item SD D MA A SA Mean
This school is important to 10 26 66 92 41 3.54
me as an individual (4.3%) (11.1%) (28.1%) (39.1%) (17.4%)

| enjoy being in company of 4 26 67 100 38 3.60

my colleagues in this school (1.7%) (11.1%) (28.5%) (42.6%) (16.2%)
opportunity

I hope to work in this school 8 32 53 119 23 3.50
for a longer time (3.4%) (13.6%) (22.6%) (50.6%) (9.8%)
We share significant events 8 26 48 101 52 3.69

together in this school such as  (3.4%) (11.1%) (20.4%) (43.0%) (22.1%)
weddings among others

| have hope about the future 6 27 54 112 36 3.62
of this school (2.6%) (11.5%) (23.0%) (47.7%) (15.3%)
In this school, teachers care 3 16 57 128 31 3.71
for each other (1.3%) (6.8%) (24.3%) (54.5%) (13.2%)

Table 4.5 reveals the majority of teachers, 56.5%, reported that their schools were important to
them at individual level, evidenced by a high mean score of 3.54, indicating a strong tendency of
teachers being attached to their schools. Also, most teachers cumulatively, 58.8%, enjoyed being
in the company of their colleagues at school, with a high mean score of 3.6 indicating that the
teachers highly enjoyed being in the company of their colleagues at school. Furthermore, a
significant proportion of teachers, 60.4%, indicated that they hoped to work their schools for a
longer time, with a high mean score of 3.50 showing that the teachers notably hoped to work
their schools for a longer time. Concerning whether they shared significant events together such
as weddings among others, a larger percentage of teachers, 62.1%, agreed. The high mean of
3.65 affirmed that teachers always shared significant events with each other. The teachers

indicated that they had hope about the future of their schools, represented by a percentage of
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63.0% with the high mean of 3.62 affirming the fact that the teachers were highly hopeful about
the future of their schools. Regarding whether the teachers cared for each other in their schools,
a greater percentage of teachers, 67.7% agreed. The high mean of 3.71 confirmed that the
teachers cared for each other. To ascertain the overall level of emotional connection among
teachers, a composite index was calculated by averaging the responses to the seven items
measuring emotional connection.

The resulting distribution was then examined for normality using a visual inspection of
the normality graph shown in Figure 4.4. This graph displays the overall mean and the normality

curve, providing a visual representation of the data’s distribution.

Figure 4.4

Histogram for Emotional Connection
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Figure 4.4 displays a high mean score of 3.64, indicating that teachers generally exhibited a high
level of emotional connection. The accompanying standard deviation of 0.88 suggested a tight
clustering of responses around the mean, implying a high degree of homogeneity in the data.
This combination of a high mean and low standard deviation suggested normality, which is
visually confirmed by the normality graph. As a result, the data meets the assumptions for
parametric statistical analysis, enabling the use of linear models to discover relationships

between variables and test hypotheses.

4.3.5 Sense of Community Index. To determine how overall the teachers rated their sense of
community, an overall index was calculated for the indicators of the four measures, namely
needs fulfilment, group membership, influence and emotional connection. The resulting
distribution was then examined for normality using a visual inspection of the normality graph in
Figure 4.5. This graph displays the overall mean and the normality curve, providing a visual

representation of the distribution of the data.
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Figure 4.5

Histogram for Teachers’ Sense of Community
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Figure 4.5 reveals a moderate mean score of 3.43, accompanied by a relatively low standard
deviation (Std. = 0.60). The mean suggested that teachers exhibited an average degree of sense of
community, while the low standard deviation indicates that the results followed a normal
distribution. Consequently, the data are suitable for linear analysis.

4.3.6 Sense of Community Structural Equation Model. To identify the constructs of sense of
community, a structural equation model (SEM) was developed. The resulting model, depicted in
Figure 4.6, reveals the underlying indicators that measure sense of community. The SEM model
provides a comprehensive and nuanced understanding of the underlying factors that contribute to
sense of community, offering a valuable framework for future research and practical

applications.
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Figure 4.6

Sense of Community Structural Equation Model
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The results in Figure 4.6 reveal that sense of community is a four-construct variable, comprising
needs fulfilment, group membership, influence and emotional connection. Factor analysis
retained all the six indicators for needs fulfilment, five out of six indicators of group
membership, five out of six indicators of influence and all the six indicators for emotional
connection. The retained indicators had factor loadings above the minimum threshold of 0.4
(Hair et al., 2021). Therefore, four constructs, namely per needs fulfilment, group membership,

influence and emotional connection measured teachers’ sense of community.
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4.4 Perceived School Support and Teachers’ Sense of Community
The independent variable in this study was perceived school support, which was operationalised
through five distinct measures namely; fairness, supervisor support, institutional rewards, job

conditions and participation.

4.4.1 School Support Fairness. The construct of school support fairness, one of the dimensions
of perceived school support was assessed through eight indicators. The results presented in Table
4.6 offer analysis of school support fairness, including g frequency distributions, percentage

scores, and mean values.
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Table 4.6

Table for School Support Fairness

Item SD D MA A SA Mean
Administration of this school 25 46 80 65 19 3.03
treats everybody equal (10.6%) (19.6%) (34.0%) (27.7%)  (8.1%)
| feel I am treated like any 15 45 78 77 20 3.18
other teacher in this school (6.4%) (19.1%) (33.2%) (32.8%) (8.5%)
Administration shares with 22 42 63 83 25 3.20

me policies and other (4.4%) (18.3%) (26.4%) (35.3%) (10.6%)
information that enables me
to work well

| feel administration of this 12 45 70 87 21 3.26
school makes effort to (5.1%) (19.1%) (29.8%) (37.0%) (8.9%)
understand me and treats me

accordingly

Our head teacher attends to 9 51 77 78 20 3.21
my needs as much as possible  (3.8%)  (21.7%) (32.8%) (33.2%) (8.5%)

My point of view is listened 11 35 80 90 19 3.30
to in this school (4.7%)  (14.9%) (34.0%) (38.3%) (8.1%)

Our head teacher treats 10 19 92 87 29 3.43

teachers with respect in this  (4.3%) (8.1%) (39.1%) (37.0%) (11.5%)
school

Our head teacher makes 7 24 74 110 23 3.51
effort to fulfil stipulated items  (3.0%) (8.9%) (31.5%) (46.8%) (9.8%)
in the school policies

Table 4.6 reveals that of the teachers, 35.8% cumulatively reported that the administration of
their schools treated everybody equal while 34.0% of the teachers moderately agreed with the
assertion. The moderate mean score = 3.03, indicated a fair treatment of the teachers by the
school administration. In addition, 41.3% of the teachers stated that they were treated like other
teachers in the school, with a moderate mean score of 3.18. This meant that comparatively
similar treatment was accorded to teachers in their schools by the school administrators.
Furthermore, a significant proportion of teachers, 45.9%, indicated that administration of their

schools shared with them policies and other information that enabled them to work well, with a
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moderate mean score of 3.20. Thus, administration of the schools partially shared policies and
other information with teachers that enabled them to work well. The teachers indicated that their
head teachers attended to their needs as much as possible with a percentage of 41.7% while
32.8% indicated that their head teachers moderately attended to their needs as much as possible.
The moderate mean of 3.21 indicated that the head teachers moderately attended to teachers’
needs.

Pertaining to whether teachers’ views were listened to, 46.4% of the teachers agreed.
This was affirmed by the moderate mean of 3.30 implying that teachers’ views were noticeably
listened to. An average percentage of teachers, 48.5%, cumulatively agreed that their head
teacher treated teachers with respect in their school. The moderate mean of 3.43 confirms that
the head teachers fairly respected their teachers. Concerning whether head teachers made efforts
to fulfil stipulated items in the school policies, 56.6% of the teachers agreed. This was backed up
by the high mean of 3.51. Thus the head teachers often made efforts to fulfil stipulated items in
the school policies. To establish the overall rating of school support fairness, a composite index
was calculated by averaging the responses to the eight items measuring the concept. The
resulting distribution was then examined for normality using a visual inspection of the normality
graph (Figure 4.7). This graph displays the overall mean and the normality curve, providing a

visual representation of the data's distribution.
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Figure 4.7

Histogram for School Support Fairness
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Figure 4.7 displays a moderate mean score of 3.26, implying that teachers generally rated the
level of school support fairness accorded to them as moderate. The accompanying standard
deviation of 0.708 implied a relatively tight clustering of responses around the mean, implying a
high degree of homogeneity in the data. This combination of a moderate mean and low standard
deviation suggested normality, which is visually confirmed by the normality graph. As a result,
the data meets the assumptions for parametric statistical analysis, enabling the use of linear

models to explore relationships between variables and test hypotheses.
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4.4.2 School Supervisor Support. The school supervisor support dimension of perceived school

support was examined through six indicators, and the results are presented in Table 4.7. The

table provides an analysis of school supervisor support, including frequency counts, percentages,

and mean scores.

Table 4.7

Table for School Supervisor Support

Item SD D MA A SA Mean
Our head teacher is helpful to 24 30 79 89 23 3.33
me in getting the job done (6.0%) (12.8%) (33.6%) (37.9%) (9.8%)

Our head teacher extends a 8 26 67 101 32 3.51
hand to ensure that every (3.8%) (11.1%) (28.5%) (43.0%) (13.6%)
teacher accomplishes his or

tasks

Our head teacher takes pride 13 27 56 95 44 3.55
in my accomplishments at (5.5%) (11.5%) (23.8%) (40.4%) (18.7%)

work

Our head teacher tries to 12 35 77 86 25 3.33
make the job interesting (5.1%) (14.9%) (32.8%) (36.6%) (10.6%)

Our head teacher values my 8 51 77 78 20 3.56
contributions (3.8%) (21.7%)  (32.8%) (33.2%) (8.5%)

If I do well, my head teacher 9 16 61 114 35 3.64
notices my effort (3.8%) (6.8%) (26.0%) (48.5%) (14.9%)

The findings in Table 4.7 on whether the head teacher was helpful to teachers in getting the job

done cumulatively indicated that most teachers, 47.7%, agreed, and (18.8%) disagreed. The

mean (mean = 3.33), which was moderate, meant that head teachers were helpful to teachers in

getting the job done. With regard to whether the head teacher extended a hand to ensure that

every teacher accomplished their tasks, cumulatively a substantive number of teachers, 56.6%
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agreed. The high mean (mean = 3.51), showed that the head teachers greatly helped teachers to
accomplished their tasks. As to whether the head teacher took pride in teachers’
accomplishments at work, cumulatively, the highest percentage, 59.1% agreed, with a high mean
of 3.55 showing that the head teachers took much pride in their teachers’ accomplishments at
work.

