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Abstract

The purpose of this study was to investigate the leadership style of principals and teachers’ job
satisfaction in Abu Dhabi public schools and the relationship that exists between these variables.
The study also examined the organisational commitment of teachers and its role as a mediator in
the leadership style-job satisfaction relationship. Also, the study investigated the national culture
dimensions of the principals and their links to the leadership styles that they adopt. The theoretical
framework draws on The Full Range Leadership Theory of Bass and Avolio (1997), Herzberg’s
Two Factor Theory (1959), Meyer and Allen’s (1991) three-dimensional model of organisational
commitment and Dorfman and Howell’s (1988) revised Model of Hofstede. The study was
conducted in 51 public schools in the Emirate of Abu Dhabi by employing a mixed methods
explanatory sequential design. Four research questions were answered using quantitative and
qualitative data collected from 51 Emirati principals and 438 Emirati teachers. Data cleaning,
descriptive statistics and reliability statistics were run using IBM SPSS Statistics Version 22, and
structural equation modelling was run using Mplus Version 7.0 software while thematic analysis
was used to summarise qualitative data. The findings indicated that principals tend to be more
transformational in their practices and that teachers tend to be more satisfied when their principals
display transformational leadership practices and less satisfied when their principals practice the
passive avoidant leadership. The intellectual stimulation and inspirational motivation of
transformational leadership and the contingent reward of transactional leadership had positive
significant relationships with job satisfaction while the laissez faire of passive avoidant leadership
had a significant negative relationship. In addition, the affective dimension of organisational
commitment was a significant mediator in some of the leadership styles-job satisfaction
relationships. Furthermore, leadership styles and some of their dimensions were linked to all
national culture dimensions with the exception of masculinity. Based on these findings,
recommendations for educators and policy makers were provided and ideas for further research

were identified to explore the topic of interest further.

Key terms: leadership styles, job satisfaction, organisational commitment, national culture
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CHAPTER ONE: INTRODUCTION

‘Education is the priority of any nation that hopes to occupy a distinguished position among the
countries of the world. It is the means by which it can build a strong generation, cautious of
adhering to its customs and traditions and able to adjust to the ever-changing needs of our times
and to the ever-developing technologies of the modern world. ’ - His Highness Sheikh Mohammed

bin Zayed bin Sultan Al Nahyan (Scholarships Office, 2018).

In an expeditiously transforming world that is experiencing persistent changes, challenges are
brought about, and adaptations should be made to keep up with these challenges. Key players,
among various organisations and individuals who should lead this transformation smoothly, are the
schools; thus, education systems in various countries all over the world are undergoing school
reforms. School reforms are being implemented to best equip the young generations with the skills
needed for the increasing demands of the twenty-first century (Huitt, 2007). According to Fullan
(2002) and Blaik Hourani and Stringer (2015), these schools are composed of people, so any talk
about excellence and improvement has to involve the people who make up the schools. Thus,
focusing on people is the most effective way in changing an organisation and motivating human
capacities. Along these lines, school improvement and enhancing educational changes do not exist
in vacuum; they require the building of human capacities that are catalysts to the improvement of
schools. This subsequently leads to improved teaching and learning and better academic
achievements of students. (Blaik Hourani & Litz, 2016; Dantley, 2005; Hargreaves & Fullan, 2012;

Litz & Blaik Hourani 2016).



Leithwood and Jantzi (2006) and Hallinger and Heck (2010) explained that there is a direct
relationship between effective teachers and successful school leaders on one hand, and school
improvement and students’ outcomes on the other hand. One aim of school reforms is increasing
students’ achievement (Huitt et al. 2009) which is considered the primary responsibility of teachers
(Darling-Hammond, 2000). In their study, Sanders and Rivers (1996), reported that increasing the
achievement of students requires assigning them to highly effective teachers in sequence. Within
the perspectives of improved schools, effective teaching-learning and improved students’
achievement, comes the notion of teachers’ job satisfaction. Various research studies showed that
teachers who have higher job satisfaction have better performance, are more productive and display
more positive behaviour, all of which benefit both their schools and students. Wright and Kim
(2004) argued that individual productivity and organisational performance are improved as a result
of reduced absenteeism and increased retention that are brought about by increased job satisfaction.
They also explained that low absenteeism and turnover reduce costs, thereby contributing to the
organisational productivity. Olulube’s (2006) study of Nigerian teachers showed that they display
high levels of job satisfaction when their hierarchical needs that were identified by Maslow (1943)
are fulfilled, and that these needs are significant predictors of their performance. MacNeil, Prater
and Busch (2009) discussed that students’ performance is improved when their teachers are
motivated and satisfied with their jobs, and that this teachers’ job satisfaction positively impacts

the quality of education and students’ achievement (Michaelowa, 2002).

In addition to the contribution of job satisfaction to the quality of education, scholars provided
empirical evidence that another construct, organisational commitment, significantly impacts school

effectiveness through its positive relationship with teachers’ performance and its negative



relationship with absenteeism and turnover (Dee, Henkin, & Singleton, 2006). Selamat, Nordin
and Adnan (2012) explained that teachers’ citizenship behaviour, which improves students’
outcomes, is strengthened by teachers’ organisational commitment. Several studies that have
explored job performance concluded that both organisational commitment and job satisfaction are
variables of great impact (e. g. Cetin, 2006; Chen, Silverthrone & Hung, 2006; Suliman & lles,
2002; Tolentino, 2013; Zhang & Zheng, 2009). Many scholars have highlighted the significance
of these two variables to the effectiveness of school in general and to the academic achievement of
students in particular. Harrison, Newman and Roth (2006) concluded that job attitude, which
consists of job satisfaction and organisational commitment, contributes to behavioural outcomes
such as punctuality, absenteeism and turnover, which in turn contribute to performance. Thus,
amidst any major education reform, studying the variables that have been identified by researchers

to have an effect on job performance is crucial.

There are various factors that increase job satisfaction. Sadker and Zittleman (2016) explained that
it does not increase solely through extrinsic means such as monetary compensation and job
security. Various studies have shown that teachers’ job satisfaction and organisational commitment
are increased when appropriate support is received from school administration. In a paper published
in 2007, Mackenzie discussed that teachers are more satisfied and committed to their profession
when their principal supports them. Horn-Turnip’s (2009) study of the effect of various leadership
behaviours on teachers, indicated that there is a significant relationship between administrative
support and teachers’ job satisfaction and commitment to their schools. Rumph (2012) highlighted
that teachers’ job satisfaction is higher when they receive enough support from their principals.

According to Johnson (2007), this supportive role is directly linked to the leadership style of the



principal. Studies have shown that the leadership style adopted by the school principal can affect
the organisational commitment of the teachers (Lai et al. 2014; Sharif et al. 2013) and their job

satisfaction (Shafiee, Salimi & Shahtalei, 2014; Sung et al. 2009).

Miller (2016 a) stated, “While the need for leadership is perhaps universal across cultures, the
practice of leadership is generally believed to be culturally situated” (p.1). Ayman (2004) and G.
Hofstede, G. J. Hofstede and Minkov (2010) explained that individuals’ behaviours, values and
attitudes are related to their cultures and will affect the leadership style that they adopt. The national
culture of leaders might also play a role in the leader-follower relationship (Nazarian & Atkinson,
2013) as both leaders and followers have their own beliefs, values, attitudes and cultural
sensitivities (Hajee & Al Hashemi, 2012; Jogulu, 2010). For the transfer of experiences between
these individuals to be effective and helpful, it is thus essential to study the relations of national
culture with the leadership style (Leung et al. 2005). In addition, to aid in developing effective
leaders, it is critical to take into account the influence of culture (Chin & Sanchez-Hucles, 2007).
A key relationship that could not be overlooked in this study is the relationship between culture
and leadership, as various scholars have studied the association of the former with the latter and

have provided empirical evidence that leadership styles are culturally linked (Jogulu, 2010).

1.1.The Study Context

The United Arab Emirates (UAE) is a constitution of seven emirates bordered by the Arabian Gulf
from the North, the Gulf of Oman and Sultanate of Oman from the East, the Kingdom of Saudi
Arabia and Sultanate of Oman from the South and Qatar and the Kingdom of Saudi Arabia from

the West (The UAE Government, 2016). The UAE is a relatively young country that was founded



by the late Sheikh Zayed bin Sultan Al Nahyan in 1971 and which has been developing rapidly
ever since. The country’s earliest dependence was on agriculture, fishing and pearl diving;
however, with the discovery of the large oil reserves, the UAE has undergone a remarkable
development during which the economy has been reliant on natural resources (Crown Prince Court,
2016). Today, the UAE’s reliance on oil is being reduced and the country is diversifying its
economy to ensure sustainable growth of the country and the nation. For this diversified
knowledge-based economy to be highly productive and competitive, the country has to invest in
innovation, research, science and technology (The UAE Government, 2016); however, this
investment will not result in the desired outcome unless supported by a reformed education system
that would graduate a generation equipped with the skills needed to achieve the sought diversified

economy.

On that account, the educational system in the UAE has been undergoing various systemic changes
and reforms. For the past decade, UAE schools have witnessed school development and
improvement and various new school models have been introduced. To improve schools, curricular
changes, structural changes, operational changes and organisational changes have taken place. In
addition, performance standards for schools, teachers and principals have been set and
implemented for improving both the quality of teaching-learning and students’ academic
achievement. In Abu Dhabi, the capital city of the UAE, there has been a lot of concern about the
educational system. Similar to educational systems in other developing countries, the educational
system in the Emirate of Abu Dhabi has been criticised for being inadequate (Dagher & Bou
Jaoude, 2011). To respond to this criticism and in an attempt to shift towards an economy which is

based on knowledge rather than on oil and gas, the Abu Dhabi government has initiated reforms to



the educational system. Premium education is listed as one of the nine pillars of Abu Dhabi’s social,
economic and political future in the Abu Dhabi Economic vision 2030 Report (The Abu Dhabi
Government, 2008). This has led to the launch of massive campaigns set in place for effective-
implementation of the reform that aimed at significantly improving the quality of teaching and

learning in the Emirate’s government schools (Dickson & Kadbey, 2014).

The Department of Education and Knowledge in Abu Dhabi (ADEK) (previously the Abu Dhabi
Education Council: ADEC), the government body responsible for the education system in Abu
Dhabi Emirate, launched the New School Model in 2009 as an instrumental tool in the
implementation of the reform. The goal of the reform was to deliver an outcomes-based curriculum
using high pedagogical standards and the medium of English to teach the subjects of science,
mathematics and English; this made recruiting native English speaking teachers a necessity and
thousands of teachers were appointed from Australia, USA, Canada, the United Kingdom and other
western countries (Kadbey & Dickson, 2014). Those teachers, whose role in the success of schools
is significant (Miller, 2016 a), are important key players in the reform process (Blaik Hourani,
Stringer & Baker, 2012; Lieberman & Pointer-Mace, 2008). In addition, one of the key
performance indicators of the First-Rate Education system, which was emphasized in the UAE
Vision 2021, is to have high quality teachers in 100 % of the country’s schools (The UAE
Government, 2016).Therefore, academic and administrative personnel in leadership positions in
schools and namely principals are expected to support all Emirati and expatriate teachers in Abu
Dhabi public schools to enhance their performance (Blaik Hourani & Stringer, 2015).In recent
years, researchers and policymakers have shown a remarkable increased interest in studying school

leadership where the focus is on how the work of the school principal in the twenty first century is



different than their work in the past (Kafka, 2009). Miller (2016 a) describes principals as “drivers”
who are accountable to “to learners, their families and a nation’s education system (p. 16). In the
climate of reform in Abu Dhabi, Stringer and Blaik Hourani (2016) explained that with the
education reform, the role of principals has become multidimensional and now comprises more
complex tasks and responsibilities. Principals are now leaders of students, teachers, parents and
other stakeholders in the community and are responsible for funding, instruction and strategic
planning (Lynch, 2012). Despite the diverse responsibilities that principals have, supporting their
teachers to increase their organisational commitment and job satisfaction, variables linked to

leadership styles, remains of utmost importance.

1.2.The Context of Reform and Leadership in Abu Dhabi Public Schools

Public schools in all Emirates with the exception of Abu Dhabi are regulated by the Ministry of
Education (MoE) while the private schools are regulated by the Knowledge and Human
Development Authority (KHDA). Up to August 2017, private and public schools in Abu Dhabi
were regulated by ADEK, and in September 2017 different Abu Dhabi government entities were
restructured and Abu Dhabi Education council (ADEC) was among the entities that underwent this
restructuring. Abu Dhabi Education Council is now the Abu Dhabi Department of Education and
Knowledge (ADEK) which regulates only the private schools in Abu Dhabi while the regulation
of public schools is now in the remit of the MoE. Whether regulated by ADEK or by the MoE and

as mentioned before, these schools have been undergoing transformation and reform since 2009.

The aim of this reform, as UAE leaders aspire, is to raise the quality of education in all UAE schools

to international standards (Macpherson et al., 2007; Thorne, 2011).To achieve this goal and to raise



the quality of education in Abu Dhabi public schools it was necessary to evaluate and update
educational policies, reorganise and reallocate resources, improve school facilities, review the
curricula and the pedagogical approaches and last but not least build school leadership capacities
(Litz & Scott, 2016). In each public school in Abu Dhabi, there is a senior leadership team that
manages the administrative and the academic aspects of the schools. Usually in medium and large
schools the team consists of a principal, an academic vice principal, an administrative vice principal
and heads of faculty. In addition there is a cluster manager to whom a number of principals of

schools that belong to the same cycle and the same geographical location report to.

Preparing cluster managers, principals and vice principals to cope with and to support the
requirements of the education reform, ADEK has identified five professional standards that placed
a lot of demands on school leadership team. The standards are Leading Strategically, Leading
Teaching and Learning, Leading the organisation, Leading People and Leading the Community
(ADEK, 2011). Similar to other countries where educational reform has taken place, these new
standards have allowed the responsibility of the principal to evolve to a great extent and provided
a solid basis for school effectiveness and achieving international standards of quality education.
Another item on Abu Dhabi school reform agenda is the school self-evaluation framework (Irtigaa)
through which school leadership documents school performance. This school performance is
followed by an inspection visit for evaluation and improvement plans and this education reform
initiative is putting more responsibilities on school principals. Stringer and Hourani (2016) describe
these principals as “catalysts for change” and thus studying their leadership in the climate of this
education reform is a crucial factor which will inform designing any professional development or

mentoring and coaching programs.



1.3.School Leadership: Context Dependent and Policy Driven

School leadership is an important factor that ranks second after teaching in its contribution to
school success (Seashore et al. 2004, cited in Miller 2018 a) and to student learning (Leithwood,
Harris & Hopkins, 2008). Miller (2018 a) concludes that this school leadership is “a practice
derived from four unique yet interrelated dimensions” that are environmental, social, personal and
relational (p.166). He explains that the personal dimension is driven by the values and beliefs of
the leaders while the social and relational dimensions relate to the fact that school leaders have
internal and external collaborations to serve their students and the society. The impact of context
and policy that were identified as elements of the environmental dimension will be discussed

below.