As regards whether the head teacher tried to make the job interesting, the bigger number
of teachers, 47.2%, agreed while 32.8% moderately agreed. The moderate mean (mean = 3.33)
showed that the head teachers somewhat tried to make the job interesting for teachers. Regarding
whether the head teacher valued teachers’ contributions, 41.7% agreed. The high mean (mean =
3.56), showed that the head teachers notably tried to make the job interesting. As to whether the
head teacher noticed teachers’ effort if they did well, a high percentage of teachers, 63.4%,
agreed, with a high mean of 3.64, indicating that the head teachers often noticed teachers’ effort
if they did well. To establish the overall rating of school supervisor support offered to the
teachers, a composite index was calculated by averaging the responses to the six items measuring
the concept. The resulting distribution was then examined for normality using a visual inspection
of the normality graph in Figure 4.8. This graph displays the overall mean and the normality

curve, providing a visual representation of the data's distribution.
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Figure 4.8

Histogram for School Supervisor Support
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Figure 4.8 displays a moderate mean score of 3.49, indicating that supervisors in schools
moderately supported the teachers. The accompanying standard deviation of 0.81 suggested a
very tight clustering of responses around the mean, implying a high degree of homogeneity in the
data. This moderate mean and low standard deviation suggested normality, which is visually
confirmed by the normality graph. As a result, the data meets the assumptions for parametric
statistical analysis, enabling the use of linear models to explore relationships between variables

and test hypotheses.
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4.4.3 School Institutional Rewards. The school institutional rewards dimension of perceived
school support was examined through six indicators and the results are presented in Table 4.8.
The table provides an analysis of school institutional rewards, including frequency counts,

percentages, and mean scores.

Table 4.8

School Institutional Rewards
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Table 4.8 reveals that 34.5% of the teachers cumulatively agreed that the rewards offered in their
school besides salary were comparable to those of other schools while 30.6% of the teachers
moderately agreed with a moderate mean score of 2.93, close to 3.0 indicating that on average,

the rewards offered to teachers in their school besides salary were moderately comparable to
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those of other schools. Additionally, a higher percentage of teachers, 34.9%, stated that rewards
beyond salary provided in their schools were satisfying while 31.5% of the teachers moderately
agreed with an average mean score of 3.12. This meant that rewards beyond salary provided to
teachers were quite satisfying. Furthermore, 41.2% of the teachers reported that rewards
provided to teachers were equitably offered with a moderate mean score of 3.00, implying that
the rewards provided to teachers were quite equitable. In addition, 37.4% of the teachers
indicated that the rewards given in their school were comparable to the work they did, with
36.6% indicating that the rewards they received were not comparable to the work they did. The
moderate mean of 2.95 suggested that the rewards teachers received were fairly comparable to
the work they did.

Concerning rewards on top of salary, 43.8% of the teachers indicated that it depended on
each individual’s performance. The moderate mean of 3.14 showed that the rewards on top of
salary approximately depended on each teacher’s performance. Pertaining to whether rewards
offered to teachers in their schools were paid in time, cumulatively, 45.5% of the teachers agreed
with a moderate mean of 3.17 confirming that the teachers’ rewards were offered in time quite
often. To establish the overall rating of school institutional rewards offered to the teachers, a
composite index was calculated by averaging the responses to the six items measuring the
concept. The resulting distribution was then examined for normality using a visual inspection of
the normality graph (Figure 4.9). This graph displays the overall mean and the normality curve,

providing a visual representation of the data's distribution.
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Figure 4.9

Histogram for School Institutional Rewards
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Figure 4.9 displays an average mean score of 3.02, indicating that teachers rated the school
institutional rewards offered to them as average. The accompanying standard deviation of 0.91
suggested a very tight clustering of responses around the mean, implying a high degree of
homogeneity in the data. This moderate mean and low standard deviation suggested normality,

which is visually confirmed by the normality graph. Consequently, the data meets the
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assumptions for parametric statistical analysis, enabling the use of linear models to explore

relationships between variables and test hypotheses.

4.4.4 School Job Conditions. The school job conditions dimension of perceived school support
was examined through eight indicators, and the results are presented in Table 4.9. The table
provides an analysis of school job conditions, including frequency counts, percentages, and mean

Scores.

Table 4.9

Table for School Job Conditions

Item SD D MA A SA Means

Teachers’ safety and security in this 9 29 84 87 26 3.39

school is guaranteed (3.8%) (12.3%) (35.7%) (37.0%) (11.1%)

The working environment of this 11 19 74 103 28 3.50

school provides peaceful atmosphere  (4.7%) (8.1%) 31.5%) (43.8%) (11.9%)

It is pleasant to work in this school 11 27 74 97 26 3.43
(4.7%) 11.5%) (31.5%) (41.3%) (11.1%)

The facilities for teaching and 13 25 84 82 31 13

welfare are satisfying (5.5%) (10.6%) (35.7%) (34.9%) (13.2%)

In this school, teacher 10 24 65 110 26 3.50

professionalism is promoted (4.3%) (10.2%) (27.7%) (46.8%) (11.1%)

Teacher creativity is facilitated in 10 37 70 91 27 3.37

this school (4.3%) (15.7%) (29.8%) (38.7%) (11.5%)

The time table in this school is made 9 19 63 101 43 3.64

in a way that promotes flexibility for (3.8%) (8.1%) (26.8%) (43.0%) (18.3%)
teachers

The head teacher in this school 15 27 54 117 22 3.44
makes efforts to provide further (6.4%) (11.5%) (23.0%) (49.8%) (9.4%)

training to teachers
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Table 4.9 reveals that an average percentage of teachers, 48.1%, cumulatively agreed that their
safety and security in their schools was guaranteed with a moderate mean score of 3.39,
indicating that teachers’ safety and security was fairly guaranteed. Additionally, a higher
percentage of teachers, 55.7%, stated that the working environment of their schools provided
peaceful atmosphere, with a high mean score of 3.50, confirming this finding. Furthermore, a
significant proportion of teachers, 52.4%, indicated that it was pleasant working in their schools,
with a moderate mean score of 3.43. This implied that it was pretty pleasant for the teachers to
work in their schools. The facilities for teaching and welfare were satisfying with a teacher
percentage of 48.1% agreeing with the assertion. The moderate mean of 3.40 indicated that
facilities for teaching and welfare were partially satisfying.

In their schools 57.9% of the teachers agreed that teacher professionalism was promoted.
The high mean Of 3.50 showed that teacher professionalism was significantly promoted.
Regarding facilitation of teacher creativity, 50.2% of the teachers agreed that it was exercised in
their schools. The moderate mean of 3.37, implied that the facilities in the schools fairly
facilitated teacher creativity. Concerning the way the time table in the schools was made, 61.3%
of the teachers indicated that it promoted flexibility. The high mean of 3.64 indicated that the
make of the time tables in the schools greatly promoted teacher flexibility. As for whether the
head teachers of the schools made efforts to provide further training to teachers, most teachers,
59.2%, cumulatively agreed. The moderate mean of 3.44 showed that head teachers of the
schools reasonably made efforts to provide further training to teachers. To find out how overall
teachers rated job conditions in their schools, a composite index was calculated by averaging the
responses to the eight items measuring the concept. The resulting distribution was then examined

for normality using a visual inspection of the normality graph shown in Figure 4.10. This graph
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displays the overall mean and the normality curve, providing a visual representation of the data's

distribution.

Figure 4.10

Histogram for School Job Conditions
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Figure 4.10 displays a moderate mean score of 3.46, indicating that the school job conditions in
their schools was average. The accompanying low standard deviation of 0.75 suggested a tight
clustering of responses around the mean, implying a high degree of homogeneity in the data.
This moderate mean and low standard deviation suggested normality, which is visually

confirmed by the normality graph. As a result, the data meets the assumptions for parametric
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statistical analysis, enabling the use of linear models to explore relationships between variables

and test hypotheses.

4.4.5 School Participation. The school participation dimension of perceived school support was
examined through seven indicators, and the results are presented in Table 4.10. The table
provides an analysis of school participation, including frequency counts, percentages, and mean

SCores.

Table 4.10

School Participation

Item SD D MA A SA Mean

| believe that my involvement 14 28 85 92 16 3.29
in the school's activities is (6.0%) (11.9%) (36.2%) (39.1%) (6.8%)
equitable

I'm encouraged to take partin 17 28 62 106 22 3.37
this school's problem-solving (7.2%) (11.9%) (26.4%) (45.1%) (9.4%)
activities

In this school, self-expression 20 29 71 96 19 3.28
that is sincere and open is (8.5%) (12.3%) (30.2%) (40.9%) (8.1%)
encouraged

| have the <chance to 20 30 75 100 10 3.21

recommend changes to the (8.5%) (12.8%) (31.9%) (42.6%) (4.3%)
way this school operates

| participate in this school's 17 51 74 80 13 3.09
decision-making process (7.2%) (21.7%) (31.5%) (34.0%) (5.5%)
| freely take part in the 23 37 73 88 14 3.14

various administrative tasks (9.8%) (15.7%) (31.1%) (37.4%) (6.0%)
at this school

When it comes to how this 14 35 79 96 11 3.23
school handles its operations, (6.0%) (14.9%) (33.6%) (40.9) (4.7%)
| am respected

The results in Table 4.10 on whether teachers believed that their involvement in the school's

activities was equitable, cumulatively, 17.9% of the teachers disagreed while 45.9% agreed. The
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moderate mean of 3.29 meant that teachers moderately believed that their involvement in the
school's activities was equitable. Regarding whether the teachers were encouraged to take part in
the school's problem-solving activities, 19.1% of the teachers disagreed while 54.5% agreed. The
mean was moderate, mean = 3.37, showing that a remarkable number of teachers were
encouraged to take part in problem-solving activities in schools. As to whether self-expression
that was sincere and open was encouraged, the larger percentage, 49.0%, of the teachers agreed.
The moderate mean of 3.28 shows that self-expression that was sincere and open was fairly
encouraged. As concerns whether teachers had the chance to recommend changes to the way
their school operated, 46.9% agreed. The moderate mean of 3.21 showed that teachers
sometimes had the chance to recommend changes to the way their school operated.

Regarding participation in the school's decision-making process, 31.5% of the teachers
moderately agreed, whereas 39.5% cumulatively agreed. The mean, 3.09, showed that teachers
rated participation in the school's decision-making process to be fair. Regarding whether teachers
freely took part in the various administrative tasks at their schools, 31.1% of the teachers
moderately agreed, while 43.4% agreed. The moderate mean, 3.14 showed that the teachers rated
their participation in various administrative tasks at their schools as fair. Regarding whether the
teachers were handled with respect in school operations, cumulatively, 45.6 agreed. The mean
was moderate, mean=3.23, showing that the teachers were somehow respected in the handling of
school operations. To find out how overall teachers rated school participation, a composite index
was calculated by averaging the responses to the eight items measuring the concept. The
resulting distribution was then examined for normality using a visual inspection of the normality
graph as shown in Figure 4.11. This graph displays the overall mean and the normality curve,

providing a visual representation of the data's distribution.
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Figure 4.11

Histogram for School Participation

5]

Frequency

Figure 4.11 displays a moderate mean score of 3.23, indicating that teachers’ participation in
their schools was average. The accompanying low standard deviation of 0.80 suggested a tight
clustering of responses around the mean, implying a high degree of homogeneity in the data.
This moderate mean and low standard deviation suggested normality, which is visually
confirmed by the normality graph. As a result, the data meets the assumptions for parametric

statistical analysis, enabling the use of linear models to explore relationships between variables

and test hypotheses.
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4.4.6 Perceived School Support Index. To determine how overall the teachers rated the level of
school support in their schools, an overall index was calculated for the indicators of the five
measures, namely fairness, supervisor support, institutional rewards, job conditions and
participation. The resulting distribution was then examined for normality using a visual
inspection of the normality graph shown in Figure 4.12. This graph displays the overall mean

and the normality curve, providing a visual representation of the data's distribution.