In his book “The Nature of School Leadership”, Miller (2018 a) highlights the importance of
context to school leadership and how context influences school leaders’ practices. He
acknowledges that this school leader-school context relationship is essential in developing the
knowledge and skills of leaders which will result in enhanced leadership practices. He explains that
context matters and should, with its different layers, be taken into consideration when evaluating
school leadership practices. Bossert et al. (1982, cited in Miller 2018 a) proposed that the
uniqueness of each context determines the leadership style of school leaders who adapt their
behaviours to align to the needs of that context and to keep up with its challenges. They identified
two types of contexts; “person-specific” and “widely-shared contexts” where the school principals’
knowledge, skills and experience are examples of the former and the community involvement and

rules and regulations are examples of the latter. Miller (2018 b) identified five contexts that impact



school leadership: the institutional context, community context, national culture context, economic

context and political context.

Institutional context comprises internal factors as well as external factors that impact the behaviour
of leaders (Buchmann & Dalton, 2002, Lee & Hallinger, 2012). In addition to the personal
characteristics that Bossert et al. (2012) identified as factors that shape the management style and
behaviour of principals, they also suggested that characteristics related to district and to the external
social environment have an impact on principals’ practices. They suggested that the rules and
regulations of the district or the educational zone determine the context within which school leaders
are working, and this is in alignment with Abu Dhabi public schools where the policies of ADEK
contribute to the school context and regulate the practices of principals. They also indicated that
pressure from parents is an important external social environment that hinders principals’ flexibility
and this is applicable to Abu Dhabi schools where principals affirm that parents are a red line that
cannot be crossed regardless of the consequences. Among the external factors that Miller (2018 b)
identified to impact institutional context is the degree of centralization. In a highly centralized
education system such as that of Abu Dhabi, this factor has a massive impact on principals’
behaviour. For example, principals spend a long time in carrying out administrative tasks to
complete paperwork, attend meetings in the headquarters, report to cluster managers, and other
tasks. Thus, they end up with less time to support teachers and students, and to contribute to the

success of the teaching and learning processes that take place in their schools.

The community context encompasses factors such as involvement with parents of various social
status, location of the school in cities or rural areas, diversity of staff and students, community

violence and other natural disasters. The impact of such a context on school leadership practices in
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Abu Dhabi school is limited as the majority of students in Abu Dhabi public schools are Emiratis
and belong to the same social class. In addition, most of the schools are in developed areas that is
safe and equipped with all facilities and this reduces that challenges that principals might face. The
fact that class teachers in primary school are from the west might be one of the community context
factors that impact school leadership. Miller identified financial resources that are allocated to be
spent on education as factors of the economic context that affect school leadership. Abu Dhabi
public schools are funded by the government and provided with all the required resources,
nevertheless, this economic status might not be a significant predictor of positive leadership
practices. In his comparative study of schools in England and the Caribbean, Miller (2016 c)
concluded that although more resources are available in schools in England, practices of principals
in Jamaican schools were more creative. “Educational policy making and implementation™ is
another factor that affects the political context and the leadership practices; however, this will be

elaborated on in a separate section.

The fifth context that Miller (2018 a, 2018 b) identified to be closely related to school leadership
is the national culture context. He explains that the practice of school leaders is shaped by various
factors of the national culture and studying these factors is essential in understanding school
leaders’ behaviour. This supports Dimmok and Walker (2002) who indicated that ‘“culture
influences how people deal with conflict and participation”, thus studying the relationship between
culture and leadership is of utmost importance. The impact of this cultural context on the leadership
practices of principals in Abu Dhabi public schools was the focus of this study and was elaborated

on later in this thesis. In discussing the revised model of Hofstede in chapter 3, insights of how
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each of the national culture dimensions impacts the leadership style of principals in Abu Dhabi

schools are presented.

The other element of environmental dimension that contributes to school leadership is policy. Bell
and Stevenson (2006) posit that “educational leadership does not exist in a vacuum — it is exercised
in a policy context, shaped decisively by its historical and cultural location” (p.7). Miller (2018 a)
suggests policy as a factor of the environmental dimension that contributes to school leadership.
He explains that educational policies aim at organising the education system at the macro level
across the nations and at the micro level in individual schools by setting frameworks for different
aspects of the school such as curriculum, student safety and others. Thus, educational policies
immensely impact all school processes and bring about a challenge to school staff especially those
in leadership positions who are responsible of implementing these policies (Bell & Stevenson,
2006). This challenge is the result of limited available resources required for policy
implementation, inability to interpret and make sense of the ambiguity and inconsistency in
policies, and the demands and resistance of stakeholders (Bell & Stevenson, 2006; Miller, 2018 a).
As mentioned above, school leaders are the most impacted, among other stakeholders, by the policy
change as they are the drivers who manage and lead this change. As was mentioned before, the
education system in the UAE has been undergoing massive reform and ADEK was established in
2009 to oversee the reform in Abu Dhabi and to develop and implement educational policies. The
implementation of the newly developed policies brought up various challenges to school leaders
and teachers; however, various decrees came out to provide all school personnel with the
professional development programs required to equip them to meet the needs of the education

reform (Blaik Hourani & Stringer, 2014). Among these professional development programs was
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“Qiyada” which prepared school principals to lead their organisations, people and the community
strategically, and to improve teaching and learning in their schools in alignment with the school
reform. Another program was “Tamkeen” which aimed at improving teachers’ performance by
providing them with the knowledge, skills and experiences needed to meet the needs of the new
school model (Al Dhaheri, 2017). According to Miller (2016 c), educational policies are the fuel
that is used to run schooling by providing direction to shape and structure the education system;
however, they might carry a degree of risk. This supports Bell and Stevenson (2006) who explain
that policy making may result in difficulties that school personnel will face while interpreting and
implementing the new policies. In September 2017, it was announced that schools across the nation
will follow a new single standardised education system where Abu Dhabi schools will no longer
be under the jurisdiction of ADEK and will follow the Emirati School Model of the Ministry of
Education (Langton, 2017). Although the aim of the change in the direction of the policy was to
contribute to the development of education, improve standards and produce better results, the
school leaders and teachers were not given enough time to implement this change effectively as
with such rapid policy making context, the policy implementation is “short-termist” (Miller, 2018).
School leaders and teachers were not prepared for the change and this might have created some
resistance and impacted their performance. Bell and Stevenson (2006) suggested that school
leaders are “not merely passive receivers and implementers of policy decisions made elsewhere”
(p. 2, cited in Miller 2018); however, in Abu Dhabi schools, policy-making is top-down and schools
leaders did not have a say in that . Being supportive to educators and keen to achieve the goals of
the policy re-direction, the Ministry of Education started implementing programs to support school
personnel in successful implementation (MoE, 2018). This professional development support has

reduced the resistance of the principals and teachers and contributed to a smooth transition.
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1.4.Problem Statement

Due to the importance of the teachers’ role in the success of any education reform, there should be
a great focus on the performance of these teachers. As mentioned earlier, organisational
commitment and job satisfaction of teachers are variables that immensely affect their performance.
Moreover, these variables are also influenced by the leadership style of the principal, which in turn
might have been determined by the principal’s cultural beliefs and values. Thus, and amidst the
wide education reform that is taking place in the Emirate of Abu Dhabi, studying these variables
and the relationships that exist between them is crucial. Many research studies have been conducted
in educational contexts in various countries to explore these variables and the relationships that
exist between them (e.g. Nguni, Sleegers, & Denessen, 2006; Korkomaz, 2007); however, such
research is scarce in the gulf region in general and in the United Arab Emirates in particular
(Verma, 2015). Randeree and Chaudary (2012) reported that there are no contemporary studies that
explored the relations of leadership styles to the job satisfaction and organisational commitment of

employees in the Arabian Gulf region.

Some studies have investigated the relationships between these constructs; nevertheless, the
mediating effect of organisational commitment on the leadership styles-job satisfaction
relationship has not been widely studied in different contexts in general (Shurbagi, 2014) and in
the context of education in the UAE in particular. Moreover, the focus of a significant number of
these research studies was the direct influence of leadership on job satisfaction without paying

attention to the role culture plays in leadership styles adopted (Ayman, 2004; Jogulu, 2010).
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Nevertheless, Triandis and Brislin (1984) suggested that studies that take into consideration
cultural effect are constructive because they include more variables and factors that enhance the
understanding of the explored construct and that may lead to the improvement of theories. Ayman
and Korabik (2010) explained that the extent to which research studies on leadership contribute to
existing literature depends on whether these studies incorporate the role of culture. Nazarian and
Atkinson (2013) pointed out that there is a scarcity of studies that provide empirical evidence on
the how culture is related to leadership styles. Metcalfe and Mimouni (2011) reported that research
that observes transformational and transactional leadership styles in the UAE is limited.
Additionally, Hijazi, Kasim and Doud (2016) reported that literature that has discussed the unique
leadership characteristics in the context of the United Arab Emirates culture is limited. Hofstede
(1980) argued that differences in national culture are not accounted for in theories developed in the
West and so exploring the effects of different cultures on the dimensions of The Full Range
Leadership Theory (Bass & Avolio, 1997), a western-developed theory, will be of great

importance.

1.5.Significance of Study

The lack of research studies that examine both the mediating role of organisational commitment in
the leadership styles-job satisfaction relationship and the effect of the dimensions of national
culture of leaders on the leadership style they adopt, leaves a gap in the literature. Therefore, studies
that incorporate the indirect effect of organisational commitment in the aforementioned
relationship and the link between national culture dimensions and leadership styles, are needed to
close this gap and to contribute to the body of knowledge on effective leadership in schools. This

study is important and will provide a broader and better understanding of the relationship between
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leadership styles and job satisfaction because it not only investigates the direct relationship, but
also incorporates the indirect effect of organisational commitment as well as the links of national
culture dimensions to leadership styles. This study will help fill the gap in the existing literature,
identify significant relationships between the variables of leadership style, national culture
dimensions, organisational commitment and job satisfaction and present empirical evidence on
these relationships. To the best of my knowledge, there are no studies that combine all the variables
listed above and investigate the relationship between them in any context and specifically in the
educational context in the UAE. This study would be of interest to countries implementing
education reforms in general and to countries implementing education reforms that share
dimensions of the UAE’s national culture in particular. Locally, the findings of this study can
inform strategic planning and policy changes for ADEK, Knowledge and Human Development
Authority (KHDA), and other educational institutes in the UAE. The findings might also provide

amendments and recommendations to professional development activities of school principals.

1.6.Purpose and Research Questions

The purpose of this study was to investigate the leadership style that principals in Abu Dhabi public
schools adopt and the job satisfaction of teachers in these schools as well as the relationship that
exists between these variables. The study also examined the organisational commitment of teachers
and its role as a mediator in the leadership styles-job satisfaction relationship. In addition, the study
investigated the effect of the national culture dimensions of the principals on the leadership style

that they adopt.

To achieve the purpose of this study, the following four research questions have been formulated:
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1. What are the leadership styles that school principals adopt and to what extent do their own
perceptions of leadership styles differ from their teachers’ perceptions of their leadership
styles?

2. To what extent are the leadership styles of principals as perceived by their teachers linked
to the job satisfaction of the teachers?

3. To what extent do organisational commitment dimensions mediate the leadership styles-

job satisfaction relationships?

e

How are the national culture dimensions of the principals linked to the leadership style

they adopt?

1.7.The Researcher’s Background and Positionality

The researcher has been in the education sector in the UAE for more than 15 years and witnessed
the implementation of education reform. She has been working in a teacher training college in the
Emirate of Abu Dhabi for more than 11 years during which she had a lot of interaction with both
teachers and school principals in Abu Dhabi public schools. This interaction took place during the
school visits where the researcher saw some teachers who were really very happy, satisfied with
their jobs and committed to their profession and to their schools, and others who were not as
committed and happy as others. In addition, the researcher noticed a very good relationship that
existed between teachers and their principals especially between Emirati principals and Emirati
teachers and that the researcher thought that is an interesting and unique relationship. The
researcher, who worked earlier in international schools, hasn’t seen such commitment and
satisfaction of teachers and at the same time principals’ leadership practices were different from

the practices that she saw in Abu Dhabi public schools. The observations that the researcher made
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and the relationships that she noted triggered her curiosity to know more about the teachers’ and
the principals’ behaviours and the relationships that existed between them as they are important
key players in the implementation and the success of any education reform. In addition, the teacher
training college where the researcher currently works is affiliated with ADEK, the previous public

schools regulator, and works closely with various departments there.

This background and previous experience of the researcher might have influenced the researcher
(Marshall & Rossman, 2016) and determined her positionality which can affect research outcomes
and interpretations (Temple & Young, 2004). Bourke (2014) explains that this positionality is the
meeting point of subjectivism and objectivism where individuals strive to be objective while they
are aware of their subjectivities. Kezar (2002) acknowledges that within this positionality theory,
the researcher might have multiple identities that are relative and can change based on various
factors such as the site and the time of the research and the research participants (Mercer, 2007).
Thus, scholars have noted that there are very few cases where researchers can be characterised as
“Complete Insiders” or “Complete Outsiders” (Kerstetter, 2012). In their “the space between”
framework, Dwyer and Buckle’s (2009) argue that researchers fall within the space between

complete insiders and complete outsiders.

Being in the education system in the UAE for more than 15 years and working closely with teachers
and principals in Abu Dhabi public schools, the researcher considers herself partially as an insider.
Of the advantages of being an insider, was the ability of the researcher to speak and understand the
language of teachers. In addition, as an insider the researcher was able to better probe the
participants and ask them more relevant questions due to her previous experience in schools

(Sanghera & Thapar-Bjokert, 2008). Moreover, this insider position, might have helped the
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researcher in building the participants’ trust in her (Kerstetter, 2012) which has helped in providing
a relaxed environment for participants to share freely their views and experiences (Shah, 2004).
This engagement with participants and shared experiences might have resulted in gathering a richer
set of data (Dwyer & Buckle, 2009). On the other hand, among the disadvantages of being an
insider is the researcher’s bias that might have been demonstrated during the qualitative data
collection stage. In addition, during this stage the insider researcher might have been unable to
bring perspective that an outsider could have brought (Mercer, 2007). Being an insider might have
resulted in a misrepresentation and misinterpretation of the findings; however, the researcher was
aware of her positionality. Through her awareness the researcher ensured that the influence from

this positionality is controlled and minimized.

In addition to being an insider, the researcher’s nationality, culture, recent experience and job in an
institute affiliated with the regulator body of Abu Dhabi government schools might have suggested
an outsider status of the researcher. D'silva et al. (2016) explain that outsiders can see things that
the familiar eye cannot see and make inferences that an insider cannot make; however, the research
process and their analysis of the data might be impacted if they do not reflect on their positionality.
Although it might be difficult for an outsider to access participants, the objectivity of an outsider
and their emotional distance from the situation adds value to the research (Chawla-Duggan, 2007).
Being aware of her positionality, the researcher was able to benefit from the strengths of both being

an insider and an outsider.
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1.8.0verview of the Study

This thesis is structured in six chapters where the first chapter presents a section that introduces the
topic of the study and its background while also providing an overview of the school educational
context in Abu Dhabi, within which the study was conducted, the education reform initiatives and
the importance and contribution of the variables that are the focus of this study to a successful
education reform. It discusses as well the impact of context and policy on school leadership.
Chapter one also presents the research problem, the purpose of the study, the research questions
and the significance of the study, and it concludes by presenting the researcher’s background and
positionality. In the following chapter, the conceptual analysis of the constructs of leadership, job
satisfaction, organisational commitment and national culture are discussed. This will be followed
by the theoretical framework section which will present the theories adopted in this study. The
chapter concludes by providing justifications for the adoption of each of the theories. Chapter three
presents the literature review of previous studies that investigated one or more of the constructs
that are the focus of this study in reference to their importance in the educational context and the
relationships that exist between them. The last section of the chapter indicates how the study is
situated within similar studies in the field. In chapter four, the methodology that was followed in
this study is discussed then the research design and the research philosophy are presented. In
addition, the chapter discusses sampling and participants, research instrumentation including its

validity and reliability, data analysis and procedures and ethical considerations.

Chapter five focuses on analysing the collected quantitative and qualitative data and presenting the
findings. At the beginning of the chapter, the demographic statistics of the participants are

presented, and these include the statistics of the principals and the teachers. This is followed by the
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quantitative and qualitative analysis of the teachers’ and principals’ perceptions of leadership
styles. The second set of quantitative analysis presents the relationships between principals’
leadership styles and teachers’ job satisfaction. The effect of organisational commitment
dimensions as mediators in the principals’ leadership styles and teachers’ job satisfaction
relationship is then presented. The last section covers the quantitative and qualitative data analysis
of national culture dimensions and their links to leadership styles. In the first part of the last chapter
of the thesis, chapter six, the findings of the study are examined, discussed and elaborated on to
answer the research questions. In addition, the findings are placed in the context of earlier studies
to support or refute the findings of these prior studies. The second part of the chapter concludes the
findings and presents the implications of these findings to practice and suggests recommendations
to school principals, cluster managers and various departments in ADEK. In the last part of the

chapter, the limitations of this study are outlined, and areas of further research are identified.
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CHAPTER TWO: CONCEPTUAL AND THEORETICAL FRAMEWORKS

In this chapter, the conceptual analysis of the constructs of leadership, job satisfaction,
organisational commitment and national culture are discussed. This is followed by the theoretical
framework section which presents the theories adopted in this study. The chapter concludes by

providing justification for the selection of each of the theories.

2.1.  Conceptual Framework
2.1.1. Approaches to Studying Leadership

In his book “Leadership”, Burns (1978) stated that leadership is “one of the most observed and
least understood phenomena on earth” (p.3). An early definition of leadership is that it is “an
interpersonal influence, exercised in situations and directed, through the communication process,
toward the attainment of a specified goal or goals” (Tannenbaum, Weschler & Massarik 1961, p.
24). Bass (1990) defined leadership:

as the focus of group processes, as a matter of personality, as a matter of inducing compliance, as
the exercise of influence, as particular behaviours, as a form of persuasion, as a power relation, as
an instrument to achieve goals, as an effect of interaction, as a differentiated role, as initiation of
structure, and as many combinations of these definitions (p.11).

A more recent definition of leadership is that of House et al. (2004) who defined leadership as “the
ability of an individual to influence, motivate, and enable others to contribute toward the
effectiveness and success of the organisations of which they are members” (p. 56). As evident the
definitions of leadership are evolving from being focused on influence to including motivation and
goal achievement. Since there does not seem to be a consensus on a comprehensive definition,

researchers refer to the ‘concept’ of leadership to localize its use.
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The concept of leadership was discussed as early as the sixteenth century by Machiavelli (cited in
Smith et al. 1989); however studying the concept of leadership started to become more systematic
and widespread in the 1900s with Weber’s charismatic leadership (1947) then Burns’
transformational leadership (1978) which was extended by Bass (1985) to what Bryman (1992)
argued was leading the way to “new leadership” models. This extension of transformational
leadership was solid (Antokanis & House, 2015) and paved the way to Bass and Avolio (1997) to
develop the Full Range Leadership Theory. All this leadership research was tackled using different
approaches like the trait approach, the behavioural approach, the contingency approach and finally

the transformational approach.

With the trait approach, studying leadership focused on various attributes such as the personality
which incorporates, for example, self- confidence, authoritarianism and popularity; physical factors
like age, height, gender and appearance; and ability which includes, for example, intelligence and
academic performance (Bass, 1990; House & Aditya, 1997). According to the dominant part of the
literature of the trait approach which was published between 1930 and 1950 (House & Aditya,
1997), individuals who rate high on these traits are leaders. Stodgill (1948) stated that “A person
does not become a leader by virtue of the possession of some combination of traits” (p.64) and he
argued for interactional approach between traits and situational demands. Stodgill (1948)
concluded that leadership is not only limited to the possession of traits but is about the relationships
that the leader builds with the subordinates. This approach was also reviewed by Mann (1959) and
was proven to be invalid as certain traits that were found to be essential for a certain leader were
not necessarily applicable to another leader. In general, using the trait approach as the basis for any

study on leadership will not be helpful (Mullins, 2008) as it only studies the traits of a leader
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without relating those to the performance of the followers, and because with this approach

consistent evidence is lacking.

Another approach to conceptualising leadership was the behavioural approach which started
redirecting the focus from characteristics that are innate to behaviour that is learned or acquired.
Leadership research that adopted a behavioural approach started in University of lowa with Lewin,
Lippitt and White (1939) who identified three leadership styles; authoritarian, democratic and
laissez faire among which democratic style was believed to be the most effective. Another two
studies that explored the behaviours that effective leaders display and that contributed to the current
leadership research were the Ohio State University study and the University of Michigan study
(Bryman, 1986). The Ohio State University that took place between 1940 and 1950 brought about
an advancement to this approach. Kerr et al. (1974) identified “consideration” and “initiating
structure” as dimensions of leadership where “consideration” referred to the ability of leaders to
build relationships that are characterised by trust, respect and consideration of their followers’
ideas, while “initiating structure” referred to the leader’s identification of his role and his followers’
role in achieving goals. Although the aforementioned leader behaviour scales were used by
hundreds of researchers, the study was heavily criticised for lacking a conceptual base and for

ignoring the importance of situational variables (Kerr et al.1974).

At about the same time of the Ohio State University, another study was conducted at the University
of Michigan where Kahn and Katz (1960) investigated the behaviour of leaders in big industrial
organisations. They explored the relationships between the leaders’ behaviours and the
performance and the progress of the group to conclude that leaders are either “product-oriented”

which is sometimes referred to as “task-oriented” or “employee-oriented” which is referred to as
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“relationship-oriented” as well. Product-oriented leaders set clear goals, provide work procedure
and follow up with their followers to help them achieve their goals. Employee-oriented leaders
emphasise relationships with their employees to nurture their teams’ job satisfaction and
productivity. Product-orientation and employee-orientation of Kahn and Katz (1960) resembled
the “initiating structure” and the “consideration” structure of Kerr et al.’s (1974) study. Blake and
Mouton (1981) used the findings of the aforementioned studies to develop Blake and Mouton's
Managerial/Leadership Grid that was based on the styles of “concern for people” and “concern for
production” and this instrument is still used in leadership selection and training programs (Blake
& Mouton, 1985). Nine different positions are placed on this grid to identify the divergent
behaviours of leader. According to the behavioural approach, there are two types of behaviours
that leaders adopt and that either focus on the task or the follower. This had a main contribution to
leadership research; however, it did not explain why leadership fails to be effective sometimes and
it should not be the approach adopted when studying leadership in education. In an educational
context, leaders should focus on their followers who are the teachers, and on the outcomes and the

tasks that these teachers should achieve or complete.

The trait and behavioural approaches contributed to leadership research but were not successful in
linking effective leadership to various leadership styles and different types of work conditions or
situations. Thus, theories that adopted contingency or situational approaches attempted to account
for that and aimed at trying to resolve the discrepancies in findings related to leaders’ behaviour
(House & Aditya, 1997). Among these contingency theories were Fiedler’s Contingency Theory
of Leadership (1967), House and Mitchell’s (1974) Path-Goal Theory of Leader Effectiveness and

others. With these theories, it was suggested that individuals adopt a leadership style that is suitable
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to a certain situation and for a given time (Bass, 1990). The contribution of these situational
leadership theories to the body of literature is of significant value and should not be undervalued.
However, these theories still received a lot of criticism in reference to the complex models they
adopted, their applications that were not practical, and their methodologies that were flawed. This
criticism resulted in moving away from this contingency approach towards other approaches that
resulted eventually in the development of the Full Range Leadership theory which will be

elaborated on in the theoretical framework section of this chapter.

2.1.2. The Concept of Job Satisfaction and its Facets

Job satisfaction is a construct that has been widely explored in various contexts because it is critical
for employees’ performance, productivity and retention (Eslami & Gharakhani, 2012). Researchers
define job satisfaction in various ways and one of the earliest definitions is that of Hoppock (1935)
who explained that job satisfaction is the psychological, physiological and environmental factors
that lead the individual to say “I am satisfied with my job”. In 1963, John Stacey Adams argued
that employees are not only concerned with the rewards that they receive but also the rewards that
others receive (cited in Elding, 2005). According to him, employees tend to compare and contrast
the ratio of input to output of their job to the ratio of other employees in similar jobs. Usually, they
compare their workload, duties, salary and benefits to others in the same profession or category.
They are satisfied if this ratio is equivalent to the ratio of other employees in similar jobs and they
are dissatisfied if the ratio is not equal (Robbins & Judge, 2013). However; one might argue that
this is a subjective process that lacks rationality and that depends on individuals’ misled

subconscious feelings that they are better off or worse off than others.
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In 1964, Vroom argued that rewards are not the individuals’ primary concern. He explained that
employees become motivated if they believe that their efforts will result in good performance
which will eventually lead to the anticipated rewards that will determine job satisfaction (cited in
Lunenburg, 2011). When all variables in this process, effort, performance and rewards are high,
motivation and satisfaction levels are expected to be high. Smith, Kendall and Hulin (1969)
explained that job satisfaction is an affective emotional response or feeling to the job or to certain
aspects of the job. They hypothesised that this response is the result of a cognitive process through
which individuals compare their current job to a reference point that they have set. According to
Locke (1976), job satisfaction is a positive reaction that individuals develop from whether what the
job offers meet their expectations and from the degree to which their needs and values are fulfilled.
Nelson and Quick (2009) reiterated this and explained that job satisfaction is an emotional state
that is positive in nature and that individuals attain when they get the desired appraisal. To Spector
(1985) individuals are satisfied with their jobs when their jobs are rewarding, while other
researchers argued that job satisfaction is linked to individuals’ consideration of their job

characteristics (Robbins & Judge, 2013; Weiss & Cropanzano, 1996).

The construct of job satisfaction is complex and thus has been widely explored in organisational
behaviour studies (Luthans, 2005). Al Fahad (2014) explained that contemporary research in job
satisfaction in various contexts, including the educational context, is based on the work of Maslow
(1943) and Herzberg, Mausner and Snyderman (1959). Schermerhon, Hunt and Osborn (2004)
argued that Maslow’s Hierarchy of Needs Theory can be used to identify elements that influence
job satisfaction. Abraham Maslow, the well-known American psychologist, developed that

Hierarchy of Needs Theory which states that there are different levels of individuals’ needs and
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that the satisfaction of those needs takes place in a hierarchical way. He explained that to fulfil
these needs, an individual behaves in a certain manner where when one need is fulfilled the next in
the hierarchy will follow and then satisfaction is achieved. This theory identifies human needs at
five different levels that include physiological and safety needs that are considered lower order
needs, social, esteem and self-actualisation needs that are considered higher order needs. Lower
order needs are satisfied externally by factors such as pay and fringe benefits, while higher order

needs are satisfied internally within the person (Robbins & Judge, 2013).

Maslow’s Hierarchy of Needs theory is wide spread and has received extensive recognition as it is
“intuitively logical and easy to understand” (Robbins & Judge 2013, p. 204). Despite the fact that
the theory was broadly acknowledged, it was criticised by a number of researchers. Yang (2003)
criticised the unidimensional linearity of the model and argued that Maslow’s theory is not valid
across cultures. He suggested instead a double Y-model that integrates biological and cultural
effects. Robbins and Judge (2013) explained that the hierarchy can be applicable to cultures with
low uncertainty avoidance such as the United States of America, while in countries with high
uncertainty avoidance, such as Mexico and Greece, the hierarchy might not apply. For example, in
the high uncertainty avoidance context of the United Arab Emirates, safety and social needs would
be on the top of the hierarchy and employees might be motivated more with group work than those
employees in low uncertainty avoidance context. Another criticism was by Cullen and Gotell
(2002) who argued that it is gender biased and that Maslow avoided discussing the gender nature
of self-actualisation. On the other hand, Coy and Kovacs-Long (2005) disagreed with Maslow’s
theory being gender specific and explained that it is a model that applies for both men and women.

Another approach to studying job satisfaction is that which adopts the Motivation-Hygiene Theory
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or Herzberg’s Two Factor theory that will be elaborated on in the theoretical framework section of

this chapter.

Scholars identified various facets of the job as contributors to satisfaction and these include pay,
promotion, supervision, rewards, fringe benefits, nature of work, operating procedures, relation
with co-workers and communications. Pay, the periodic payment that an employee receives from
an employer is one of the most influential factors that affect job satisfaction (Grace & Khalsa,
2003; Oshagbemi, 2000). Employees perceive more satisfaction when they receive a considerably
fair and fixed amount of pay as a reward to their efforts (Jacques & Roussel, 1999). Employees are
motivated as well as satisfied with this amount of pay (Mehmoud et al. 2012) and their satisfaction
increases with any increase in this pay (Hui, Kevin & Fock, 2004). A study conducted by Sharma
and Bajpai (2011) concluded that salary satisfaction is a catalyst that enhances the overall job
satisfaction of employees. Nevertheless, Brainard (2005) and Bolin (2007) concluded that there is
a weak relationship between pay and overall job satisfaction. Various studies in the educational
context showed that low pay is the factor that contributes most to teachers’ job dissatisfaction
(Olulube, 2006). Other researchers investigated the effect of the facets of job satisfaction on the
overall job satisfaction of faculty in public and private universities in Pakistan, and found that there
is a significant medium positive relation between pay and the overall job satisfaction (Khalid,

Irshad & Mahmood, 2012; Malik, Danish & Munir, 2012).

Another facet of job satisfaction is promotion and promotion opportunities are what employees
look forward to in any position that they take. Many researchers conducted studies on factors
contributing to job satisfaction and their findings supported the hypothesis that promotion is one

of these factors (Peterson, Puia & Suess, 2003; Wan, Sulaiman & Omar, 2012). Employees tend to
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reduce their efforts at work when they do not have any expectations for promotion (Kosteas, 2011).
Al-Hazimi (2010) argued that teachers should be entitled to a fair system of promotion that
increases their satisfaction and the effort that they put into their work will result in better
performance. Researchers studied employees in the health sector in Malaysia and results showed
that promotion is a prominent factor that contributes to employees’ job satisfaction (Khan &
Aleem, 2014). Other researchers studied university faculty in Pakistan and concluded that
university faculty, who had more promotional opportunities, developed increased levels of job
satisfaction compared to those entitled to less promotion (Malik et al. 2012; Muhammad & Huang,

2013; Zainudin, Junaidah & Nazmi, 2010).