Figure 4.12

Histogram for Perceived School Support
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Figure 4.12 reveals a moderate mean score of 3.30, accompanied by a relatively low standard

deviation of 0.69. The mean suggests that teachers experienced a moderate level of school
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support, while the low standard deviation indicates that the results followed a normal

distribution. Consequently, the data are suitable for linear analysis.

4.4.7 Perceived School Support Structural Model. To identify the constructs of perceived
school support, a structural equation model (SEM) was developed. The resulting model, depicted
in Figure 4.13, reveals the underlying indicators that measure perceived school support. The
SEM model provides a comprehensive and nuanced understanding of the underlying factors that
contribute to perceived school support, offering a valuable framework for future research and

practical applications.
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Figure 4.13

Perceived School Support Structural Model
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The results in Figure 4.13 revealed that perceived school support is a five construct variable,
comprising fairness, supervisor support, institutional rewards, job conditions and participation.
Factor analysis retained all the eight indicators of school support fairness, all the six indicators of
school supervisor support, three out of six indicators of school institutional rewards, three out of
seven indicators of school job conditions and three out of six indictors of school participation.
The retained indicators had factor loadings above the minimum threshold of 0.4 (Hair et al.,
2021). Therefore, five constructs, namely school support fairness, school supervisor support,
school institutional rewards, school job conditions and school participation measured perceived

school support.
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4.4.8 Perceived School Support and Teachers’ Sense of Community. To establish the effect of
perceived school support on teachers’ sense of community, a structural model showing causal
linkages between perceived school support and teachers’ sense of community was developed.
The structural model tested the hypothesis to the effect that perceived school support has a
significant influence on teachers’ sense of community in secondary schools. The results follow in

Figure 4.14 and in the path estimates table, Table 4.11.

Figure 4.14

Perceived School Support and Sense of Community
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The structural model (Figure 4.14) illustrates the association between perceived school support

and teachers’ sense of community. The model reveals that perceived school support encompasses
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five factors: school support fairness, school supervisor support, school institutional rewards,
school job conditions and school participation, while teachers’ sense of community is comprised
of three factors; emotional connection, influence and needs fulfilment. The model indicates that
the five factors collectively explain 50.4% (0.504) of the variance in teachers’ sense of
community. Furthermore, the coefficients presented in the path model in Table 4.11 provide
insight into the specific influence of each perceived school support factor on teachers’ sense of

community.

Table 4.11

Path Estimates for Perceived School Support and Sense of Community

B Mean STD t P
SIR -> SOC -0.129 -0.126 0.071 1.808 0.071
SJC -> SOC 0.185 0.188 0.085 2.169 0.030
SP -> SOC 0.094 0.091 0.090 1.040 0.298
SSF -> SOC 0.275 0.278 0.066 4.180 0.000
SSS -> SOC 0.372 0.371 0.075 4.963 0.000

R2 = 0.504
R2 Adjusted = 0.493

Key: SOC = Sense of community, SIR= School institutional rewards, SJC= School job
conditions, SP= School Participation, SSF= School support Fairness, SSS= School supervisor

support.

The structural equation estimates presented in Table 4.11 reveal that, of the five aspects of
perceived school support, three constructs; school support fairness (p = 0.275, t = 4.180, p =

0.000 < 0.05), school supervisor support (fp = 0.372, t = 1.040, p = 0.000 < 0) and school job
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conditions (B = 0.185, t = 2.169, p = 0.030 < 0.05) had a positive and statistically significant
impact on teachers’ sense of community. However, school participation had a positive but non-
significant influence on teachers’ sense of community (f = 0.094, t = 4.963, p = 0.298> 0)
whereas school institutional rewards a negative insignificant influence on teachers’ sense of
community (B =-0.129, t = 1.808, p = 0.071 > 0). The R-squared value indicated that the five
perceived school support aspects collectively explained 50.4% (R2 = 0.504) of the variance in
teachers’ sense of community. The significant factors namely; school support fairness, school
supervisor support, and school job conditions contributed immensely that is to say 49.3%

(0.493).

4.5 Interpersonal Relationship and Teachers’ Sense of Community

The moderating variable in this study was interpersonal relationship, which was operationalised
through four distinct measures, namely; interpersonal regard, mutual acceptance and uplifting,
mutual trust and workplace harmony. These measures collectively provided a comprehensive
assessment of interpersonal relationship.

4.5.1 Interpersonal Regard. The construct of interpersonal regard, one of the dimensions of
interpersonal relationship was assessed through six indicators. The results presented in Table
4.12 offer analysis of interpersonal regard, including frequency distributions, percentage scores,

and mean values.
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Table 4.12

Interpersonal Regard

Item SD D MA A SA Mean
Colleagues hardly backbite 18 52 66 77 22 3.14
others (7.7%) (22.1%) (28.1%) (32.8%) (9.4%)

Teachers in this school 7 24 74 100 30 3.52
respect my values (3.0%) (10.2%) (31.5%) (42.6%) (12.8%)

In this school, knowledge is 5 13 66 110 41 3.72

shared freely between (2.1%) (5.5%) (28.1%) (46.8%) (17.4%)
colleagues

Members own up to their 5 25 79 102 24 3.49
mistakes in this school (2.1%) (10.6%) (33.6%) (43.5%) (10.2%)
| feel respected by the 7 15 78 98 37 3.61
teachers in this school (3.0%) (6.4%) (33.2%) (41.7%) (15.7%)
Teachers in this school 8 23 67 120 17 3.49

typically look out for each (3.4%) (9.8%) (28.5%) (51.1%) (7.2%)
other

Table 4.12 reveals that of the teachers, 42.2% hardly backbite others, with a moderate mean
score of 3.14 indicating that teachers sometimes backbite their colleagues. Also, the higher
percentage of teachers, 55.4% stated that teachers in their school respected their values, with a
high mean score of 3.52 indicating that the teachers respected the values of their colleagues.
Furthermore, a significant proportion of teachers, 64.2%, indicated that knowledge was shared
freely between colleagues, with a high mean score of 3.72 showing that the teachers profoundly
shared knowledge with each other. Also, 53.7% of the teachers indicated that teachers owned up
to their mistakes in their schools with 12.7% of the teachers noting that teachers did not own up
to their mistakes. The moderate mean of 3.49 affirmed that teachers fairly owned up to their
mistakes in their schools.

Furthermore, 57.4% of the teachers revealed that they felt respected by the teachers in

their schools with a high mean of 3.61 confirming the teachers highly respected each other.
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Concerning whether teachers typically looked out for each other at school, 58.3% of the teachers
cumulatively agreed. The high mean of 4.24 confirmed that the teachers always typically looked
out for each other at school. To establish how overall teachers rated the level of interpersonal
regard among them, a composite index was calculated by averaging the responses to the six
items measuring the concept. The resulting distribution was then examined for normality using a
visual inspection of the normality graph shown in Figure 4.14. This graph displays the overall

mean and the normality curve, providing a visual representation of the data's distribution.

Figure 4.15

Histogram for Interpersonal Regard

40 Mean=349
e Dev.= 553
N=133
30
=
S
T
o
'S
10
0
00 100 200 300 40 500 6.00
Interpersonal regard

Figure 4.15 displays a moderate mean score of 3.49, indicating that the teachers’ level of

interpersonal regard among them was moderate. The accompanying standard deviation of 0.70
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suggested a relatively tight clustering of responses around the mean, implying a high degree of

homogeneity in the data. This combination of a high mean and low standard deviation suggested

normality, which is visually confirmed by the normality graph. As a result, the data meets the

assumptions for parametric statistical analysis, enabling the use of linear models to explore

relationships between variables and test hypotheses.

4.5.2 Mutual Acceptance and Uplifting. This dimension of interpersonal relationship was

examined through six indicators, and the results are presented in Table 4.13. The table provides

an analysis of mutual acceptance and uplifting, including frequency counts, percentages, and

mean Scores.

Table 4.13

Mutual Acceptance and Uplifting

Item SD D MA A SA Mean
Teachers in this school are 8 19 76 104 28 3.53
empathetically ready to help (3.4%) (8.1%) (32.3%) (44.3%) (11.9%)

one another  overcome

problems

| have been able to identify 7 15 64 124 25 3.62
my strength and weakness (3.0%) (6.4%) (27.2%) (52.8%) (10.6%)
because of the help of

colleagues

My colleagues appreciate my 3 16 78 115 23 3.59
good work effort (1.3%) (6.8%) (33.2%) (48.9%) (9.8%)
Teachers help one another to 6 15 77 108 29 3.59
achieve progress in this (2.6%) (6.4%)  (32.8%) (46.0%) (12.3%)

It is joyous to be with 3 8 76 111 37 3.73
colleagues in this school (1.3%) (3.4%) (32.3%) (47.2%) (15.7%)
Teachers portray friendliness 3 8 69 124 31 3.73
and collegiality in this school (1.3%) (3.4%) (29.4%) (52.8%) (13.2%)
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Table 4.13 reveals that a higher percentage of teachers, 56.2%, agreed that teachers in their
schools were empathetically ready to help one another overcome problems, with a high mean
score of 3.53 showing that teachers always helped each other empathetically. Additionally,
higher percentage of the teachers, 63.4%, stated that they had been able to identify their strength
and weakness because of the help of colleagues, with a high mean score of 3.62, confirming that
the teachers were usually able to identify their strength and weakness because of the help of
colleagues. Furthermore, a significant proportion of teachers, 58.3%, cumulatively indicated that
teachers helped one another to achieve progress in their schools, with a high mean score of 3.59,
indicating that teachers considerably helped one another to achieve progress in their schools.
Most teachers, 62.9%, indicated that it was joyous to be with colleagues in their school with a
small percentage of teachers indicating that it was not joyous to be with colleagues at school.
The high mean of 4.05 affirmed that the teachers were highly joyous of being with colleagues in
their schools.

Concerning whether teachers portrayed friendliness and collegiality in their school,
66.0% of the teachers cumulatively agreed. The mean score of 3.73 showed that the teachers
highly teachers portrayed friendliness and collegiality in their school. To establish how overall
teachers rated the level of mutual acceptance and uplifting among them, a composite index was
calculated by averaging the responses to the six items measuring the concept. The resulting
distribution was then examined for normality using a visual inspection of the normality graph
depicted in Figure 4.16. This graph displays the overall mean and the normality curve, providing

a visual representation of the data’s distribution.
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Figure 4.16

Histogram for Mutual Acceptance and Uplifting
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Figure 4.16 displays a high mean score of 3.53, indicating that teachers exhibited a high level of
mutual acceptance and uplifting. The accompanying standard deviation of 0.62 suggested a
relatively tight clustering of responses around the mean, implying a degree of homogeneity in the
data. This mean standard deviation suggested normality, which is visually confirmed by the
normality graph. As a result, the data meets the assumptions for parametric statistical analysis,

enabling the use of linear models to explore relationships between variables and test hypotheses.
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4.5.3 Mutual Trust. The construct of Mutual trust, one of the dimensions of interpersonal

relationship was assessed through six indicators. The results presented in Table 4.14 offer

analysis of expectations, including frequency distributions, percentage scores, and mean values.

Table 4.14

Table for Mutual Trust

Item SD D MA A SA Mean
Teachers help one another 4 20 83 107 21 3.51
complete tasks when
necessary (1.7%) (8.5%) (35.3%) (45.5%) (8.9%)
It is easy to trust a colleague 3 35 90 93 14 3.34
in this school

(1.3%) (14.9%) (38.3%) (39.6%) (6.0%)
Teachers portray friendliness 7 18 73 107 30 3.57
and collegiality in this school

(3.0%) (7.7%) (31.1%) (45.5%) (12.8%)
Colleagues in this school are 9 23 77 100 26 3.47
trustworthy

(3.8%) (9.8%)  (32.8%) (42.6%) (11.1%)
Teachers in this school are 6 28 75 102 24 3.47
not suspicious of each other

(2.6%) (11.9%) (31.9%) (43.4%) (10.2%)
Teachers in this school are 4 18 84 108 21 3.53
open to each other

(1.7%) (7.7%) (35.7%) (46.0%) (8.9%)

Table 4.14 reveals that a slightly higher percentage of teachers, 54.4%, reported that teachers

helped one another complete tasks when necessary, with a high mean score of 3.51. This meant

that the teachers considerably helped one another complete tasks when necessary. Additionally,

the higher percentage of teachers, 45.6%, stated that it was easy to trust a colleague in their

school, with a moderate mean score of 3.34, indicating that teachers moderately found it easy to
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trust their colleagues at school. Furthermore, a significant proportion of teachers, 58.3%,
indicated that their teachers portrayed friendliness and collegiality in their school, with a high
mean score of 3.57, showing that the teachers profoundly portrayed friendliness and collegiality
in their school. In addition, 53.7% of the teachers indicated that Colleagues in their school were
trustworthy. The high mean of 3.57 affirmed that the teachers were exceptionally trustworthy.
Furthermore, 53.6% of the teachers further indicated that teachers in their schools were
not suspicious of each other. The moderate mean of 3.47 showed that the teachers were rather
not suspicious of each other. Concerning whether teachers were open to each other, 54.9% of
them agreed with a high mean of 3.53, indicating that the teachers were highly open to each
other. To find out how overall teachers rated the level of mutual trust among them, a composite
index was calculated by averaging the responses to the six items measuring the concept. The
resulting distribution was then examined for normality using a visual inspection of the normality
graph depicted in Figure 4.17. This graph displays the overall mean and the normality curve,

providing a visual representation of the data's distribution.
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Figure 4.17

Histogram for Mutual Trust
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Figure 4.17 displays a moderate mean score of 3.48, indicating that teachers’ level of mutual
trust was average. The accompanying standard deviation of 0.64 suggested a relatively tight
clustering of responses around the mean, implying a high degree of homogeneity in the data.
This combination of a high mean and low standard deviation suggested normality, which is
visually confirmed by the normality graph. As a result, the data meets the assumptions for
parametric statistical analysis, enabling the use of linear models to explore relationships between

variables and test hypotheses.
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4.5.4 Workplace Harmony. This dimension of interpersonal relationship was examined through

five indicators, and the results are presented in Table 4.15. The table provides an analysis of

Workplace harmony, including frequency counts, percentages, and mean scores.

Table 4.15

Table for Workplace Harmony

Item SD D MA A SA Mean
| feel that colleagues 9 15 86 109 16 3.46
understand me in this school

(3.8%) (6.4%) (36.6%) (46.4%) (6.8%)
Colleagues are always willing 5 20 59 124 27 3.63
to share every important
information (2.1%) (8.5%) (25.1%) (52.8%) (11.5%)
Whenever | ask for help from 4 25 65 108 33 3.60
colleagues, | receive it

(1.7%) (10.6%) (27.7%) (46.0%) (14.0%)
We work in harmony with 5 12 73 118 27 3.64
one another in this school

(2.1%) (5.1%) (31.1%) (50.2%) (11.5%)
Whenever a  colleague 7 18 56 117 37 3.68
achieves something

(3.0%) (7.7%) (23.8%)  (49.8%) (15.7%)

important, everybody in this

school expresses pride

Table 4.15 reveals that a slightly higher percentage, 53.2%, of teachers reported that their

colleagues understood them in their school, with a moderate mean score of 3.46, indicating that

teachers moderately understood each other. Also, the higher percentage of teachers, 64.3%,
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stated that colleagues were always willing to share every important information consistent with a
high mean score of 3.63 indicating that teachers considerably shared every important information
with their colleagues. For whether teachers received help from colleagues whenever they asked
for it, a great proportion of teachers, 60.0%, agreed. The high mean of 3.60 suggested that,
teachers remarkably received help from colleagues whenever they asked for it. 61.7% of the
teachers indicated that they worked in harmony with one another in their schools. The high mean
of 3.64 affirmed that teachers highly worked in harmony with each other.

Also, 65.5% of the teachers indicated that whenever a colleague achieved something
important, everybody in the school expressed pride. The high mean of 3.68 affirmed that the
teachers exceptionally expressed pride in the achievements of their colleagues. To find out how
overall teachers rated the level of Workplace harmony, a composite index was calculated by
averaging the responses to the five items measuring the concept. The resulting distribution was
then examined for normality using a visual inspection of the normality graph depicted in Figure
4.18. This graph displays the overall mean and the normality curve, providing a visual

representation of the data's distribution.
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Figure 4.18

Histogram for Workplace Harmony
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Figure 4.18 displays a high mean score of 3.60, indicating that teachers exhibited a high level of
workplace harmony. The accompanying standard deviation of 0.66 suggested a relatively tight
clustering of responses around the mean, implying a degree of homogeneity in the data. This
combination of a high mean and low standard deviation suggested normality, which is visually
confirmed by the normality graph. As a result, the data meets the assumptions for parametric
statistical analysis, enabling the use of linear models to explore relationships between variables

and test hypotheses.
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4.5.5 Interpersonal relationship Index. To determine how overall the teachers rated the level of

interpersonal relationship among them, an overall index was calculated for the indicators of the

four measures, namely interpersonal regard, mutual acceptance and uplifting, mutual trust and

workplace harmony. The resulting distribution was then examined for normality using a visual

inspection of the normality graph depicted in Figure 4.19. This graph displays the overall mean

and the normality curve, providing a visual representation of the data’s distribution.

Figure 4.19

Histogram for Interpersonal Relationship
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Figure 4.19 reveals a high mean score of 3.55, accompanied by a relatively low standard

deviation of 0.53. The mean suggests that teachers exhibited a high level of interpersonal
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relationship, while the low standard deviation indicates that the results followed a normal

distribution. Consequently, the data are suitable for linear analysis.

4.5.6 Interpersonal Relationship Structural Model. To identify the constructs of interpersonal
relationship, a structural equation model (SEM) was developed. The resulting model, depicted in
Figure 4.20, reveals the underlying indicators that measure interpersonal relationship. The SEM
model provides a comprehensive and nuanced understanding of the underlying factors that
contribute to interpersonal relationship, offering a valuable framework for future research and

practical applications.

Figure 4.20

Interpersonal Relationship Structural Model
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The results in Figure 4.20 reveal that interpersonal relationship is a four-construct variable,
comprising interpersonal regard, mutual acceptance and uplifting, mutual trust and workplace
harmony. Factor analysis retained two out of six indicators for interpersonal regard, three out of
six for mutual acceptance and uplifting, three out of six for mutual trust and three out of five
indicators for workplace harmony. The retained indicators had factor loadings above the
minimum threshold of 0.4 (Hair et al., 2021). Therefore, four constructs, namely interpersonal
regard, mutual acceptance and uplifting, mutual trust and workplace harmony measured

interpersonal relationship

4.5.7 Interpersonal Relationship and Teachers’ Sense of Community. To establish the
influence of interpersonal relationship on teachers’ sense of community, a structural model
showing causal linkages between interpersonal relationship and teachers’ sense of community
was developed. The structural model tested the hypothesis to the effect that interpersonal
relationship has a significant teachers’ sense of community in secondary schools. The results

follow in Figure 4.21 and in the path estimates table (Table 4.16).
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Figure 4.21

Interpersonal Relationship and Sense of Community Structural Model
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The structural model in Figure 4.21 illustrates the association between interpersonal relationship
and teachers” sense of community. The model reveals that interpersonal relationship
encompasses three factors: interpersonal regard, mutual acceptance and uplifting, mutual trust
and workplace harmony, while teachers’ sense of community is comprised three factors that is to
say; needs fulfilment, influence and emotional connection. The model indicates that the four
factors collectively explain 14.0% (0.140) of the variance in teachers’ sense of community.
Furthermore, the coefficients presented in the path model shown in Table 4.16 provide insight

into the specific influence of each interpersonal relationship factor on teachers’ sense of

community.
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Table 4.16

Path Estimates for Interpersonal Relationship and Sense of Community

B Mean STD t P
IPR -> SOC 0.142 0.141 0.085 1.682 0.093
M -> SOC 0.268 0.274 0.068 3.926 0.000
MUT -> SOC -0.031 -0.019 0.076 0.407 0.684
WPH -> SOC 0.060 0.069 0.078 0.764 0.445

R2= 0.140
Adjusted R? = 0.125

Key: SOC = Sense of community, IPR= Interpersonal regard, M= Mutual acceptance and
uplifting, MUT= Mutual trust, WPH = Workplace harmony.

The structural equation estimates presented in Table 4.16 revealed that interpersonal regard ( =
0.142, t = 1.682, p = 0.093 > 0.05) had a positive and statistically insignificant impact on
teachers’ sense of community. Only one out of the four interpersonal relationship aspects,
namely mutual acceptance and uplifting (p = 0.268, t = 0.3.926, p = 0.000 < 0.05), had a positive
and statistically significant impact on teachers’ sense of community. Mutual trust had a negative
and statistically insignificant impact on teachers’ sense of community ( = -0.031, t = 0.407, p =
0.684 > 0.05) while workplace harmony (B = 0.060, t = 0.764, p = 0.445 > 0.05) had a positive
and statistically insignificant impact on teachers’ sense of community while. The R-squared
value indicates that all the four interpersonal relationship aspects collectively explained 14.0%
(R2 = 0.140) of the variance in teachers’ sense of community. The respective betas (Bs) showed
that mutual acceptance and uplifting had more significant influence on teachers’ sense of
community followed by Interpersonal regard and workplace harmony respectively. The value of
adjusted R-squared shows that mutual acceptance and uplifting contributed 12.5% (0.125) to

teachers’ sense of community
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4.6 Moderating Effect of Interpersonal Relationship on Perceived School Support and
Teachers’ Sense of Community

The hypothesis derived from the objective was to the effect that interpersonal relationship has a
moderating effect on the effect of perceived school support on Teachers’ Sense of Community.
The structural equation model in Figure 4.22 displays the moderating effect of interpersonal

relationship on the effect of perceived school support on Teachers’ Sense of Community.