It was suggested in literature that supervision enhances job satisfaction (e.g. Naeem et al. 2011;
Peterson et al. 2003). The supervisor’s support and guidance contribute fundamentally to the job
satisfaction (Robbins & Judge, 2013). However, other researchers found that the relationship
between job satisfaction and supervision is not strong (Luddy, 2005). Roelen, Koopmans and
Groothoff (2008) concluded that supervision is not one of the factors that explain variation in job
satisfaction. Artz (2010) identified fringe benefits as another factor that contributes to job
satisfaction; however, there is mixed evidence whether this relation is positive or negative. He
explained that in certain instances, employees view fringe benefits as wasteful when their working
spouse has provision to a certain fringe benefit and this in turn reduces their job satisfaction. He
also referred this decrease in job satisfaction to the “job-lock™ which is brought about by an
essential fringe benefit which might not be offered by another employer. In addition, some
employers tend to reduce their wages when they are offering certain benefits, and this will reduce

the employees’ job satisfaction (Baughman, DiNardi & Holtz-Eakin, 2003).
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Malhotra, Budhwar and Prowse (2007) defined rewards as the financial and the non-financial
benefits that employees receive while they are employed in their organisation. Various research
studies have shown that rewards provided to employees contribute to various work outcomes.
Wang (2004) argued that rewards contribute significantly to employees’ organisational
commitment which will in turn improve their performance. Ali and Ahmad (2009) conducted a
study to explore the relations of various facets of the job with the satisfaction of employees and
concluded that rewards had the strongest relationship with job satisfaction. The findings of studies
in the banking sector in Saudi Arabia (Jehanzeb & Rasheed, 2012) and in various sectors in
Pakistan (Danish & Usman, 2010) supported previous findings that rewards are strongly related to
job satisfaction. Another factor that might influence job satisfaction is the operating procedures

such as the rules, policies and procedures.

Many researchers agreed that good relations with colleagues in any organisational context lead to
job satisfaction (Awang, Ahmad & Zin, 2010; Naeem et al. 2011). Empirical evidence indicated
that the support that employees receive from their fellow workers and the friendly interactions that
they encounter boosts their job satisfaction (Berta, 2005; Kreitner & Kinicki, 2001). Boreham’s
(2006) study of newly qualified teachers in Scotland showed that satisfaction with co-worker’s
relationships is a strong predictor of job satisfaction. The emotional and social support that
individuals get decreases the levels of dissatisfaction that they may encounter (Thoits, 2011). The
nature of work is also a factor that contributes to job satisfaction and in the teaching profession this

factor might reduce the satisfaction as the job is extremely demanding and requires a lot of efforts.

Another important facet of the job that affects employee satisfaction is communications. Carriere

and Bourque (2009) explained that this satisfaction incorporates but is not limited to
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communication between leaders and subordinates, communication with colleagues,
communication of feedback and informal communication. In a study of the job satisfaction and job
performance of 302 employees in two international firms in the US, Goris (2007) reported that
satisfaction with communications has a positive significant relationship with job satisfaction. This
significant positive relationship was also highlighted by Carriere and Bourque (2009) who studied
the communication as a predictor of job satisfaction of 280 Canadian paramedics. Giri and Kumar
(2010) argued that satisfaction with communications is of utmost importance especially in
organisations that have a centralised structure as, with such a structure, decisions are made at top
levels and open communication is required to transmit the information which is believed to increase
job satisfaction. They explained that this increased job satisfaction might result from the

transparency that open communication might bring about.

2.1.3. Approaches to Studying Organisational Commitment

Organisational commitment, and since 1960, has been a widely researched topic (Bhatnagar, 2005).
There is a wide range of definitions of organisational commitment that aim at outlining and
clarifying the concept. Porter et al. (1974) defined organisational commitment as "the strength of
an individual's identification with and involvement in a particular organisation™ (p. 604). O’Reilly
(1989) explained that organisational commitment is “An individual's psychological bond to the
organisation, including a sense of job involvement, loyalty and belief in the values of the
organisation” (p.17). Meyer and Allen (1991) defined organisational commitment as “A
psychological state that characterises the employee’s relationship with the organisation, and has

implications for the decision to continue membership in the organisation” (p.67) while according
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to Miller (2003) it is ““A state in which an employee identifies with a particular organisation and its

goals, and wishes to maintain membership in the organisation” (p.73).

In an attempt to conceptualise organisational commitment, Becker (1960) adopted a behavioural
exchange approach, the side-bet approach. He used the term “side-bets” to refer to the hidden
investments that an individual has accrued while working in an organisation. He explained that
individuals remain committed to their organisations as long as they have a secure position that
provides them with benefits that overweigh the benefits that they might gain if they leave the
organisation. Becker (1960) argued that organisational commitment develops when the individuals
get used to the routine activities encountered and to the benefits earned. Becoming fearful of losing
these benefits and not finding an alternative, makes it very hard for them to separate from their
organisation and thus become committed. Currently, the side-bet theory is no longer considered a
principal theory in organisational behaviour studies, but it is still used in conceptualizing the
relationship between organisational commitment and turnover (Cohen, 2007). Moreover, Becker’s
theory has impacted other theories that conceptualised organisational commitment and its impact
is evident in the multi-dimensional theory of Meyer and Allen which is discussed in the theoretical

framework section of this chapter.

With Porter et al. (1974), there was a shift from a behavioural approach to a psychological
approach. Their approach changed the focus of commitment to be based on the psychological
attachment that individuals have to their organisation and not on the tangible side-bets. Mowday,
Steers and Porter (1979) defined commitment as “the strength of the individual’s identification
with and involvement in the organisation” (p.226). They explained that individuals develop

commitment to an organisation when they accept and strongly believe in its goals and values,
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willingly exert efforts on the behalf of their organisation, and intensely show a strong desire to
retain their membership in the organisation. They conceptualised organisational commitment from

one dimensional attitudinal perspective.

On the other hand, Mowday et al. (1979) argued that the process of organisational commitment is
characterised by a reciprocal relationship between attitudes and behaviours, and these undergo
reciprocal self-reinforcing cycles that lead to the development of organisational commitment. The
longitudinal approach they adopted to study organisational commitment resulted in identifying
three stages of its development: the anticipation or the pre-entry stage, the initiation or the early
employment stage and the entrenchment or the late career stage. In the anticipation stage, the
personal characteristics, the expectations, the decisions to join the organisation and the interaction
of these factors contribute to the initial commitment of employees (Mowday et al. 1979). However,
they argued that this level of commitment does not reflect whether the attachment of the employee
to the organisation will be stable and that there is an effect of the initial job experience. They
explained that their experience during the early employment stage, which is the result of personal
influences, organisational and non-organisational factors, is vital to the development of a lasting
organisational commitment. Although this early commitment during the first few months
contributes to the continuous attachment of employees, nevertheless, commitment development
process or what Mowday et al. (1979) referred to as entrenchment continues and is influenced by
the length of service. Factors such as increased investment, involvement in the organisation and
the community, a decreased job mobility and the sacrifices that the employees might have made,
combined or individual affect the length of service which in turn strengthens or weakens

organisational commitment.
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In 1984, a two-dimensional approach of affective and continuance commitment was developed by
Meyer and Allen and this was their initial conceptualization which was studied further to result in
the addition of a third dimension of normative commitment (Meyer & Allen, 1991). O’Reilly
(1989) referred to these dimensions as the stages of development of organisational commitment.
In the first stage, which is referred to as the compliance stage, employees’ organisational
commitment depends on the calculation of the rewards and benefits that they receive (Beck &
Wilson, 2000) and this stage coincides with the continuance commitment dimension. The
identification stage is the second stage and employees commit to the organisation because they feel
that they have a moral obligation to be loyal to their organisations (O’Reilly, 1989) and this is
translated to normative commitment. The last stage is the internalization stage where employees
become so passionate about their organisation that their values and objectives are consistent with
those of the organisation (O’Reilly, 1989) and by the time employees reach this stage, they would
have developed affective commitment. In their review of literature, Taylor et al. (2008) concluded
that the organisational commitment of individual increases when they feel that they appreciated
and treated fairly. They also argued that the trust the individual has in his organisation and that
emerges of the promises that were kept by the organisation are also factors that contribute to
organisational commitment. The three-dimensional model of Meyer and Allen (1991) is still the
most dominant approach to studying organisational commitment and is discussed in the theoretical

framework section of this chapter.
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2.1.4. The Concept of Culture and Its Levels

The concept of culture has become very important in research related to international management,
human resources development and organisational behaviour (Kuchinke, 1999). Although this
concept has been widely researched, many have debated the definition of culture (Triandis, 1996).
Ayman and Korabik (2010) explained that culture can be operationalised in two distinct ways
where the first operationalisation is by the visible characteristics such as the country boundaries
and the individual’s visible characteristics such as the skin colour and language and this allows
categorising people socially by their country or language. The second operationalisation is by the
invisible characteristics of individuals such as their feelings, beliefs and personalities. Triandis
(1996) reviewed literature on defining cultures and concluded that there is a general agreement that
all definitions refer to culture as individual’s unique beliefs, norms, feelings and behaviour of a
distinctive group of people. All these shared concepts and processes were used by scholars to define

culture.

As early as 1952 Kroeber and Kluckhohn, two American anthropologists, conducted a critical
review on the concept and definitions of literature and identified 164 different definitions. The
credit of the first modern definition of culture goes to the British anthropologist Tyler (1871) who
defined culture as: “that complex whole which includes knowledge, belief, arts, morals, law,
custom, and any other capabilities and habits acquired by man as a member of society” (cited in
Tharp 2009, p. 3). Tharp affirmed that this definition influenced the current dictionary definitions
of culture and was a starting point for academics to build upon and to create lists of the elements

of culture. Following their thorough literature review, Kroeber and Kluckhohn (1952) extended
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previous definitions and defined culture in a way that incorporates the central idea that most social
scientists formulated by then:

Culture consists of patterns, explicit and implicit, of and for behaviour acquired and transmitted by
symbols, constituting the distinctive achievements of human groups, including their embodiment in
artefacts; the essential core of culture consists of traditional (i.e. historically derived and selected)
ideas and especially their attached values; culture systems may, on the one hand, be considered as
products of action, on the other, as conditional elements of future action (p.181).

Trompenaars and Hampden-Turner (2000) defined culture as “a shared system of meaning. It
dictates what we pay attention to, how we act and what we value.” (p.13). Another definition was
by Hofstede (2001) who defined national culture as “the collective programming of the mind which
distinguishes the members of one group or category of people from another” (p. 9). A recent
definition of culture is by Czinkota and Ronkainen (2007) who defined culture as “...an integrated
system of learned behaviour patterns that are distinguishing characteristics of the members of any
given society ” (p.54). While reviewing the above definitions, it was noticed that the concept of
culture encompasses how people behave and act, what they think about and believe in and how
they feel. Culture is also characterised by the fact that it is acquired, shared, transmitted and

integrated.

According to Hofstede et al. (2010), culture can be defined on different levels that range from
group culture to organisational culture, to professional culture and finally to national culture. He
further elaborated on his definition of culture, which was previously mentioned, and suggested that
the cultural programming has various layers that encompass “national, regional/ethnic/religious,
linguistic, gender, generation, social class, and organisational cultures” (Karahanna, Evaristo &
Srite 2005, p.4). These layers of culture were used by Karahanna et al. (2005) to create a hierarchal

model of cultural layers that range from group culture which is the least general to the supranational
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culture which is the most general (see Table 2.1). At the top of the hierarchy, they have placed the

supranational culture which includes the region, ethnicity, religion and language as dimensions. At

the second highest level of the hierarchy was the national culture which was followed by the

professional culture that is associated with educational opportunities related to a certain profession.

The fourth in the hierarchy was the organisational culture that includes shared perceptions of

organisational values and practices. At the lowest level of the hierarchy was the group culture

which is developed when individuals, working together in groups, construct their own norms and

values over time. Various studies such as Karahanna et al.’s (2005) study explored cultural issues

at the various levels of culture; however, normally, cultural issues are studied at either the

organisational or the national level (Nazarian, 2013). In this current study, the national culture

dimensions that public school principals in Abu Dhabi display were studied.

Level Definition
Supranational Any cultural differences that cross national boundaries or can be seen to exist in
e Regional more than one nation. Can consist of:
e Ethnic e Regional — Pertaining to a group of people living in the same geographic
e Religious area
e Linguistic e Ethnic — Pertaining to a group of people sharing common and distinctive
characteristics

e Linguistic — Pertaining to a group of people speaking the same tongue

National Collective properties that are ascribed to citizens of countries (Hofstede, 1984)

Professional

Focus on the distinction between loyalty to the employing organisation versus
loyalty to the industry (Gouldner, 1957)

Organisational

The social and normative glue that holds organisations together (Siehl & Martin,
1990)

Group

Cultural differences that are contained within a single group, workgroup, or other
collection of individuals at a level less than that of the organisation

Adapted from Karahanna et al. 2005, p. 5

Table 2.1. Levels of Culture

2.1.4.1. Organistional Culture

The study of organisational culture goes back to Burns and Stalker (1961) who were pioneers in

studying the organisational environments and who classified organisations as “mechanistic” and
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“organic”. A mechanistic organisational form is suitable for a stable environment that is
characterised by a structured hierarchy, bureaucracy, vertical interaction and governed by
superiors’ decisions and instructions. On the other hand, an organic organisational form is suitable
for an unstable dynamic environment that is characterised by a spread of commitment and
responsibility, lateral interaction and abundance of advice and information from supervisors. The
term “Organisational Culture” first appeared in 1979 and organisation psychology, social
psychology and social anthropology were the origin of organisational culture theories (Scott et al.
2003). There is no consensus on a specific definition of organisational culture where some
definitions focused on the measurable variables of the organisations such as traits and processes,
while others consider it the organisation’s intrinsic characteristics of the working environment.
Schein (1984) defined organisation culture as:

Organisational culture is the pattern of shared basic assumptions-invented, discovered, or developed
by a given group as it learns to cope with its problems of external adaptation and internal integration-
that has worked well enough to be considered valid and, therefore, to be taught to new members as
the correct way to perceive, think, and feel in relation to those problems (p.3).

Many scholars agreed that organisational culture is a very important tool which contributes to the
organisational performance by various ways (Calori & Sarnin, 1991; Denison, Haaland & Goelzer,
2004; Lee & Yu, 2004). Jenkins et al. (2008) explained that this is achieved by shaping the
behaviour of employees through identifying what is acceptable and what is unacceptable. In
addition, organisational culture contributes to fostering loyalty and commitment and to building
communal organisational identity which will result in an alignment between the individual’s value
and the organisational values. This alignment will lead to an increased job satisfaction, lower
turnover rate (Lovelace & Rosen, 1996), and hence increased financial performance. On the other

hand, other scholars argued that there is no enough empirical evidence to support the relationship
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between organisational culture and organisational performance (Wilderom, Glunk & Maslowski,

2000).