Figure 4.22

Perceived School Support and Sense of Community Moderated by Interpersonal Relationship
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The structural equation model (Figure 4.22) describes the moderating effect of interpersonal
relationship on the effect of perceived school support on teachers’ sense of community. Table
4.17 presents structural equation path estimates for the moderating effect of interpersonal

relationship on the effect of perceived school support on teachers’ sense of community.

Table 4.17
Path Estimates for Perceived School Support and Sense of Community Moderated by

Interpersonal Relationship

B Mean STD t p
IPRN -> SOC -0.072 -0.057 0.059 1.225 0.221
PSS -> SOC 0.693 0.689 0.061 11.395 0.000
IPRN x PSS -> SOC 0.080 0.079 0.046 1.766 0.078

R? = 0.460
R? Adjusted = 0.458

The structural equation estimates (Table 4.17) indicate that perceived school support (f = 0.693,
t = 11.395, p = 0.000 < 0.05) had a positive and significant influence on teachers’ sense of
community; interpersonal relationship (p = -0.072, t = 1.225, p = 0.221 > 0.05) had a negative
and insignificant influence on teachers’ sense of community while perceived school support
moderated by interpersonal relationship (f = 0.080, t = 1.766, p = 0.078 > 0.05) had a positive
but insignificant influence on teachers’ sense of community. The path estimates show that
interpersonal relationship had an insignificant moderating effect in the effect of perceived school
support on teachers’ sense of community. R?2 showed all the factors combined accounted for
46.0% of variation on teachers’ sense of community (R2= 0.460) while adjusted R? showed that

the significant factor, perceived school support accounted for 45.8% of the variation on teachers’
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sense of community (adjusted R? = 0.458). Therefore, interpersonal relationship insignificantly
moderated the effect of perceived school support on teachers’ sense of community. Thus, while

hypothesis one was supported, hypotheses two and three were rejected.
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CHAPTER FIVE
DISCUSSION, CONCLUSION, AND RECOMMENDATIONS
5.0 Introduction
This chapter delves into the discussion of the findings on the impact of perceived school support
on teachers’ sense of community in government-aided secondary education schools moderated
by interpersonal relationship. The discussion involves a comparison of the study's findings with
present literature, pointing out the significance and implications of the results. The chapter also

offers the deductions got from the study, recommendations and the limitations of the study.

5.1 Discussion of the Findings

The discussion of results was done based on the study objectives to the effect that; perceived
school support influences teachers’ sense of community, interpersonal relationship influences
teachers’ sense of community and interpersonal relationship as a moderating effect in the

influence of perceived school support on teachers’ sense of community.
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5.1.1 Perceived School Support and Teachers’ Sense of Community. The first objective of the
study sought to assess the influence of perceived school support on teachers’ sense of community
in government- aided secondary. The hypothesis from the same stated that perceived school
support had a significant influence on teachers’ sense of community. The study findings showed
that perceived school support had a positive significant influence on teachers’ sense of
community. This finding was in line with the Perceived Organisational Support theory on which
the study was based which, according to Cropanzano et al. (1997), states that a high sense of
organisational support enhances self-identity of workers. The finding is also consistent with
previous scholars. For example, Kachchhap and Horo (2021) who found that perceived school

support and school climate had a positive influence on teachers' sense of belonging.

Similarly, Hau (2023) established that perceived supervisor support significantly
predicted workplace belongingness. In their study, Hombrados-Mendieta et al. (2019) indicated
that higher social support was associated with a greater sense of community. Further, similar to
the findings of this study, Jing and Yan (2022) found that perceived organisational support
positively affected psychological ownership. In addition, when employees notice support from
their workplaces, their sense of belonging to the organisation is solidified (Rasool et al., 2021).
(Tetteh et al., 2020) propounds that perceived organisational support helps employees to develop
an emotional attachment to their organisation. In the same vein, Singh (2022) showed that
impression of organisational support predict the three scopes of organisational embeddedness
that is links, fit and sacrifices thus sense of community.

Accordingly, organisational support leads to a sense of community. Relatedly, Kraft et al.

(2021) found that encouraging professional atmosphere in schools greatly resulted in enhancing
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and maintaining teacher’s sense of success thus needs fulfilment, and consequently sense of
community. The authors explain that teachers felt fulfilled at work when they worked in schools
with clear communication, tailored growth, productive partnership, transparent guidelines, and
sincere acknowledgement. With the finding of this study being consistent with the theory on
which this study was anchored and the findings of earlier scholars that perceived school support
has a significant influence on teachers’ sense of community, it can be summarised that school

support is important for the teachers’ sense of community

5.1.2 Interpersonal Relationship and Teachers’ Sense of Community. The second objective of
the study sought to examine the influence of interpersonal relationship on teachers’ sense of
community in government-aided secondary schools. The hypothesis from the same stated that
interpersonal relationship has a significant influence on teachers’ sense of community. The study
findings revealed that interpersonal relationship had an insignificant influence on teachers’ sense
of community. This finding was inconsistent with the Relational Systems Theory by Khan
(1998) on which the study was based which proposes that employees develop and maintain
relationships at work for the fulfilment of their needs (Fiaz & Qureshi, 2023).

The finding of this study was also inconsistent with the findings of previous scholars. For
example, it was inconsistent with Pesonen et al. (2020) whose findings established that close
collegial relationship between teachers built a sense of belonging. In the same vein, Sriram
(2020) reported that social interactions thus interpersonal relationships led to psychological sense
of community. Also, Singh (2017) found that conscientiousness, extraversion and social
networking led to organisational embeddedness thus employees who engaged in free and open

interpersonal relationship experienced sense of community in their workplaces. Further, different
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from the finding of this study are the results of a review by Longaretti (2020) that demonstrated
that nature of school-based interpersonal relationship determined school sense of belonging.
Equally, the findings do not agree with Ayofe and Akinbo (2022) who indicated that
relationships led to employees sharing of thoughts, feelings, and engaging in activities together
and that good interpersonal relationship created sense of community. This study’s findings
indicated that greater interpersonal relationship did not result in sense of community. With the
finding of this study disagreeing with the Relational Systems Theory on which the study was
anchored and the findings of previous scholars, it can be inferred that, in the context of the area
studied, placing emphasis on interpersonal relationship may not be as crucial as previously
thought. This suggests that, in this particular setting, interpersonal relationship does not play a
significant role in fostering teachers’ sense of community, and prioritising it may not yield

effective outcomes.

5.1.3 Perceived School Support and Teachers’ Sense of Community Moderated by
Interpersonal Relationship. The third objective of the study sought to test the moderating effect
of interpersonal relationship in the influence of perceived school support on teachers’ sense of
community in government-aided secondary schools. The hypothesis derived from the same
stated that interpersonal relationship had a moderating effect in the influence of perceived school
support on teachers’ sense of community. However, hypothesis test results indicated that the
moderating effect was positive but insignificant. This finding was contrary with existing
literature that indicated that the moderating effect was positive and significant. For example,
Zhang et al. (2020) demonstrated that the relationship between teacher empowerment and

teacher outcomes was positively moderated by interpersonal relationships. Teachers who
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perceived higher levels of interpersonal trust felt that they influenced affairs in their schools as a
result of principal’s authentic behaviour. Thus, teachers who felt supported at school and trusted
each other consequently experienced sense of community. However, given that the study's
findings on the moderating effect of interpersonal relationship in the influence of perceived
school support on teachers’ sense of community contradict available literature, it can be inferred
that, in the context of the area studied, placing equal emphasis on both perceived school support
and interpersonal relationship may not be as crucial as previously thought. This suggests that, in
this particular setting, perceived school support may play a more significant role in fostering

teachers’ sense of community, and prioritising this factor may yield more effective outcomes.

5.2 Conclusion

The preceding discussion led to the following conclusions regarding the effect of perceived
school support on teachers’ sense of community in government-aided secondary schools
moderated by interpersonal relationship;

Perceived school support is essential for teachers’ sense of community. This is when the school
is fair to teachers, supervisors in schools are supportive, institutional rewards are offered to
teachers equitably, school job conditions are conducive and teachers participate in school
activities. School support fairness involves equal treatment of all teachers by school
administrators. Supervisor support means that administrators in schools extend a hand to ensure
that every teacher accomplishes their tasks, takes pride in accomplishments of teachers at work,
and makes the job interesting, values contributions of teachers and notices teachers’ effort.
School institutional rewards offered to teachers should be equitable and the rewards beyond

salary should be comparable to those of other schools. For school job conditions, it should be
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pleasing to work in the school and the facilities for teaching and welfare should be satisfying.
School participation involves encouragement of self-expression that is sincere and open, and
respect of teachers in handling of school operations.

The mutual acceptance and uplifting aspect of interpersonal relationships is vital in
promoting teachers’ sense of community. This is because teachers are empathetically ready to
help one another overcome problems and teachers help one another to achieve progress at
school. Interpersonal regard has a positive but insignificant impact on teachers’ sense of
community. It involves teachers respecting values of other teachers and teachers typically
looking out for each other. Mutual trust involves teachers helping one another to complete tasks
when necessary.

Equal emphasis on perceived school support and interpersonal relationship does not
necessarily lead to teachers’ sense of community. Particularly, in the setting of this study,
perceived school support may play a more significant role in fostering teachers’ sense of

community than interpersonal relationship.

5.3 Recommendations
The conclusions above led to the following recommendations regarding the effect of perceived
school support on teachers’ sense of community moderated by interpersonal relationship;

School administrators and managers should provide support to teachers to create a
teachers’ sense of community. This should be through ensuring fairness, supervision support,
providing rewards, good job conditions and ensuring teacher participation. For school support

fairness, equal treatment of all teachers by school administrators should be emphasised.
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Supervisor support should entail administrators extending a hand to ensure that every teacher
accomplishes their tasks, take pride in accomplishments of teachers at work, make the job
interesting, value contributions of teachers, and notice teachers’ effort. School institutional
rewards offered to teachers should be equitable and the rewards beyond salary should be
comparable to those of other schools. For school job conditions, they should be pleasing to work
in the school and the facilities for teaching and welfare should be satisfying. School participation
involves encouragement of self-expression that is sincere and open, and respect of teachers in
handling of school operations.

Head teachers should promote mutual acceptance and uplifting amongst teachers. This
pertains teachers helping one another empathetically to overcome problems and teachers helping
one another to achieve progress.

Education stakeholders should prioritise school support over interpersonal relationship
when promoting teachers’ sense of community because perceived school support may have a
more profound impact on fostering sense of community. While interpersonal relationship is
necessary, perceived school support plays a more significant role in shaping teachers’ sense of
community. Therefore, greater emphasis on school support fairness, school supervisor support,
school institutional rewards, school job conditions and school participation should be laid. By
doing so, the power of school support to enhance teachers’ sense of community se of community

of teachers and ultimately improve their performance as teachers can be harnessed.

5.4 Limitations and Suggestions for Future Research
This study established that perceived school support has a positive significant influence on sense

of community which is consistent with the findings of previous scholars. Further studies should
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focus on school support fairness, school supervisor support and school job conditions because
these constructs contributed immensely to teachers’ sense of community. Interpersonal
relationship was found to have a negative insignificant influence on sense of community contrary
to the findings of most scholars. Therefore, these measures warrant retesting using diverse
populations, potentially across multiple schools, including private institutions and higher
education settings. This study's findings did not support the moderating effect of interpersonal
relationship on sense of community, contrary to other scholars' conclusions. Future research
should re-examine this hypothesis in different contexts and populations. In addition, this study
relied only on quantitative methods for statistical inference. Upcoming studies should preferably
take on mixed-methods or qualitative approaches to come up with an all-round understanding of
the phenomena. If these limitations are worked on, a total understanding of sense of community

can be achieved.

99



REFERENCES
Admiraal, W. & Lockhorst, D. (2011). The Sense of Community in school scale (SCSS).
Journal of workplace learning, 24 (4), 245-255.

https://doi.org/10.1108/13665621211223360

Admiraal, W., Schenke, W., Jong, L.D., Emmelot, Y. & Sligte,H. (2021) Schools as professional
learning communities: What can schools do to support professional development of their
teachers? Journal of Professional Development in Education, 47(4), 684-698.

https://doi.org/10.1080/19415257.2019.1665573

Akindele, Y., Emmanuel, O., Adesina, A.S. & Adariku, E.Y. (2020). Emotional intelligence and
interpersonal skills training as strategies for fostering psychological sense of community
among teachers in Ogun state, Nigeria. Kampala International University, 5(1), 309-313.
Anli, G. (2019). Investigating the relationship between sense of classroom community and
interpersonal sensitivity. International Journal of Progressive Education, 15(5).

https://doi.org/10.29329/ijpe.2019.212.24

Ashaba, M., Twebaze, R. & Novatus, N. (2022). Effect of teachers’ welfare on job effectiveness
among secondary schools in Mbarara City, Uganda. East African Journal of Education

and Social Sciences, 3(4), 118- 125. https://doi:10.4314/eajess.v3i4.203

Ayofe, A.G. & Akinbo, T.M. (2022). Interpersonal relationship and employee performance in
selected Nigeria bank. International Journal of Management and Fuzzy Systems, 8, (1),

1-8. https://d0i:10.11648/j.ijmfs.20220801.11

Kazibwe, K. (2022, December, 1). Museveni, teachers again walk different lines on salary

increment. Nile post. https://nilepost.co.ug/news/148352/museveni-teachers-again-walk-

different-lines-on-salary-increment

100


https://doi.org/10.1108/13665621211223360
https://doi.org/10.1080/19415257.2019.1665573
https://doi.org/10.29329/ijpe.2019.212.24
https://doi:10.4314/eajess.v3i4.203
https://doi:10.11648/j.ijmfs.20220801.11
https://nilepost.co.ug/news/148352/museveni-teachers-again-walk-different-lines-on-salary-increment
https://nilepost.co.ug/news/148352/museveni-teachers-again-walk-different-lines-on-salary-increment

Burcher, S.A., Weiler, L.M., Keyzers, A. (2021). Neighborhood Risk and Interpersonal Support
as Predictors of Parents’ Sense of Community. Journal of Child Family Study, 30, 1476—

1486. https://doi.org/10.1007/s10826-021-01957-9

Cevik. H. & Sevilmis.A (2022). The effects of sense of community on perceived value,
consumer satisfaction and future intention in the low-cost fitness clubs. Managing Sport

and Leisure, 1-21. https://doi.org/10.1080/23750472.2022.2115393

Channa, M. (2016). Quantitative analysis of career advancement, job satisfaction and retention
of repatriate managers in the information technology sector. Global Journal for Research
Analysis, 5(8), 102-106.

Chavis, D.M., Lee, K.S., & Acosta J.D. (2008). Sense of community Index 2 (SCI-2) [Database

record]. APA Psychology tests. http://doi.org/10.1037/t33090-000

Chen, L. & Zhang, Z. (2022). Community participation and subjective well-being of older
adults: The roles of sense of community and neuroticism. International Journal of
Environmental Research and Public Health, 19, (32-61).

https://doi.org/10.3390/ijerph19063261

Ciambotti, G., Zaccone, M.C. & Pedrini. M. (2022). Enabling bricolage in resource constrained
contexts: The role of sense of community and passion in African social entrepreneurs.
Journal of Small Business and Enterprise Development, 30(1), 167-185.

https://doi.org/10.1108/JSBED-02-2022-004

Cropanzano, R., Howes, J.C., Grandey, A. A. & Toth, P. (1997). The relationship of
organisational politics and support to work behaviors, attitudes, and stress. Journal of

Organisational Behaviour, 18, 159-180.

101


https://doi.org/10.1007/s10826-021-01957-9
https://doi.org/10.1080/23750472.2022.2115393
http://doi.org/10.1037/t33090-000
https://doi.org/10.3390/ijerph19063261
https://doi.org/10.1108/JSBED-02-2022-004

Deci, E.L., & Ryan, R.M. (1991). A motivational approach to self: Integration in personality.
Nebraska symposium on motivation: Perspectives on motivation, Lincoln, 38, 237-288.

Delvin, J.F., Sekhon, H.S. & Roy, S.K. (2014). Perceptions of fair treatment in financial
services: development, validation and application of a fairness measurement scale.

European Journal of Marketing. https://doi.org/10.1108/EJM-08-2012-0469

Education Act, Government of Uganda. (2008). Statutory Instrument 127-1. Parliament of
Uganda.

Ehrhardt, K. (2014). Understanding the role of workplace relationships in employee commitment
and engagement: a complementary fit perspective (PhD Dissertation, The University of

Wisconsin-Milwaukee. https://dc.uwm.edu/etd/684

Eisenberger, R., Huntington, R., Hutchison, S. & Sowa, D. (1986). Perceived organisational

support. Journal of Applied Psychology, 71, 500-507. https://doi.org/10.1037/0021-

9010.71.3.500

Fessehatsion, P.W. & Peng, P. (2021). Exploring teachers’ retention and attrition in middle and
secondary schools in Eritrea: Perspectives of currently serving teachers. International
Journal of Research in  Education and Science, 7(1), 227-244.

https://doi.org/10.46328/ijres.1532

Fiaz, S., & Qureshi, M.A. (2023). Looking at both sides, outcomes of positive workplace
relational systems: A phenomenological study. Heliyon Journal, 9. e15442

https://doi.org/10.1016/j. heliyon.2023.e15442

Gusfield, J. (1975). The community: A critical response. New York: Harper Colophon.
Hair, J.F., Hult, G.T.M., Ringle, C.M., Sarstedt, M., Danks, N.P., Ray, S. (2021). Evaluation of

Reflective Measurement Models. In Partial Least Squares Structural Equation

102


https://doi.org/10.1108/EJM-08-2012-0469
https://dc.uwm.edu/etd/684
https://doi.org/10.1037/0021-9010.71.3.500
https://doi.org/10.1037/0021-9010.71.3.500
https://doi.org/10.46328/ijres.1532
https://doi.org/10.1016/j.%20heliyon.2023.e15442

Modelling (PLS-SEM) Using R. Classroom Companion: Business. Springer.

https://doi.org/ 10.1007/978-3-030-80519-7 4

Hau, E, J. (2023). Workplace Belongingness: The Effect of Perceptions of Supervisor Support,
Perceived Role Discretion, and Perceptions of Psychological Safety on Perceptions of

Belongingness at Work. University of Canterbury. https://dx.doi.org/10.26021/14259

Hlalele, D. & Mosia, M. (2020). Teachers’ sense of community in rural learning ecologies.

University_of KwaZulu-Natal,  27(2), 101-124.  https://doi.org/10.29086/2519-

5476/2020/v27n2a6

Hombrados-Mendieta, 1., Millan-Franco, M., Gémez-Jacinto, L., Gonzalez-Castro, F., Martos-
Méndez, M. J., & Garcia-Cid, A. (2019). Positive influences of social support on sense of
community, life satisfaction and the health of immigrants in Spain. Frontiers in

psychology, 10(2555). https://doi.org/10.3389/fpsy.2019.02555

Hwang, K. & Yim, SY. (2019). The negative influence of native-speakerism on the
sustainability of linguistic and cultural diversities of localized variants of English: A
study of local and expatriate teachers in South Korea. Sustainability journal, 11(6723)

Jimenez, E.C. (2020). Emotional quotient, work attitude and teaching performance of secondary
school teachers. Journal of Pedagogical Sociology and Psychology, 2(1)

http://www.doi.org/10.33902/JPSP.2020161079

Jing, J., & Yan, J. (2022). Study on the effect of employees perceived organizational support,
psychological ownership, and turnover intention: A case of China’s
employee. International Journal of Environmental Research and Public Health, 19(10),

6016. https://doi.org/10.3390/ijerph19106016

103


https://doi.org/%2010.1007/978-3-030-80519-7%204
https://dx.doi.org/10.26021/14259
https://doi.org/10.29086/2519-5476/2020/v27n2a6
https://doi.org/10.29086/2519-5476/2020/v27n2a6
https://doi.org/10.3389/fpsyg.2019.02555
http://www.doi.org/10.33902/JPSP.2020161079
https://doi.org/10.3390/ijerph19106016

Kachchhap, S.L., & Horo, W. (2021). Factors influencing school teachers’ sense of belonging:
Empirical evidence. International Journal of Instruction, 14(4), 775-790.

https://doi.org/10.29333/iji.2021.14444a

Kahn, W. A. (1998). Relational systems at work. An Annual Series of Analytical Essays and
Critical Reviews, Elsevier Science/JAl Press, 20(1), 39-7.

Kahn, W. A. (2007). Meaningful connections: Positive relationships and attachments at work. In
J. E. Dutton & B. R. Ragins (Eds.), Exploring positive relationships at work: Building a
theoretical and research foundation (pp. 189-206). Lawrence Erlbaum Associates
Publishers.

Kambasu, O. (2021). Rationalising industrial action: How Ugandan public-school teachers and

public university lecturers explain their engagement in industrial action. Employee

Journal, 43(5), 1153-1177. https://doi.org/10.1108/ER-05-2020-0245.

Kamundi, S. (2021). Teacher retention in secondary schools of Seventh - day Adventist church
in east Kenya union conference. Baraton University, Kenya, 1 (1), 7-19.

Karlsudd, P. (2021). Promoting diversity and belonging: Preschool staff’s perspective on
inclusive factors in the Swedish preschool. Educational Science Journal, 11(104).
https://doi. org/10.3390/educsci11030104

Kihwele, R. & Kihwele, J. (2023). Teachers’ feelings about the status of the teaching profession
and associated factors in Tanzania. Journal of Teacher Education and Educators, 12(2),
171-192.

Kirkhus, D.K. (2011). Contributory factors to teachers' sense of community in public urban
elementary schools. Seton Hall University Dissertations and Theses, 3.

https://scholarship.shu.edu/dissertations/3

104


https://doi.org/10.29333/iji.2021.14444a
https://www.emerald.com/insight/search?q=Obed%20Kambasu
https://doi.org/10.1108/ER-05-2020-0246
https://scholarship.shu.edu/dissertations/3

Kitreerawutiwong, N., Keeratisiroj, O. & Mekrungrongwong, S. (3020). Predictive factors for

the sense of community belonging among older adults in Lower Northern Thailand. Iran

journal of Psychiatry Behavioural Science, 14(4). https://doi.org/10.5812/ijpbs.105564.
Kraft, M.A., Nicole S., & Lyon. M.A. (2021). Sustaining a sense of success: the protective role
of teacher working conditions during the COVID-19 pandemic. Annenberg Institute at

Brown University, 20-279. https://doi.org/10.26300/35nj-v890

Krejcie, R.V., & Morgan, D.W. (1970). Determining sample size for research activities.
Educational and Psychological Measurement, 30(3), 607-610.

https://doi.org/10.1177/001316447003000308.