Hofstede argued that scholars should differentiate national culture from organisational culture and
thus he identified different dimensions for each. He explained that the former studies individuals
in a certain country while the latter studies individuals in an organisation in a certain country or
various countries. Hofstede’s studies of the national culture of 11600 employees in 64 countries
and of the organisational culture of employees of 20 organisations in the Denmark and Netherlands
resulted in different sets of dimensions. The study of the organisational culture resulted in six
dimensions that Hofstede argued can be used as a framework for studying organisational culture.
He also explained that dimensions can be added to or removed from this framework based on the

country and the type of organisation where the study is conducted (Hofstede, 2011).

One of the dimensions is the process-oriented versus the results-oriented where with the former
there is a domination of bureaucratic and technical routines and the focus is on the means and not
the outcomes while with the latter employees are encouraged to put a lot of effort and take risks to
achieve their goals as the focus is on the outcomes. Another dimension differentiates the “job-
oriented” organisations that focus on job performance from the “employee-oriented” organisations
that are concerned with their employees’ welfare. The third dimension is related to the type of
identification that employees develop where they identify with their profession in “professional
cultures” and with their organisations in “parochial cultures”. Another dimension tackled by
Hofstede is related to the communication aspect in organisations. In “open systems” organisations,
the channels of internal and external communication are open and in “closed systems” the

communication climate is not open, and employees are “felt to be closed and secretive” (Hofstede
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1998, p. 4) internally with their colleagues and externally with any outsiders. Another dimension
is related to the internal structuring of the organisation where “loose” organisations are relaxed and
spontaneous and the opposite characterizes “tight” organisations. Finally, Hofstede characterised
the environments of “pragmatic” and “normative” organisations by being flexible or rigid

environments.

2.1.4.2. National Culture

The concept of national culture has been of interest to researchers for decades and diverse theories
that identify various dimensions of national culture have been proposed (Hofstede, 1998; House et
al. 2004; Trompenaars & Hampden-Turner, 2000). This section discusses how scholars attempted
to study national culture and how their contribution was significant and helped understand
variances in national culture (Alder, 2007). In spite of the fact that there are differences among how
researchers interpreted national culture, they were all in agreement that national culture is the
highest level of culture and that its dimensions should revolve around three relationships;

relationship with time, relationship with people and relationship with nature.

Kluckhohn and Strodtbeck (1961) considered that there is a limited number of social problems that
humans face and that require appropriate solutions that are available all the time, and in all
societies, but with a different preference. They explained that these solutions reflect the society’s
values that include various dimensions such as human nature, man nature, time, activity and
relations. With human nature, culture is related to the nature of humans which is either neutral,
bad, good or a combination of both that could be mutable or immutable. Another dimension is the
man nature which is related to the relationship of culture with nature that could be a submissive

relationship where humans are affected by uncontrollable power of natural forces. It could also be
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a harmonious relationship where humans can exercise partial control or a mastery relationship
where humans can practice full control. The third dimension is related to the relationship of culture
with time that ranges from an orientation to the past to an orientation to the future. The fourth
dimension is related to the motive for behaving which can be internal and referred to as “Being”
or internal and external and referred to as “Doing”. With a “Being-in- Becoming” orientation, the
motivation is to develop one’s self by practicing activities that are valued by the individual and not
necessarily by others. The fifth dimension is related to the nature of relationships between
individuals which could be individualistic, collateral or linear. With individualistic orientation,
decisions are made by individuals or individual families and independently from the others. In
collateral culture, consensus from the extended group is sought while in hierarchical or linear

orientation higher authorities in the group make decisions.

The above-mentioned dimensions are applicable to all societies and link to the core of culture; thus,
they were used for validation and examination (Maznevski et al. 2002) and were identified in the
work of other scholars such as Hall (1959, 1976), Hofstede (1980), Trompenaars and Hampden-
Turner (2000). Trompenaars and Hampden-Turner (2000) adopted a more pragmatic approach to
studying national culture and their work was built on the work of Hofstede (1980) and Kluckhohn
and Strodtbeck (1961). Trompenaars and Hampden-Turner (2000) studied various challenges that
individuals face and that are the result of their interactions with other individuals, the way they
manage time and ageing and their relationship with nature, and this led them to identify the seven
dimensions that were tackled in their book “Riding the Waves of Culture”. Universalism versus
Particularism was the first cultural dimension that revolves around the relative importance of rules

and relationships. In a Universalist culture, individuals focus more on rules than on relationships
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with family and friends, while with Particularists relationships evolve and reality varies with
individuals’ perspectives. The second dimension is Individualism versus Communitarianism and

is similar to Hofstede’s dimension.

Affectivity versus Neutrality is the third cultural dimension that discusses the degree to which
people show their emotions. In affective cultures, individuals reveal freely their emotions while in
neutral cultures emotions should not affect actions or decisions and are kept under control and not
disclosed. The fourth dimension is Specific versus Diffuse and is related to the degree of separating
or relating elements where in specific cultures, individuals are more direct and separate various
areas in their personal life from each other and from work. They don’t believe in the importance of
relationships while in diffuse cultures, building relationships is of utmost importance and
influences the achievement of job objectives. With Achievement versus Ascription, the fifth
dimension, status is obtained based on the individual’s performance with the former and on factors
such as gender, family name, financial and social background in the latter. The sixth cultural
dimension depends on the importance that individuals give to the past, present and future and on
how they manage time. With the seventh dimension, individuals believe that they can control their
environment to achieve their goals in internal-oriented cultures while they believe that they are
controlled by their environment and they need to adapt to it, rather than change it, to be able to

achieve their goals in outer-oriented cultures.

In the Globe project, House et al. (2004) built on the studies of Kluckhohn and Strodtbeck (1961)
and Hofstede (1980) to identify nine dimensions that are applicable to management. Two of the
dimensions, uncertainty avoidance and power distance are similar to Hofstede’s dimensions and

are given also the same name. Another two dimensions are gender egalitarianism and assertiveness
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which draw from Hofstede’s Masculinity dimension. Gender egalitarianism and assertiveness are
related to the degree of emphasis on gender role and gender discrimination and to the degree of
assertiveness in social relationships respectively. Two other dimensions, Collectivism | and 11,
emerged from Hofstede’s collectivism dimension and refer to the collective distribution of
resources and to the collective expression of pride, loyalty and cohesiveness respectively. Humane-
orientation and Future-orientation dimensions have their roots in Kluckhohn and Strodtbeck’s
(1961) work on human nature and relationship with time respectively, while Performance
Orientation is related to the degree that societies encourage rewarding performance and excellence
and it is linked to the fifth Confucian Dynamism dimension of Hofstede. In their study, House et
al. (2004) evaluated practical and value-related cultural issues at both the national and
organisational level and confirmed that these are different. The use of various instruments to collect
both quantitative and qualitative data gave the study a great advantage, nevertheless, Smith (2006)
argues that the “methods employed by the GLOBE researchers also entail contingent risks and

ambiguities” (p.920).
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2.2. Theoretical Framework

In the following section, the theories within which the study was conducted are discussed. Bass
and Avolio’s (1997) theory was adopted to study the leadership style of the principals while
Herzberg’s (1959) Two Factor Theory was adopted to study the job satisfaction of teachers. Meyer
and Allen’s (1991) three-dimensional model and Dorfman and Howell (1988) revised model of
Hofstede (1980) were adopted to study organisational commitment and national culture

respectively (see Figure 2.1).
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Figure 2.1: Theoretical Framework

2.2.1. The Full Range Leadership Theory

In their article, “The Full Range Leadership Theory: The Way Forward”, Antokanis and House
(2015) explained that the notion of a charismatic leader goes back to Weber (1947) who argued
that the core of charisma is emotional in nature and will disappear if the bureaucratic nature of an
organisation envelopes its emotional character. In addition to this charismatic leadership, Downton
(1973) identified transactional leadership and inspirational leadership as types of leadership that a
leader should use but at different degrees. He believed that transactional leadership is based on an

economic exchange process where positive transactions take place to reward desired achievements
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and negative transactions come about when tasks are not fulfilled. He also argued that leaders
employ their charisma, so their followers identify with them, and this identification is further
strengthened by the inspirational aspect that the leaders possess and that enables them to persuade
their followers to take certain actions and to make sacrifices towards accepting specific ideas.
House (1977) further studied the effect of charismatic leadership on followers and identified the
psychological effect of this type of leadership that was not tackled by the previous theories. He
concluded that they utilise their self-confidence, influential assertiveness and conviction in moral
correctness of their beliefs to motivate and inspire their followers and to become their role models.
Following House’s Charismatic Leadership Theory, Burns (1978) proposed adding transforming
leadership, a more effective type of leadership than the transactional leadership. He explained that,
unlike transactional leadership, transforming leadership raises moral and ethical motivations of

followers to go beyond their self-interest.

Burn’s (1978) theory was extended by Bass (1985) who used the term “Transformational
Leadership” instead of “Transforming Leadership”. To Bass, transformational leaders are those
who transform the attitudes and beliefs of their subordinates, arouse their motives and increase
their awareness of and their beliefs in superordinate goals. Transformational leaders provide vision
and build emotional relationships with their subordinates to perform beyond their expectations
(Walumbwa et al. 2005). On the other hand, unlike Burns, Bass argued that leaders need, in certain
circumstances, to explain clearly to their subordinates their roles in completing tasks, and to reward
them on successful performance. Thus, he asserted that leadership becomes more effective when
both forms of leadership, transactional and transformational, are combined. Bass’s theory of

transactional/transformational leadership was further developed by Bass and Avolio to become the
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full range leadership theory that encompasses three forms of leadership, transformational

leadership, transactional leadership and passive avoidant leadership (Bass & Avolio, 1997).

With transformational leadership style, leaders inspire, stimulate and influence their followers who
think of them in an idealised way and develop towards them confidence and trust. Bass and Avolio
(1997) identified five factors of transformational leadership: intellectual stimulation, individual
consideration, inspirational motivation, idealised influence (Attributed), idealised influence
(Behaviour). The first factor of transformational leadership is intellectual stimulation. With
intellectual stimulation, leaders encourage, support and coach their followers to think innovatively
and creatively. Bass and Avolio (2004) confirmed that leaders, who practice intellectual stimulation
with their followers, stimulate a change in their followers and increase their awareness of their own
thoughts and recognition of their beliefs and values. They also encourage them to question their
assumptions and reframe their problems and thus, when solving problems, they adopt new
approaches rather than traditional ones. This will bring about a challenge and will result in tasks
that are interesting and thought-provoking. Followers are also encouraged to question their leaders’
beliefs and opinions and any disagreement is respected by the leader who does not criticise them
publicly (Bass & Riggio, 2006). Principals who practice intellectual stimulation share their power
with their teachers and encourage them to take greater responsibilities, thus creating an

environment that fosters learning and supports followers’ development (Bass & Avolio, 2004).

As for individual consideration, the second factor of transformational leadership, leaders develop
and empower their followers by providing them with customised support that is tailored to address
their needs. This support comprises coaching, mentoring and counselling in an attempt to help them

achieve self-actualisation and maximise their full potential (Antokanis & House, 2015). Principals
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who practice individual consideration exert considerable effort to understand the needs of each of
their teachers, provide them with a supportive climate and treat them uniquely (Bass, 1999). This
understanding is the result of the two-way communication that takes place between the teachers
and the principal who spends a lot of their time around the school communicating with teachers
and listening effectively to their opinions and concerns. Principals acknowledge the strengths and
weaknesses of their followers, treat them with respect and take into consideration their feelings.
The customised individual consideration of a principal could be more structured tasks, more
encouragement and firmer standards for new teachers joining the profession or the school. On the
other hand, this same principal could delegate tasks to highly performing and experienced teachers
while giving them more autonomy and freedom in selecting the processes and procedures of

completing these tasks (Bass & Riggio, 2006).

The third factor of transformational leadership is inspirational motivation where leaders motivate
and inspire their followers. They share with their followers the expectation to be met and express
a persuasive vision while demonstrating commitment to achieve goals (Bass & Riggio, 2006). They
are enthusiastic and optimistic in expressing how the goals can be achieved and they also provoke
team spirit. Also, to inspire and motivate their teachers, principals utilise their communication skills
to persuade the followers of their compelling vision (Bass, 1999). These principals do not only
focus on the long-term plans and the advancement of the school but on the career progression of

their followers (Bass & Avolio, 2004).

A fourth factor of transformational leadership is idealised influence (Attributed), which when
practiced by leaders will help them build trust in their followers. Leaders become the role models

of their followers and inspire them to go beyond their self-interests and focus on the good of the
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group (Bass & Avolio, 2004). Through the idealised influence (Behaviour), the fifth factor of
transformational leadership, leaders express their beliefs and values to build a common sense of
mission and vision while considering any ethical and moral consequences of their actions (Bass &
Riggio, 2006). To achieve this purpose, principals treat their teachers with integrity, judge them
with high morality and practice with them self-control and optimism (Bass & Avolio, 2004). Bass
and Riggio (2006) explained that idealised influence factors in both forms, attributed and
behaviour, are combined to form a factor if charismatic-inspirational leadership which shows
behaviours, such as role modelling, that were described in the charismatic leadership theory

(House, 1977).

On the other hand, and as for transactional leadership, Burns (1978) explained that transactional
leaders build relationships with their followers by exchanging rewards and punishments. They put
a lot of emphasis on work standards and adhering to rules and regulations in order for the tasks to
be completed. Once this task is acceptably completed, the employee is rewarded for the purpose of
improving their performance (Burns, 1978). Bass and Avolio (1997) built on Burn’s work and were
in accordance with him that transactional leaders are those who identify and emphasise their
followers’ strengths and agree with them on the rewards they will receive once their tasks are
achieved. The three dimensions of transactional leadership that they identified are contingent
reward, management by exception (Active) and management by exception (Passive). With further
research, Bass and Avolio (2004) identified differences between the two forms of management by
exception where with the active form, leaders approach problems in a proactive manner, while with
the passive form, they do not address problems at an early stage and try to deal with them when

they become chronic. Thus, management by exception (Passive) factor was added to the passive-
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avoidant leadership style and currently transactional leadership comprises contingent reward and

management by exception (Active) factors.

With contingent reward, the relationship between the leader and the follower is based on both
emotional and economic exchange. Followers are rewarded when they fulfil an agreed upon task
that was previously clarified and thus it is a positive and active relationship that is continuous,
provided that both the leader and the follower are in agreement (Brymer & Gray, 2006). The reward
could be materialistic such as a salary increase, or psychological such as a letter of appreciation
and in this case the contingent reward could be transformational (Antonakis et al. 2003). Contingent
reward is a constructive transaction that plays a role in motivating learners, increasing their
compliance and assuring their contribution, but to an extent that is less than that of transformational
leadership. Thus, adopting this leadership style is appropriate when completing day-to-day routine
tasks, and when short-term goals is the desired outcome. Bass and Avolio (2004) argued that the
contingent reward dimension may not be supportive of long term achievement and may not

contribute to the development of the organisational commitment of the followers.