Lampinen, M.S., Konu, A.l., Kettune, T. & Suutala. E.A. (2018), Factors that foster or prevent

sense of belonging among social and health care managers. Leadership in Health

Services, 31(4), 468-480. https://doi.org/10.1108/LHS-09-2017-0054

Lengieza, M.L., Aviste, R. & Richardson, M. (2023). The human-nature relationship as a
tangible target for pro-environmental behaviour - Guidance from interpersonal

relationships. Sustainability Journal, 15, 12175. https://doi.org/10.3390/su151612175

Longaretti, L. (2020). Perceptions and experiences of belonging during the transition from
primary to secondary school. Australian Journal of Teacher Education, 45(1).

https://doi.org/10.14221/ajte.2020v45n1.3

Maan, A.T., Abid, G., Butt, T.H., Ashfaq, F. & Ahmed, S. (2020). Perceived organisational
support and job satisfaction: A moderated mediation model of proactive personality

and psychological empowerment. Future Business Journal. https://doi.org/10.1186/s430

93-020-00027-8

105


https://doi.org/10.5812/ijpbs.105564
https://doi.org/10.26300/35nj-v890
https://doi.org/10.1177/001316447003000308
https://www.emerald.com/insight/search?q=Mai-Stiina%20Lampinen
https://www.emerald.com/insight/search?q=Anne%20Irmeli%20Konu
https://www.emerald.com/insight/search?q=Tarja%20Kettunen
https://www.emerald.com/insight/search?q=Elina%20Annikki%20Suutala
https://www.emerald.com/insight/publication/issn/1751-1879
https://www.emerald.com/insight/publication/issn/1751-1879
https://doi.org/10.1108/LHS-09-2017-0054
https://doi.org/10.3390/su151612175
https://doi.org/10.14221/ajte.2020v45n1.3
https://doi.org/10.1186/s430%2093-020-00027-8
https://doi.org/10.1186/s430%2093-020-00027-8

Maslow, A.H. (1943). A theory of human motivation. Psychological Review, 50(4), 430—437.

https://doi.org/10.1037/h0054346

McMillan, D. (1976). Sense of community: An attempt at definition. Unpublished manuscript,
George Peabody College for Teachers, Nashville, TN.
McMillan, D.W., & Chavis, D.M. (1986). Sense of community: A definition and theory. Journal

of Community Psychology, 14(1), 6-23. https://doi.org/10.1002/1520-6629

Mohajan, H. (2020). Quantitative research: A successful investigation in natural and social
sciences. Journal of Economic Development, Environment and People, 9(4).

http://dx.doi.org/10.26458/jedep.v9i4.679

Mugizi, W. & Bakkabulindi, F. E. K. (2018). Human resource management practices:
Developing and testing an instrument in the context of academic staff in universities in
Uganda. Journal of Education Review, 10(1), 130-1142.

Mugizi, W. (2018). Human resource development practices and organisational commitment of
teachers in government-aided secondary schools in Wakiso District, Uganda. American

Journal of Research, 3(4), 109-127. https://dx.doi.org/10.26739/2573-5616-2019-2-9.

Mugizi, W., Mujuni, B.T., & Dafiewhare, O.A. (2019). Ethical leadership and job performance
of teachers in secondary schools in Kyabugimbi Sub-County in Bushenyi District in
Southwestern Uganda. Direct Research Journal of Education and Vocational Studies,

1(1), 11-22. https://doi.org/10.5281/zenodo. 3497120

Mugizi, W., Natumanya, E. & Ampeire, K.H. (2022). Perceived Support and Teacher
Engagement in Secondary Schools in a Rural District in South-Western Uganda. East
African Journal of Education Studies, 5(4), 103-119.

https://doi.org/10.37284/eajes.5.4.987.

106


https://doi.org/10.1037/h0054346
https://doi.org/10.1002/1520-6629
http://dx.doi.org/10.26458/jedep.v9i4.679
https://dx.doi.org/10.26739/2573-5616-2019-2-9
https://doi.org/10.5281/zenodo.%203497120
https://doi.org/10.37284/eajes.5.4.987

Mulrooney, H.M & Kelly, A.F. (2020). COVID-19 and the move to online teaching: Impact on
perceptions of belonging in staff and students in a UK widening Participation University.

Journal of Applied Learning and Teaching, 3(2). http://journals.sfu.ca/jalt/

index.php/jalt/ index

Nantongo, M. B. (2022). The contribution of SACCO services to the welfare of secondary school
teachers in Kalungu District (Masters Dissertation, Makerere University, Kampala,
Uganda).

Patrice, W., Jones, G. & Davenport, K.E. (2018). A sense of community among educators at
predominantly African American high schools. The Journal of Negro Education, 87(3),

338-349. https://www.jstor.org/stable/10.7709/jnegroeducation.87.3.0338

Pesonen, H., Rytivaara, A., Palmu, L., & Wallin, A. (2020). Teachers’ stories on sense of
belonging in co-teaching relationship. Scandinavian Journal of Educational Research,

65(3), 425-436. https://doi.org/10.1080/00313831.2019.1705902.

Pielsticker, D.l., & Hiebl, M.R. (2020). Survey responses in business research. European

Management Review, 17(1), 327-346. https://doi.org/10.1002/bse.3252.

Polizzi, SJ., Zhu, Y., Reid. JW., Ofem, B., Salisbury.S., Beeth.M., Roehrig.G., Mohr-
Schroeder.M., Sheppard.K. & Rushton.G.T. (2021). Science and mathematics teacher
communities of practice: Social influences on discipline-based identity and self-efficacy

belief. International Journal of STEM Education. https://doi.org/10.1186/s40594-021-

00275-2
Procentese, G. & Falanga. (2019). Sense of responsible togetherness, sense of community and
participation: Looking at the relationships in a university campus. Human affairs, 29,

247-263. https://doi.org/10.1515/humaff-2019-0020

107


http://journals.sfu.ca/jalt/%20index.php/jalt/%20index
http://journals.sfu.ca/jalt/%20index.php/jalt/%20index
https://www.jstor.org/stable/10.7709/jnegroeducation.87.3.0338
https://doi.org/10.1080/00313831.2019.1705902
https://doi.org/10.1002/bse.3252
https://doi.org/10.1186/s40594-021-00275-2
https://doi.org/10.1186/s40594-021-00275-2
https://doi.org/10.1515/humaff-2019-0020

Rasool, S.F., Wang, M., Tang, M., Saeed, A. & Igbal, J. (2021). How toxic workplace
environment effects the employee engagement: The mediating role of organizational
support and employee wellbeing. International Journal of Environmental research and

Public, 18, 2294. https://doi.org/10.3390/ijerph18052294

Rhoades, L & Eisenberger, R. (2002). Perceived organisational support: A Review of the
literature. Journal of Applied Psychology, 87 4), 698-714.

https://doi.org/10.1037//0021-9010.87.4.698

Santos, L.M.D. (2019). Recruitment and retention of international school teachers in remote
archipelagic countries: The Fiji Experience. Education Science Journal, 9(2), 1-32.

https://doi.org/10.3390/educsci9020132.

Singh, R. (2017). Developing organisational embeddedness: employee personality and social

networking. International Journal of Human Resource Management. https://doi.org/10.

1080/09585192.2017.1326396

Singh. R. (2022). Predictors of organisational embeddedness: an investigation into perceived
organisational support and organisational trust. International Journal of Human
Resources Development and Management, 21(4), 252-266.

https://doi.org/10.1504/1JHRDM. 2021.120304

Sriram, R., Weintraub, S.D., Cheatle, J., Haynes, C., Joseph L. Murray, J.L., Christopher, P.
Marquart, C.P. (2020). The Influence of Academic, Social, and Deeper Life Interactions
on Students' Psychological Sense of Community. Journal of College Student

Development, 61(5), 593-608. https://doi.org/10.1353/csd.2020.0057

108


https://doi.org/10.3390/ijerph18052294
https://doi.org/10.1037/0021-9010.87.4.698
https://doi.org/10.3390/educsci9020132
https://doi.org/10.%201080/09585192.2017.1326396
https://doi.org/10.%201080/09585192.2017.1326396
https://doi.org/10.1504/IJHRDM.%202021.120304
https://doi.org/10.1353/csd.2020.0057

Surucu, L. & Maslakci, A. (2020). Validity and reliability in quantitative research, Business and

Management International Journal, 8(3), 2694-2726. http://dx.doi.org/10.15295/bmij

.v8i3.1540

Tetteh, S., Wu, C., Opata, C. N., Yaa., N., Agyapong, A., Amoako, R & Osei-Kusi, F. (2020)
Perceived organisational support, job stress, and turnover intention: The moderation of
affective commitments, Journal of Psychology in Africa, 30:1, 9-16.

https://doi.org/10.1080/14330237.2020.1722365

Tindowen, D.J. (2019). Influence of empowerment on teachers’ organizational behaviours.

European Journal of Educational Research, 8(2), 617-631. https://10.12973/eu-

jer.8.2.617

Uganda professional science teachers’ union. (2022, May 19). UPSTU briefing on salary
enhancement of science teachers and other scientists in the education institutions [Press
release].

Wambede, I. & Bisaso, S. M., (2020). Remuneration and staff retention in private secondary
schools in Mbale Municipality, Uganda. Interdisciplinary Journal of Education, 3(1), 78-

93. https://doi.org/10.53449/ije.v3i1.158

Wanyonyi, C.M. & Ouda, J.B., (2019). Administrative climate, burnout and productivity of
teachers: A three-wave study in public secondary schools in Kenya. International
Journal of Research and Innovation in Social Science. 3(6), 391-398.

www.rsisinternational.org.

Yang, C., Wang, Y., Wang, Y., Zhang, X., Liu, Y., & Chen, H. (2020). The effect of sense of

community responsibility on residents' altruistic behavior: Evidence from the dictator

109


http://dx.doi.org/10.15295/bmij%20.v8i3.1540
http://dx.doi.org/10.15295/bmij%20.v8i3.1540
https://doi.org/10.1080/14330237.2020.1722365
https://10.0.50.173/eu-jer.8.2.617
https://10.0.50.173/eu-jer.8.2.617
https://doi.org/10.53449/ije.v3i1.158
http://www.rsisinternational.org/

game. International Journal of Environmental Research and Public Health, 17(2), 460.

https://doi.org/10.3390/ijerph17020460.

Yang, T., Shen, Y., Zhu, M., Liu, Y., Deng, J., Chen, Q. & See, L. (2016). Effects of co-worker
and supervisor support on job stress and presenteeism in an aging workforce: A structural
equation modelling approach. International Journal of Environmental Science and

Public Health, 13(2), 72-87. https://doi.org/10.3390/ijerph13010072

Zhang, S., Bowers, A.J. & Mao, Y. (2020). Authentic leadership and teachers’ voice behaviour:
The mediating role of psychological empowerment and moderating role of interpersonal
trust. Journal of Educational Management Administration and Leadership. 49(5), 1-18.

https://doi.org/10.1177/1741143220915925.