In its active form, management by exception takes place when leaders are assessing their followers’
performance, against a set of previously agreed upon, clarified and specific standards, to take
corrective actions when deviations take place and to avoid major problems. This assessment of
performance is continuous where leaders closely supervise their followers and follow up on them
to track mistakes and interfere when required (Bass & Avolio, 2004). Both contingent reward and
management by exception (Active) focus on outcomes; however, the former is a positive

transaction while the latter is a negative one (Antokanis & House, 2015).
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The third leadership style is the passive avoidant leadership style that was revised by Bass and
Avolio (2004) to include two factors: management by exception (Passive) and laissez faire. They
explained that effects of both management by exception (Passive) and laissez faire are negative
and thus belong to the passive avoidant leadership style. Unlike leaders that practice management
by exception actively, leaders that practice management by exception passively, interact with their
followers minimally and do not communicate to them the expected standards or the guidelines to
achieve the goals. They wait till problems occur before clarifying standards and then take reactive
corrective actions rather than proactive ones. Unlike with management by exception (Active), there
is no focus on the outcome and the effect on the employee behaviour and performance and on their
relationship with their leader is negative. With the laissez faire, leadership is absent or avoided as
leaders avoid taking decisions and are absent when needed. This might be due to the lack of
confidence and the ability to lead others and manage their activities. Management by exception
(Passive) is similar to “no leadership” and will result in employees working on their own without

clear guidelines which has a negative effect on the outcome (Bass & Avolio, 2004).

2.2.2. Job Satisfaction: Herzberg’s Two Factor Theory

In Herzberg et al.’s (1959) study that aimed at identifying factors that lead to an individual’s job
satisfaction, the researchers concluded that there are certain factors that lead to job satisfaction and
other factors that lead to job dissatisfaction. They clarified that the two types of factors are
independent and are not on the opposite sides of the continuum. They identified “no satisfaction”
as the opposite of satisfaction rather than dissatisfaction and “no dissatisfaction” as the opposite of
dissatisfaction rather than satisfaction. Different dimensions of work were examined to be

classified into two categories that led either to satisfaction or dissatisfaction. They concluded that
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factors that lead to satisfaction are content motivating factors that are intrinsic to the job and that
employees might be able to control to a certain level. The motivating factors are: achievements,
recognition, work itself, responsibility, advancement and growth. On the other hand, the factors
that lead to dissatisfaction are hygiene factors that are extrinsic in nature and that the employees
cannot control. The hygiene factors are: policies, supervision, relationship with leader, work
conditions, salary and co-worker relationships. According to Herzberg, motivators that satisfy
individuals’ needs can lead to satisfaction; however, their absence will not lead to dissatisfaction.
On the other hand, hygiene factors can prevent dissatisfaction but cannot lead to satisfaction

(Smerek & Peterson, 2007; Teck-Hong & Waheed, 2011).

Herzberg’s theory was criticised by different researchers such as Locke (1976) who criticised the
theory in reference to various aspects. He explained that there is an overlap between hygiene and
motivating factors while Herzberg believed that there is a parallel relationship between the two
types of factors. He suggested that a new policy which is a context hygiene factor might promote
the worker’s interest in the work itself and this is a content motivating factor (Tietjan & Myers,
1998; Malik & Naeem, 2013). Another criticism by Locke was that there was inconsistency in
classifying factors such as a new task might be considered a responsibility which is a content factor
and, if delegated by the supervisor, will be considered supervision which is a context factor. Malik
and Naeem (2013) argued that regardless of the criticism that Herzberg’s theory received,
organisations should identify what satisfies and dissatisfies their employees to boost their job

satisfaction.

The research methodology of Herzberg was also criticised by Ewen (1964) who questioned the

narrow range of jobs investigated, the reliability and validity of data and the absence of an overall
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job satisfaction measure. Robbins and Judge (2013) presented some detractors of Herzberg’s theory
that researchers identified and that were as well related to methodology. They explained that the
methodology is limited because the data collected is self-reported, the interpretation by the raters
might not have been consistent and no overall measure of satisfaction was used. Although
Herzberg’s theory was criticised, it is still a valid theory that is widely accepted and that is still
applied in various contexts to understand job satisfaction (Halachimi & Van der Krogt, 2010; Hoy
& Miskel, 2013; Jones & Lloyd, 2005). Many researchers linked Herzberg’s Theory to Maslow’s
Theory of Hierarchy of Needs by associating the higher order needs to the intrinsic motivating

factors and the lower order needs to the extrinsic hygiene factors.

Some studies that investigated the predictors of job satisfaction of teachers concluded that intrinsic
factors or motivators better predict job satisfaction, while other studies suggested that both
motivators and hygiene factors predict teachers’ job satisfaction (Dvorak & Phillips, 2001).
Biggerstaff (2012) explained that satisfying or motivating factors are the intrinsic factors that can
be associated with higher needs of teachers such as recognition and opportunities for promotion,
while dissatisfying or hygiene factors are the extrinsic factors such as salary and relationship with
co-workers. As for motivators, Jyoti and Sharma (2006) explained that these intrinsic factors such
as achievement, responsibility and recognition encourage individuals to enter the teaching
profession. The emphasis on these motivators is of utmost importance in the teaching profession
as Herzberg et al. (1959) argued that it will result in long-lived satisfaction that lasts for a longer
period of time and sustains the motivation of teachers. With hygiene factors, such as an increase in
the salary that a teacher receives or good working conditions, the reasons for job dissatisfaction of

teachers are removed (Furnham, 2005).
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2.2.3.0rganisational Commitment: Meyer and Allen’s Model

Meyer and Allen (1991) proposed a three-dimensional model of organisational commitment that
included continuance, normative and affective dimensions. This model, as explained earlier, built
on the other models that considered organisational commitment a unidimensional construct. In their
model, Meyer and Allen (1991), tackled the development process of organisational commitment
and described its link to the behaviour of employees. This model is one of the most widely accepted
and comprehensive models of organisational commitment that many researchers used in the
theoretical framework of their studies that were conducted in any context (Cohen, 2003) in general
or in an educational context in specific (Abdul Karim & Noor, 2006). The three dimensions of the
model are continuance commitment, normative commitment and affective commitment and are

explained below.

Continuance commitment is the “Awareness of the costs associated with leaving the organisation”
and individuals with continuance commitment are those who stay in an organisation because they
need to (Meyer & Allen 1997, p. 11). They explained that the lower these costs such as salaries,
pensions or benefits, the lower the commitment and vice versa. This was reiterated by Tetrick
(1995) who argues that continuance commitment is transactional in nature and employees’
commitment increases when their economic rewards increase. Beck and Wilson (2000) supported
the previous argument and explained that continuance commitment is based on calculations where
employees calculate the extrinsic economic rewards they get in their current job to check if these
overweigh the risks and costs that they might incur if they leave the organisation. These extrinsic
economic rewards such as good salaries, bonuses and benefits motivate the employees and enhance

their commitment. Bhatnagar (2005) explained that the lack of job alternatives and the side-bets
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that might increase the cost of quitting, such as time and efforts spent in the organisation, are major
antecedents to continuance commitment. Thus, continuance commitment is strengthened when
individuals accumulate more investments and have less job opportunities (Best, 1994).
Continuance commitment does not exist except if an individual develops awareness of the incurred

costs (Jaros, 2007).

As for normative commitment, it as “A feeling of obligation to continue employment” and
individuals with normative commitment are those who stay in an organisation because they should
(Meyer & Allen 1997, p.11). Individuals with normative commitment are those who believe that
they should stay in the organisation because this is the right moral behaviour that they should adopt.
Employees’ normative commitment is based on the ethical beliefs and attitudes related to staying
in the organisation, and is strengthened when employees better accept reciprocal obligation rules
that exist between them and their organisation (Suliman & lles, 2000). Similar to the relationships
built with continuance commitment, employees develop relationships, but unlike continuance
commitment they do so because of moral obligations that develop from their socialisation within

the society or the organisation and not from extrinsic rewards (Meyer & Allen, 1991).

As for affective commitment, it is “an employee’s emotional attachment to, identification with, and
involvement in the organisation”. Individuals with affective commitment are those who stay in an
organisation because they want to and the chances of doing well in their jobs are more (Meyer &
Allen 1997, p.11). They explained that this desire to maintain membership in the organisation is
the result of “feelings of comfort and personal competence” brought about by personal experience
(p. 82). Bhatnagar (2005) and Liou (2008) who posited that employees establish positive

connections with their organisations which will result in positive feelings on which affective
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commitment depends. Bhatnagar (2005) explained that affective commitment results in favourable
outcomes as it increases behaviours of organisational citizenship and decreases behaviours of
withdrawal such as absenteeism. With this type of commitment, individuals identify with their
organisations to develop a relationship that is rewarding, and they internalise in this organisation
to the extent that their goals and values are congruent to those of the organisations (Beck & Wilson,

2000).

Meyer and Allen’s organisational commitment scales received some criticism from Vandenberg,
Self and Seo (1994), who identified inconsistency in the ability of individuals to interpret the items
at different levels of their career stages. Similarly, Ko, Price and Mueller (1997) argued that
affective commitment and normative commitment are conceptually overlapping and recommended
that Meyer and Allen’s conceptualization should be looked into. Meyer and Allen responded to
this criticism and revised the normative commitment scale and the number of items in each scale
(Meyer & Allen, 1997). In addition, major changes were made for the continuance commitment

scale (Powell & Meyer, 2004).

As evident from the above, there is a significant difference between the three dimensions of
commitment where with affective commitment, individuals commit to their organisation with their
own will and because they want to, while with continuance commitment, they do this because it is
necessary. On the other hand, individuals with normative commitment, stay in their organisation
because it is the proper thing to do. Organisational commitment and its dimensions have significant
relationships with various types of organisational behaviours and this will be elaborated on later in

this chapter.
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2.2.4. Revised Model of Hofstede

Various scholars studied national culture and developed models that have identified its dimensions;
however, Hofstede’s model is the most researched and accepted model despite the criticism that it
has received (Alder, 2007; Triandis, 2004). Before he conducted his study of 116,000 employees
of IBM in 64 countries, Hofstede identified four levels of culture that are either visible or invisible.
Symbols, heroes and rituals are practices that are visible, and values are at the core of the culture
and are invisible. These were the basis of the framework of his study that resulted in following four
dimensions to which two other dimensions were added at a later stage. However, in this study the
Hofstede’s model which was revised by Dorfman and Howell (1988) was adopted and the
instrument that they have developed was used in data collection. In the following, the four of
Hofstede’s dimensions and the fifth dimension of Dorfman and Howell are discussed. In addition,

an evaluation of the model is also presented.

Hofstede’s four dimensions that are discussed in this study are as follows:

1. Power Distance: this is the first dimension and is related to the degree of acceptance
of unequal distribution of power among the members in a society who are less powerful.
Hofstede et al. (2010) defined power distance as “the extent to which the less powerful
members of institutions and organisations within a country expect and accept that power
is distributed unequally” (p. 46). It is the index that describes the level of equality
humans are treated at based on the variation in their wealth, social status, race or other
factors. This dimension can describe the relationships between employees in an

organisation who have a different level of power than their leaders or managers.
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Leadership styles, decision-making processes and empowerment of employees are all
affected by this dimension of culture. In a low power distance culture, hierarchy is
minimal, inequality is not acceptable, and employees are empowered and are given the
chance to participate in decision making. In low power distance society, individuals
respect each other even if differences in their social or financial status exists, and this
gives room for open discussion between them. Since the hierarchy is horizontal and
employees are treated equally, collaboration between leaders and followers is
encouraged and decision making is shared. Hofstede et al. (2010) explained that the
“emotional distance” between the leaders and followers is small and that results in
“interdependence”. They clarify that followers can approach their leaders and disagree
with their ideas and this aligns with the intellectual stimulation and thus a low power

distance context promotes transformational leadership.

Conversely, in high power distance culture, individuals and based on their status,
behave in a way that makes them look more powerful. The emotional distance between
leaders and followers is large and this results in “counterdependence”. In such cultures,
the hierarchy is vertical, in-equality is acceptable and employees fear talking with their
superiors to share or discuss any issues (Hofstede et al. 2010). Therefore, in high power
distance context employees are less empowered, show less disagreement with their
leaders and follow their instructions to complete the tasks and this lends itself to the
management by exception (Active) dimension of transactional leadership. Hofstede et

al. (2010) argued that it is not the low power distance or the high-power distance that
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determines the effectiveness in the workplace, but rather the way the leaders utilise this

culture to lead their followers.

Uncertainty Avoidance: this is the second dimension and it is related to the degree of
tolerance that a society has for ambiguity and uncertainty and its tendency to accept
these or to try to reduce them. Hofstede et al. (2010) defined uncertainty avoidance as
“the extent to which the members of a culture feel threatened by uncertain or unknown
situations” (p.191). As with the power distance dimension, uncertainty avoidance has a
link to organisation behaviours. In a high uncertainty avoidance culture, individuals are
intolerant of uncertain situations and of ambiguity and are in favour of rules and
instructions. Thus, leaders try to minimise the possible risks resulting from the stress
levels brought about by setting the rules, abiding by the laws and being cautious while
making decisions, and therefore they will not empower their followers. On the other
hand, in low uncertainty avoidance cultures, individuals are acceptable to uncertainty
and are not impacted by its inevitability, and thus their leaders empower them as no risk
will be associated with this empowerment. Hence, a transactional leadership style might
be the most appropriate for leaders to adopt in a high uncertainty avoidance context.

Masculinity: this is the third dimension and it is related to the values’ distribution
across the genders (Hofstede, 2011). In a culture that has been identified as masculine,
the emphasis is on masculine characteristics such as competition, ambition,
achievement and the desire to make and gather monetary rewards where individuals
believe that they “live to work”. Hofstede et al. (2010) defined a masculine society as

one where “emotional gender roles are clearly distinct: men are supposed to be
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assertive, tough, and focused on material success, whereas women are supposed to be
more modest, tender, and concerned with quality of life” (p.140). The possession of this
assertive and tough behaviour by males is acceptable in the society while it is not
appropriate for a female to show such behaviour. Moreover, in institutions with a
masculine culture, women are expected to take a supportive role rather than a supreme
one. On the contrary, in cultures that are identified as feminine, the common
characteristics are those of collaboration and cooperation and building personal
relationships and individuals believe that they work to live. Hofstede et al. (2010)
defined a feminine society as a society where “emotional gender roles overlap: both
women and men are supposed to be modest, tender, and concerned with the equality of
life” (p. 140). In institutions with a feminine culture, women are given equal
opportunities as men to progress along their career path. In addition, Hofstede’s IBM
study showed that there is less variation among women’s values than men’s values and
that men’s values can range from being very assertive to being very caring. He also
explains that women’s values in countries characterised by masculine culture, though
not acceptable, can be somewhat assertive while men’s values in countries characterised
by feminine culture can be less assertive and caring (Hofstede, 2011). In institutions
with feminine culture, leaders care about and nurture their followers, and this lends
itself to the individual consideration of the transformational leadership style.

Collectivism: the fourth dimension of national culture is related to the degree of
integration of individuals in the society with their groups. Loose ties between
individuals and their social group, such as family, friends and colleagues, is a

characteristic of individualistic societies where people look after themselves and their
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immediate family and focus on their self-interests. In an individualist society, the
interest of individuals is more important than the interest of the group and the
relationships between individuals are loose (Hofstede et al. 2010). In individualist
institutions, the focus is on completing tasks and not on relationships and employees
perform with minimal supervision. A strongly integrated social network of an
individual in their social group, characterised by the existence support, cohesion,
protection, trust and loyalty among individuals in these groups, distinguishes a
collective or a “we” society from an individualistic or “I” one. In a collectivist society,
the interest of the group is more important than the interest of the individual, and the
relationships between individuals are tight and characterised by a sense of obligation
and loyalty (Hofstede et al. 2010). In collectivist institutions, individuals are members
of the group, each with a unique set of skills that is appropriate to complete the task.
However, Jogulu (2010) explained that in some institutions with collectivist cultures,
some employees might receive preferential treatment based on their social status,
seniority or family relationship. They may not have to work hard as other employees

and may be favoured for easier jobs and promotions.

Although Hofstede’s model was used to measure the national culture dimensions in various

contexts, nevertheless, many scholars criticised this model in reference to various aspects.

McSweeney (2002) criticised Hofstede’s assumption that each culture is homogeneous and that

cultures are restricted by geographical borders of the nation. Some researchers argued that various

sub-cultures exist within national borders and that each of these subcultures is distinct and unique.

Cohen (2006) explained that although culture is usually studied by examining differences among
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countries, cultural or ethnic groups should not be ignored as differences across these groups might
be stronger than differences between countries. He also added that an accurate representation of
the national culture might be masked when all these groups are combined. This critique was also
echoed by Huczynski and Buchanan (2007) who questioned Hofstede’s ignorance of differences
among occupational groups in spite of the impact that these differences might have on culture.
However, Hofstede (1998) defended his assumption and argued that “nations are usually the only

kind of units available for comparison” (p. 481).

Another critique resulted from the nature of data that was collected by Hofstede as his sample was
only from IBM Company. Most of the scholars who reviewed Hofstede’s model agreed that a
nation’s culture cannot be represented by one company and that information about national culture
cannot be provided by subsidiaries of a company (Jones, 2007; McSweeney, 2002). Hofstede
(1998) disagreed with this criticism and defended his sample selection by explaining that the effect
of differences that might result from the organisational environment is eliminated by using one
company. He also added that the aim of the study was to measure differences among cultures rather
than an absolute measure of culture and samples, that are functionally the same, are the most

suitable to achieve this aim.

Jones (2007) argued that the data collected by Hofstede might have been affected by the political
climate at that time. This might have affected certain dimensions such as uncertainty avoidance as
Sondergaard (1994) explained that lower and higher scores of these dimensions were reported in
some countries, and that might have been due to the political instability then. Similarly, Newman
(1996) argued that the high scores of uncertainty avoidance measured in the late years of the 1960s

and the early years in the 1970s could be due the political environment. In addition, there might
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have been a lack of representation of certain countries as data could not have been collected from
countries that had strict regimes. Newman, as well as Sondergaard, referred this to a possible
impact of the Cold War in Europe and the communist ideologies that were wide-spread in some

countries in Europe, Africa and Asia.

A further problem that some researchers referred to is the outdated data as it was collected decades
ago. Hofstede (1998) argued that the researchers have missed the point that the dimensions
identified have their roots for centuries and have been validated through the replication of the study.
Jones (2007) argued that it is important to consider this especially with globalization and the rapid
environmental changes, an example of which will be a cultural change brought about by
convergence towards other cultural values. Hofstede (2007) defended his position on this point and
explained that scholars, who take the stance that cultural values are changing, have incorrectly
assessed the effect of cultural change. He clarified by giving an example of technology where its
effect is only on the “superficial level of practices” rather than on the “basic level of values” and

to him “values are resilient against technology” (p. 413).

Hofstede’s methodology has also received a lot of criticism in reference to using surveys as a data
collection instrument (Jones, 2007) especially when measuring a value that is subjective (Schwartz,
1999); however, the response from Hofstede was that surveys should not be the only method used.
In reference to scale structure and data analysis, Dorfman and Howell (1998) identified some
statistical issues as. They explained that various scales were used for the same item in the
questionnaire, and that some items cross-loaded on more than one factor and this was ignored by
Hofstede. In addition, the sampling error was increased as the number of subjects was low

compared to the number of items when running the factor analysis.
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Although Hofstede’s model was critiqued for being problematic at various levels, it has been
supported by many scholars. Roberts, Weetman and Gordon (2005) justified that the criticism of
the model and its inapplicability was the result of the researchers’ inappropriate use of the
dimensions and the scores in their studies. In addition, Hofstede’s model is the most widely used
model in studies that investigated national culture and similarities and dissimilarities across
cultures. Also, Sondergaard (1994) reported that it is one of the most widely cited cultural models
and elaborated that a review the Social Science Citation Index listings showed that Hofstede’s
“Culture’s Consequences” was quoted 1036 times between 1980 and 1993. Sivakumar and Nakata
(2001) indicated that “researchers have applied Hofstede's work in dramatically increasing
numbers, making it the dominant culture paradigm” (p. 557). They supported Sondergaard (1994)
and reported that Hofstede’s “Culture’s Consequences” was cited 1,105 times between 1987 and
1997. Dwyer, Mesak and Hsu (2005) pointed out that studies, that extended from and replicated
Hofstede’s study, provided enough empirical support for Hofstede’s dimensions. The majority of
the replicated studies that Sondergaard (1994) reviewed confirmed Hofstede’s results.
Sondergaard’s (1994) analysis of the reviews, citations and replications of Hofstede’s “Culture’s
Consequences” showed that the 274 citations that used Hofstede’s dimensions, in a different

context in their conceptual framework, proved their applicability.

The factor analysis that Hofstede conducted on the data collected from 116,000 questionnaires in
more than 50 countries resulted in identifying four dimensions of national culture. Dorfman and
Howell (1988) acknowledged Hofstede’s work and the praise that it has received; however, they
argued that the analysis was done at an ecological level and that the results obtained would have

been different if the analysis was done at the individual level. This ecological level analysis limits
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the relevance and the application of the identified national culture dimensions to the individual
level. They explained that correlations among items of various dimensions will vary if data is
collected at the individual level and that the internal consistency reliability will change. In addition,
the domains of items that were used to measure and to categorise dimensions were also criticised.
Another main criticism that was tackled by them is the statistical analysis in reference to using
more than one scale for the same item and conducting factor analysis with a sample number not
appropriate to the number of items which might have resulted in sampling error, replicability

problems and cross loading of factors.

To address the issues that Hofstede’s model and instrumentation were criticised for, Dorfman and
Howell (1988) developed an instrument that builds on the work of Hofstede but that is at the same
time psychometrically appropriate to measure culture at the individual level. An instrument
developed at the individual level, they affirmed, has many advantages that go beyond making
generalisations about national culture. One of the advantages that they identified is of great
importance to researchers studying organisational behaviour variables that might be affected by
culture such as leadership and organisational commitment. The instrument that they developed
incorporated the four dimensions of Hofstede’s model in addition to the dimension of
“Paternalism” that they affirm is of utmost importance when studying leadership. The construct
validity of the scales was established, and the measures showed being reliable and theoretically
meaningful. Construct validity was additionally confirmed by testing predicted relationships
between the measures of national culture and leadership behaviours. The moderation effects of

these measures on leadership and organisational behaviour outcomes such as organisational
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commitment, job performance and job satisfaction were explored, and significant moderation

effects were found.

Paternalism is a dimension that Dorfman and Howell (1998) added to Hofstede’s model of national
culture as its importance was highlighted in literature of leadership and culture (Ayman, 2004;
Ayman & Korabik, 2010). It is defined as the degree of care and control that the older individuals
in a society show to younger individuals. Aycan et al. (2000) explained that in a paternalistic
society, the leader-follower relationship is characterised by being hierarchical in nature where the
leader should provide guidance, support and caring to the follower who should exchange this with
loyalty and commitment. She clarified that paternalism originated from familism and then evolved
to expand beyond families to the work place and the social community. Paternalism is a favoured
characteristic of leaders in Asian, Middle-Eastern and Latin American countries while in western
countries it is regarded as an authoritative characteristic which is not desired (Aycan, 2006). Aycan
et al.’s (2000) study of 1,954 individuals across 10 eastern and western countries showed that
paternalism is higher in the former. The results also showed that there is a significantly strong

positive relationship between paternalism and power distance.

2.2.5 Choice of Theories

The theories discussed above were adopted in the theoretical framework of this study due their
relevance to the aim of the study and their applicability to the context. The Full Range Leadership
theory (Bass & Avolio, 1997) is the foundational theory that was used in this study to examine the
leadership style of principals. Leadership according to this theory is a multidimensional construct

that can be adopted to empirically measure behaviours predicting leadership outcomes (Antonakis,
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Avolio & Sivasbramanian, 2003). Additionally, it is the current model in studying leadership that
evolved from the transactional and transformational theory of Bass (Antonakis & House, 2015).
Various studies that explored leadership styles of principals in the education sector in general and
in schools in particular have been based on the Full Range Leadership theory of Bass and Avolio.
The applicability of this model in the school context was proven in studies that were conducted in
many countries such as Iran (e.g. Shafiee et al. 2014), Taiwan (e.g. Chen, 2004; Kao & Hudson,
2009), Canada (e.g. Hauserman & Stick, 2013; Hussein & Costa, 2008), United States of America
(e.g. Biggerstaff, 2012; Forte, 2015; Kieris, 2012; Jackson, 2013; Thomas, 2014; Waters, 2013)
and African countries such as Kenya and Tanzania (e.g. Nguni et al. 2006; Wanjiru, 2013).
Moreover, the appropriateness of this theory to the current study is that it emphasises the morals,
values and needs of followers. In addition, the exploratory nature of this study makes the Full
Range Leadership theory the most appropriate to use as the broad range of leadership styles and

the dimensions it offers address the openness of the study to many possibilities.

With transformational leadership, the focus is on results and successful outcomes (Huber, 2004)
and this is very important in the time of education reform. Thus, studying transformational
leadership in such a context is of utmost importance and findings might identify the
transformational leadership practices that principals in Abu Dhabi public schools should adopt.
These leadership practices will help principals keep up with any educational challenges and bridge
the gap between leaders and followers (Litz & Scott, 2016). Bass (1985) highlighted that in spite
of the importance of transformational leadership, the other form of leadership that cannot be
ignored is transactional leadership. He argued that leadership practices become more effective

when transformational leadership is combined with transactional leadership as each situation and
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each type of follower might require different leadership behaviour. In addition to that, in the UAE
there is high uncertainty avoidance (Hofstede, 2017) and in such contexts transactional leadership
is highly practiced by leaders (Hofstede et al., 2011) and therefore it was crucial to explore such a
leadership style in this study. The last leadership style that was identified in the full range leadership
theory is the passive avoidant leadership, and although it is an ineffective leadership behaviour,
exploring this leadership style in the context of Abu Dhabi school is of great importance. This is
due to the fact that a large number of principals might have been appointed because of their tenure
and not because of their knowledge and skills, and this was evident in this study where 35 of the
51 principals were in the age group 47-57. In addition, results of Verma’s (2015) study that
investigated leadership styles in the education context in the UAE showed that passive avoidant
leadership is practiced and has a negative relationship with job satisfaction and hence it should be
explored. As discussed, each of the leadership styles of the full range leadership theory has its
implications in the context of Abu Dhabi public school and therefore it was adopted in the

theoretical framework of this study.

As for the job satisfaction of teachers in this study, it was measured by measuring the teachers’
satisfaction with various factors: pay, promotion, supervision, fringe benefits, contingent rewards,
operating procedures, co-workers, nature of work and communications. According to Herzberg et
al.’s Theory (1959), these factors can be classified as motivating factors which lead to satisfaction
or hygiene factors which lead to dissatisfaction. The motivating factors are promotion, contingent
rewards and the nature of work while the hygiene factors are pay, supervision, fringe benefits,
operating procedures, co-workers and communications and these aforementioned factors are

relevant to the educational context in public schools in the emirate of Abu Dhabi. To begin with,
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teaching is a low paying job that does not offer extra benefits or yearly bonuses such as those
offered in other professions in oil and gas firms so assessing the effect of pay, fringe benefits and
contingent rewards on satisfaction might be enlightening. In addition, exploring the advancement
and growth element is informative because of the slim opportunities of promotion that teachers
have. Teachers in the New School Model (NSM) are under continuous supervision from the Head
of Faculty, Academic Vice Principal and Principal, and therefore their satisfaction with their
supervisors may contribute to their overall satisfaction. It is also necessary to evaluate teachers’
satisfaction with the nature of work and operating procedures as teaching profession is a very
demanding job and examining teachers’ satisfaction with these elements is essential. Furthermore,
in the NSM of ADEK schools, co-teaching and collaborative planning are major activities that
involve team work so evaluating the contribution of co-worker relationships and communications

to job satisfaction is important.

Most of the research on job satisfaction adopted a theoretical framework which can be traced to
Herzberg’s Theory (Mau, Ellswarth &Hawley, 2008) and many researchers reported that
Herzberg’s theory is an appropriate model to use when studying job satisfaction in an educational
context (Chu & Kuo, 2015; Karimi, 2008; Wright & Kim, 2004). Herzberg’s theory was adopted
in theoretical frameworks in studies in the educational contexts in different countries over the globe
such as Wanjiru’s (2013) study in Kenya, Thomas’s (2014) study in the United States of America,
Chen’s (2004) study and others. The previous research studies showed the applicability of
Herzberg’s Theory in studying the job satisfaction of school teachers in various contexts. In
addition, the relevance of the aforementioned motivators and hygiene factors of Herzberg to the

educational context in public schools in the emirate of Abu Dhabi and their appropriate alignment
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to the elements that might contribute to the job satisfaction in Abu Dhabi schools make Herzberg’s

Theory suitable to adopt in the theoretical framework of this study.

The third construct that was explored in this study is organisational commitment. Each dimension
of organisational commitment has its own implications to various employee behaviours and this
will be elaborated on in the next chapter. Employees develop continuance commitment when they
believe that they are not good enough to compete with others in the same field (Mathebula, 2004),
therefore identifying teachers’ continuance commitment levels might be an indicator of teachers’
evaluation of their skills and their confidence whether these skills can provide them with alternative
job opportunities. On the other hand, levels of normative commitment can be an indicator of the
extent to which the school leadership had an effect on introducing a sense of moral obligation
(Dunham, Grube & Castaneda, 1994). Organisational commitment in general and affective
commitment in particular correlate with certain employees’ behaviour such as absenteeism (Meyer
& Herscovitch, 2001) and this correlation is extremely important in an educational context where
teachers’ absenteeism can have an effect on their performance and the achievement of their students
(Bruno, 2002). Although Meyer and Allen’s (1991) three-dimensional model of organisational
commitment was criticised, it was used in this study because as mentioned earlier, Meyer and Allen
responded to the criticism and amended the model. It was also used as it is the most dominant
approach used in studying organisational commitment and because exploring each of the

components of teachers’ organisational commitment has its own implications as discussed above.