110


https://doi.org/10.3390/ijerph17020460
https://doi.org/10.3390/ijerph13010072
https://doi.org/10.1177/1741143220915925

APPENDICES
APPENDIX A: QUESTIONNAIRE FOR TEACHERS
Kyambogo University
P.O. Box 1,
Kyambogo, Uganda

April 2024

Dear participant

I am Elizabeth Yeko, undertaking a Master’s Degree at Kyambogo University in Education in
Policy, Planning, and Management. | am collecting data on Perceived school support,
Interpersonal Relationship and Sense of community of teachers of secondary schools in Bukwo
district. The data provided will be used only for this study purposes. Confidentiality was ensured

in the handling of data.

Yours sincerely,

Elizabeth Yeko.
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Section A: Background Variables.

Tick (v') where appropriate

Please, provide on yourself on the following questions:

Al Gender: 1=Male (), 2=Female ()

A2 Your age group: 1) = Up to 30 years (), 2 = 30-40 years (), 3 =40-50 (), 4 = 50 and above
A3 Your highest level of education attained: 1= Diploma ( ), 2= Bachelor’ degree ( ), 3 =
Postgraduate ().

A4 Your responsibility in this school: 1= Subject teacher ( ), 2= Class teacher (), 3= Head of
Subject (), 4= Head of department (), 5= Specify others...................coooiiiiin...

A5 Your teaching experience: 1= Less than 5 years ( ), 2= 5-10 years (),

3= 10 years and above ()

Section B: Sense of Community (DV)

Sense of community was studied as a multi-dimensional concept covering needs fulfilment (NF),
group membership (GM), influence (IFI) and emotional connection (EC). Please, provide your
responses basing on the questions provided using the scale where 1= Strongly Disagree (SD) 2=

Disagree (D) 3= Moderately Agree (MA) 4= Agree (A) 5= Strongly Agree (SA)

NF Needs fulfilment SD | D MA | A | SA

1 2 3 4 |5

NF1 | This school meets my essential needs that are for my

comfort

NF2 | The things colleagues and I value in this school are the

same
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NF3 | My school meets the requirements of the teachers
NF4 | feel good because of being part of this school
NF5 | In this school, | easily share my problems with most
teachers
NF6 | The needs, priorities, and goals of individuals in this
school are largely the same
GM Group Membership SD MA SA
1 3 5
GM1 | I find it easy to trust most people in this school
GM2 | | easily recognise every colleague by voice or even by
their hand writing
GM3 | I feel that most of my colleagues understand me
GM4 | This school uses recognisable logos, landmarks, flags,
artwork, apparel, signs, and architecture as symbols
and expressions of its membership
GM5 | | put a lot of time and effort into being part of this
school.
GM6 | I comfortably and proudly identify myself with this
school
IFI Influence SD MA SA
1 3 5
IFI1 Being part and parcel of this school is important for
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me

IF12 I look forward to working with this school for a
longer time if provided the opportunity
IFI3 | care about what management of this school thinks
about me
IF14 I have a say on what shapes this school
IFI5 Teachers are involved in providing solutions to the
problems of the school
IFI16 The leaders of this school inspire me as an individual
Emotional connection SD MA SA
1 3 5
EC1 | Thisschool is important to me as an individual
EC2 I enjoy being in company of my colleagues in this
school
EC3 I hope to work in this school for a longer time
EC4 | We share significant events together in this school
such as weddings among others
EC5 I have hope about the future of this school
EC6 In this school, teachers care for each other
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Section C: Perceived school support (1V)

Perceived school support was studied as a multi-dimensional concept covering fairness (SSF),

supervisor support (SSS), institutional rewards (SIR), job conditions (SJC) and participation

(SSP). Please, provide your responses on the same basing on the questions provided using the

scale where 1= Strongly Disagree (SD) 2= Disagree (D) 3= Moderately Agree (MA) 4= Agree

(A) 5= Strongly Agree (SA)

SSF | School support fairness SD MA SA
1 3 5
SSF1 | Administration of this school treats everybody equal
SSF2 | | feel | am treated like any other teacher in this school
SSF3 | Administration shares with me policies and other
information that enables me to work well
SSF4 | | feel that administration of this school makes effort to
understand me and treats me accordingly
SSF5 | Our head teacher attends to my needs as much as
possible
SSF6 | My point of view is listened to in this school
SSF7 | Our head teacher treats subordinates with respect in
this school
SSF8 | Our head teacher make effort to fulfil stipulated items
in the school policies
SSS School supervisor support SD MA SA
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1 3 5
SSS1 | Our head teacher is helpful to me in getting the job
done.
SSS2 | Our head teacher extends a hand to ensure that every
teacher accomplishes his or takes
SSS3 | Our head teacher takes pride in my accomplishments at
work
SSS4 | Our head teacher tries to make the job interesting
SSS5 | Our head teacher values my contributions
SSS6 | If I do well, my head teacher notices my effort
SIR | School institutional rewards SD MA SA
1 3 5
SIR1 | The rewards offered in this school besides salary are
comparable to those of other schools
SIR2 | The rewards beyond salary provided in this school are
satisfying
SIR3 | The rewards provided to teachers are equitably offered
SIR4 | The rewards given in this school beyond salary are
satisfying
SIRS | The rewards on top of salary depend on each
individual’s performance level
SIR6 | The rewards offered to teachers in this school are paid
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in time

SJC | School job conditions SD MA SA
1 3 5
SJC1 | Teachers’ safety and security in this school is
guaranteed
SJC2 | The working environment of the school provides
peaceful atmosphere
SJC 3 | Itis pleasing to work in this school
SJC4 | The facilities for teaching and welfare are satisfying
SJC5 | In this school, teacher professionalism is promoted
SJC6 | Teachers’ creativity is facilitated in this school
SJC7 | The time table in this school is made in a way that
promotes flexibility for teachers
SJC8 | Superiors in this school make efforts to provide further
training to teachers
SP School participation SD MA SA
1 3 5
SP1 | believe that my involvement in the school's activities
is equitable to that of other teachers
SP2 I'm encouraged to take part in this school's problem-
solving activities
SP3 In this school, self-expression that is sincere and open
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is encouraged

SP4 | have the chance to recommend changes to the way

this school operates

SP5 | participate in this school's decision-making process
SP6 | freely take part in the various administrative tasks at
this school

SP7 When it comes to how this school handles its

operations, I am respected

Section D: Interpersonal Relationship (MO)

The variable of interpersonal relationship was studied as a multi-dimensional concept covering
interpersonal regard (IPR), mutual acceptance and uplifting (MAU), mutual trust (MUT) and
workplace harmony (WPH). Please, provide your responses on the same basing on the questions
provided using the scale where 1= Strongly Disagree (SD) 2= Disagree (D) 3= Moderately

Agree (MA) 4= Agree (A) and 5= Strongly Agree (SA)

IPR Interpersonal regard SD | D |[MA|A |SA

IPR1 | Colleagues hardly backbite others

IPR2 | Teachers in this school respect my values

IPR3 | In this school, knowledge is shared freely between

colleagues

IPR4 | Members own up to their mistakes in this school
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IPR5 | I feel respected by the teachers in this school
IPR6 | Teachers in this school typically look out for each
other
MAU | Mutual acceptance and uplifting SD MA SA
1 3 5
Teachers in this school are empathetically ready to
MAUL | help one another overcome problems
I have been able to identify my strength and weakness
MAU?2 | because of the help of colleagues
MAUS3 | My colleagues appreciate my good work effort
Teachers help one another to achieve progress in this
MAU4 | school
MAUS | Itis joyous to be with colleagues in this school
Teachers are willing to give each other a hearing ear
MAUG | in this school
MUT | Mutual trust SD MA SA
1 3 5
MUTL1 | Teachers help one another complete tasks when
necessary
MUT2 | Itis easy to trust a colleague in this school
MUT3 | Teachers portray friendliness and collegiality in this

school
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MUT4 | Colleagues in this school are trustworthy
MUTS5S | Teachers in this school are not suspicious of each
other
MUT6 | Teachers in this school are open with each other
WPH | Workplace harmony SD MA SA
1 3 5
WH1 | | feel that colleagues understand me in this school
WH2 | Colleagues are always willing to share every
important information
WH3 | Whenever | ask for help from colleagues, | receive
it
WH4 | We work in harmony with one another in this
school
WH5 | Whenever a colleague achieves something
important, everybody in this school expresses pride
End

Thank you for participating in the study
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APPENDIX B: INTRODUCTORY LETTER

|
KYAMBOGO SUNIVERSITY

P. O. BOX 1 KYAMBOGO
Iel: 041 - 4286792 Fax: 256-41-220464
Website:www . kyvu ac.ug Email; drgti@kyu.ac.ug
Directorate of Research and Graduate Training
Office of the Director

APPENDIX 8: INTRODUCTORY LETTER
Date: September 19% 2024

TO WHOM IT MAY CONCERN
RE: ELIZABETH YEKO
Dear Sir/Madam,

This is to introduce to vou the above-named student Reg: No
21/U/GMED/ 14669 /PE pursuing Master of Education Policy Planning and

Management, Kyvambogo University.

She intends to carry out research on “Perceived School Support,
Interpersonal Relationship and Sense of Community of Teachers in
Governance Aided Secondary Schools in Bukwo District, Uganda.” in
partial fulfillment of the requirements for the award of Master of Education

Policy Planning and Management of Kyambogo University.

The purpose of this letter therefore is to request you to grant her permission

to carry out her study.

Any assistance rendered i 2 e
(3,\ KYAMBOGO UN!GEREITY

Yours sincerely - ¢

Prof. Bosco Bua > 22 0CT 202 *

AG. DIRECTOR =
DIRECTOR
| DREETORATE OF RESEAREH AD GRADUATE TRANG
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Appendix D: Table for Determining Sample Size from a Given Population

N S N S N S

10 10 220 140 1200 291
15 14 230 144 1300 297
20 19 240 148 1400 302
25 24 250 152 1500 306
30 28 260 155 1600 310
35 32 270 159 1700 313
40 36 280 102 1800 317
45 40 290 105 1900 320
50 44 300 109 2000 322
55 48 320 175 2200 327
60 52 340 181 2400 331
65 56 360 186 2600 335
70 59 380 191 2800 338
75 63 400 198 3000 341
80 66 420 201 2500 346
85 70 440 205 4000 351
90 73 460 210 4500 354
95 76 480 214 5000 357
100 80 500 217 6000 361
110 86 550 226 7000 364
120 92 600 234 8000 367
130 97 650 242 9000 368
140 103 700 248 10000 370
150 108 750 254 15000 375
160 113 800 260 20000 377
170 118 850 265 30000 379
180 123 900 269 40000 380
190 127 950 274 50000 381
200 132 1000 278 75000 382
210 136 1100 285 100000 384

Note: N = population size S = sample size

Source: Krejcie and Morgan (1970).

123