As for studying the national culture dimensions of principals Hofstede’s model was adopted. This
model was criticised for ignoring the differences among the groups in a country, its sample, the

impact of the political climate on data collection during that time, the outdated data and
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methodology; however, Hofstede responded to all of these criticisms and provided the appropriate
justification. Hofstede’s model is a well-established model that has provided the foundation for
studying and interpreting various dimensions of national culture and their differences across several
countries (Christie et al. 2003; Harris & Chris, 2008; Sondergaard, 1994). The model was used in
the theoretical framework of various studies that explored national culture dimensions in different
countries and was cited in a large number of studies as detailed above and this proved the
applicability of the model and the appropriateness of its dimensions. These cultural dimensions of
Hofstede’s model were measured in the UAE and the scores can be compared to the data collected
in this study. In addition, paternalism, a cultural dimension that is prevalent in the UAE (Wilkins,
2001) should not be ignored when studying culture (Ayman, 2004; Ayman & Korabik, 2010) and
thus including it in this study is of great value. Dorfman and Howell added paternalism dimension
to Hofstede’s model and therefore this revised model was used in the theoretical framework in this

study.
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CHAPTER THREE: LITERATURE REVIEW

In this chapter, various studies that investigated one or more of the constructs that are the focus of
this research, and the relationships that existed between them in reference to their importance in
the educational context were reviewed. Among these, there are studies that reviewed the
relationship between leadership and job satisfaction, leadership and organisational commitment,
and national culture and leadership. In addition, the causal order of the relationship between
organisational commitment and job satisfaction was discussed. This section also highlighted the
importance of teachers’ job satisfaction and organisational commitment and how these relate to

work outcomes and to school effectiveness.

3.1.  Leadership Styles of Principals and Job Satisfaction of Teachers

A number of studies that explored the relationship between leadership style and job satisfaction in
an educational context were reviewed. The majority of the studies adopted the Full Range
Leadership Theory in their theoretical framework. The meta-analysis of Aydin, Sarier and Uysal
(2013) reviewed studies that examined the relationships between leadership styles of principals and
teachers’ job satisfaction and organisational commitment in the context of schools in Turkey. They
concluded that results of all reviewed studies showed that transformational leadership style has a
significant positive relationship with teachers’ job satisfaction and organisational commitment.
Korkmaz’s (2007) study of 630 teachers in high schools in Ankara, Turkey examined the link
between principals’ leadership style and teachers’ job satisfaction. Results showed that the
leadership style that has a significant positive relationship with job satisfaction is transformational
leadership. In the context of higher education, Bateh and Heyliger (2014) examined faculty’s job

satisfaction and its link to the leadership style of academic administrators in the State University
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System of Florida as perceived by the faculty; they concluded that transformational and
transactional leadership styles are related to increased job satisfaction while the passive avoidant
leadership style is related to decreased job satisfaction. Another study in the higher education sector
by Amin, Shah and Tatlah (2013) on faculty members in institutes in Pakistan showed that the
relationship between job satisfaction and transformational leadership style is positive and
statistically significant while relationships with transactional and passive avoidant leadership styles

are not significant.

The findings of a study conducted in three universities in Malaysia to investigate the relationship
between these variables, showed that both transformational and passive avoidant leadership styles
have significant relationships with job satisfaction where the former is positive, and the latter is
negative (Sadeghi & Lope Pihie, 2013). Results also showed that leaders practice idealised
influence dimensions and inspirational motivation dimension more than the other dimensions of
transformational leadership. This indicates that these are charismatic leaders as Bass and Riggio
(2006) explained that leaders who practice idealised influence in its two forms and inspirational
motivation possess charismatic leadership. A study of 218 teachers in girls’ elementary schools of
Khomeinishahr in Iran showed that teachers’ job satisfaction increases as principals display an
increase in their transformational leadership style (Shafiee et al. 2014). Another study that Ali and
Dahie (2015) conducted in secondary schools in Somalia showed that all styles of leadership have
significant positive relations with job satisfaction. An interesting finding was that passive avoidant
leadership had the strongest relation and the researchers explained that, in the context of Somalian

secondary schools, teachers prefer minimal principals’ interference.
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Nguni et al. (2006) conducted a similar study in the context of Tanzanian primary schools;
however, the researchers classified dimensions of leadership styles in a different way. They
combined the dimensions of idealised influence and inspirational motivation under a dimension
that they referred to as charismatic leadership, and they included management by exception
(Passive) and laissez faire under transactional leadership. Their results showed that teachers
perceive their principals as more transformational than transactional. In particular, charismatic
leadership was the most practiced leadership style while intellectual stimulation was the least
practiced. As for transactional leadership, management by exception (Active) was higher than
contingent reward which in turn was higher than management by exception (Passive). With respect
to the relationship with job satisfaction, regression analysis showed that transformational
leadership is a stronger predictor of job satisfaction. Regression analysis also showed that
charismatic leadership and intellectual stimulation of transformational leadership and contingent
reward and management by exception (Passive) of transactional leadership style significantly

predicted job satisfaction.

Waters (2013) studied the relationship of the perceived leadership style of principals and the job
satisfaction of 211 teachers in primary schools in Australia. Participating teachers rated their
principals higher on transformational leadership than on transactional or passive avoidant
leadership. The dimensions of the transformational leadership style that were practiced most by the
principals were inspirational motivation and idealised influence (Behaviour). This was followed
by idealised influence (Attributed) and intellectual stimulation while the individual consideration
dimension was the least practiced. The principals practiced transactional leadership style to a lesser

extent than transformational leadership, and the dimension of management by exception (Active)
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contributed more to the transactional leadership and was higher than contingent reward. The
passive avoidant leadership style was the lowest among the three leadership styles and management
by exception (Passive) was higher than laissez faire. Another finding was that the two dimensions
of transactional leadership style were more practiced than the intellectual stimulation and the
individual consideration dimensions of the transformational leadership. Waters (2013) concluded
that although teachers perceived their principals as more transformational than transactional, still
there was no leadership style which was more important than the other and that both leadership
styles are important for an effective leader. In studying the job satisfaction of teachers, Waters
(2013) reported on teachers’ overall satisfaction and on satisfaction with various aspects of the job.
Results showed that 72% of the teachers were satisfied with their jobs while 28% were not satisfied,
and that the aspects of responsibility, relationship with colleagues and work itself had a higher
contribution to the job satisfaction than advancement, recognition and supervision. Regression
analysis showed that leadership variables predicted 67% of the variance in teachers’ overall job
satisfaction where some dimensions of the three types of leadership style had significant
relationship with job satisfaction while others did not. Idealised influence (Behaviour) and
individual consideration dimensions of transformational leadership had significant positive
relationships with job satisfaction while management by exception (Active) of transactional
leadership and laissez faire of passive avoidant leadership had significant negative relationships
with job satisfaction. The other dimensions were not found to be significant predictors of the overall

job satisfaction of teachers.

Biggerstaff (2012) conducted a similar study to examine the relationship between teachers’

perceptions of the leadership style of their principals and teachers’ job satisfaction. The study
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sample consisted of 179 teachers in six elementary schools in south central Kentucky. Descriptive
statistics showed that teachers perceived their principals as more transformational than
transactional or passive avoidant. Inspirational motivation and idealised influence (Behaviour)
were the most practiced, followed by idealised influence (Attributed) then intellectual stimulation
and individual consideration. Contingent reward dimension of transactional leadership style was
higher than management by exception (Active), while management by exception (Passive)
dimension of passive avoidant leadership was higher than laissez fair dimension. Teacher’s
perceptions of the dimensions of the transformational and transactional leadership styles of their
principals in Biggerstaff’s (2012) study were similar to the teachers’ perceptions of these two
leadership styles in Waters’ (2013) study. However, there was one difference that was related to
transactional leadership as in the latter study contingent reward had a higher contribution, than
management by exception (Active), to the leadership style of the principals. As for the relationship
between dimensions of leadership styles and teachers’ job satisfaction, there was a moderate
positive significant relationship exists between all the dimensions of transformational leadership
and contingent reward of transactional leadership and teachers’ overall job satisfaction. Moderately
negative significant relationships also existed between both dimensions of passive avoidant
leadership and job satisfaction. These results are not in total alignment with Waters’ (2013)
findings where only individual consideration and idealised influence (Behaviour) of
transformational leadership had positive significant relationship with job satisfaction while
management by exception (Active) of the transactional leadership and laissez faire of the passive

avoidant leadership had significant negative relationships with job satisfaction.

76



Another similar study was conducted by Thomas (2014) on 71 teachers in a public elementary
school in the state of Texas. Results showed that transformational leadership style dimensions were
practiced more than transactional leadership style dimensions. Inspirational motivation was the
most practiced while individual consideration was the least practiced, and this resonates with the
findings of both Waters’ (2013) and Biggerstaff’s (2012) studies. As for the transactional
leadership style dimensions, the contingent reward dimension was the most practiced and this
aligns with Biggerstaff’s (2012) study. Nevertheless, in her study, Thomas did not collect data on
passive avoidant leadership. To examine teachers’ job satisfaction, data were collected using
Spector’s (1985) JSS, and results showed that teachers’ highest satisfaction was with co-workers,
nature of work and supervision dimensions of job satisfaction while the lowest satisfaction was
with the operating conditions. Examining the relationship between teachers’ perceptions of their
principals’ leadership style and their job satisfaction showed that teachers who perceive their
principals as more transformational are more satisfied with their jobs than teachers who perceive

their principals as more transactional.

A comparable study, of 200 teachers in middle and high schools in Texas, was conducted by
Jackson (2013). Descriptive statistics showed that for transformational leadership style, intellectual
stimulation was practiced the most while individual consideration was practiced the least. It is
evident that individual consideration was the least practiced in all the reviewed studies. As in
Biggerstaff’s (2012) and Thomas’s (2014) studies, contingent reward was more practiced than
management by exception (Passive). However, contrary to the reviewed studies, teachers in this

study rated their principals higher on the laissez faire dimension of the passive avoidant leadership
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style. Similar to Thomas’s (2014) study, results showed that teachers are more satisfied with their

jobs when they perceive their principals as more transformational.

Verma (2015) conducted a similar study on 300 teachers in the United Arab Emirates to investigate
the leadership practices and their associations with teachers’ job satisfaction. The findings were
aligned with previous studies where teachers perceived their leaders as more transformational than
transactional and passive avoidant. The transformational dimension that was most practiced is
inspirational motivation, followed by both dimensions of idealised influence, then intellectual
stimulation and individual consideration. These findings were in full alignment with results of
Biggerstaff’s (2012), Waters’ (2013) and Thomas’ (2014) studies and in partial alignment with
Jackson’s (2013) study as his data analysis showed that intellectual stimulation was the most
practiced dimension. On the transactional leadership practice, the contingent reward dimension
was higher than the management by exception (Active) dimension, and this was also found in all
previously reviewed studies. With passive avoidant leadership, management by exception
(Passive) was higher than laissez faire which echoes the findings of all previous studies with the
exception of Jackson’s (2013) study where teachers rated their principals higher on laissez faire.
As for the relationship between various leadership behaviours and job satisfaction, results showed
that all dimensions of transformational leadership had significant positive relations with the job
satisfaction of teachers. The strongest positive relation was with individual consideration and
intellectual stimulation, then with inspirational motivation, while the weakest positive relation was
with both dimensions of idealised influence. Results also showed that job satisfaction had
significant positive relations with both contingent reward and management by exception (Active)

of transactional leadership and a significant negative relation only with the laissez faire dimension
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of the passive avoidant leadership. These results are in partial alignment with Waters’ (2013) study
where only idealised influence and individual consideration dimensions had significant positive
relationships while management by exception (Active) and laissez faire had significant negative
relationships. This is also in convergence with Biggerstaff’s (2012) findings in reference to
transformational leadership dimensions, while there were some differences with transactional and
passive avoidant leadership as only contingent reward had a significant relationship and both

passive avoidant leadership dimensions had significant negative relationships with job satisfaction.

Among the studies that were reviewed is Brown’s (2013) study, which investigated the leadership
style of principals in K-12 schools in Georgia, and compared teachers’ perceptions of their
principals’ leadership styles to principals’ perceptions of their own leadership styles. This was the
only study that was reviewed and that compares teachers’ perceptions to principals’ perceptions.
As for the dimensions of transformational leadership, results showed that teachers’ rating of their
principals’ for all the dimensions was lower than the principals’ rating and that this difference was
statistically significant for inspirational motivation, individual consideration and intellectual
stimulation only. Similarly, on the transactional leadership style, the teachers rated their principals
lower for contingent and the difference was statistically significant. As for the management by
exception (Active) dimension, teachers rated their principals higher than principals rated
themselves but this difference was not statistically significant. Both dimensions of passive avoidant
leadership style were rated higher as per the teachers’ perceptions, and the differences were

statistically significant.
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As evident from the reviewed studies, transformational leadership is the most dominant leadership
that school principals adopt across various countries around the world, followed by both
transactional and passive avoidant leadership. This might reflect the contribution of each of the
styles to the effectiveness of the leadership as no studies showed that principals’ leadership
practices are limited to one single leadership style. This could also indicate that school principals
adapt their leadership practices to accommodate for the needs of various teachers or to address
various situations. When evaluating to what extent principals practice each of the dimensions of
styles, an interesting finding emerged where individual consideration dimension seemed to be the
least practiced transformational leadership. Being least practiced, individual consideration might
be a leadership behaviour that requires certain knowledge and skills on the part of the principals
that they need to develop. As for its relationship with job satisfaction, there was a consensus that
transformational leadership has a positive impact while the relationship with passive avoidant
leadership was negative. However, in Somalia, a context different than the contexts of the other
reviewed studies, teachers of passive avoidant leaders showed increased job satisfaction and this
raises the question of the role of the context in this relationship. As for transactional leadership,
positive and negative relationships existed and this might be due to the active nature of certain

transactional behaviours.

3.2. Leadership Styles of Principals and Organisational Commitment of Teachers

Various research studies suggested that several personal and organisational factors are antecedents
to organisational commitment where leadership is one of these factors and is considered one of its
key determinants (Mowday, Porter & Steers, 1982). Studies focused in particular on

transformational leadership that showed to be positively related to organisational commitment

80



(Bono & Judge, 2003; Walumbwa & Lawler, 2003). Bass and Riggio (2006) explained that the
various factors of transformational leadership contribute to the organisational commitment of
followers. With transformational leadership, employees are given more opportunities to participate
in decision making, to take additional responsibilities and to be more self-determined which results

in increased commitment (Liden, Wayne & Sparrowe, 2000).

Various studies investigated the relationship of leadership style with the organisational
commitment of followers in educational and non-educational studies. In non-educational settings,
Tyssen, Wald and Heidenreich (2014) explored the relationships of transformational and
transactional leadership with the affective commitment of employees in a dynamic environment
similar to the school context where education reform is being implemented. It was concluded that
both forms of leadership have a positive relationship; however, the relationship with
transformational leadership is stronger. In an educational context, Aydin et al.’s (2013) meta-
analysis of studies on principals’ leadership styles and teachers’ organisational commitment
showed that principals who adopt transformational leadership style contribute to the development
of the teachers’ identification and internalisation with their schools. In a similar context in primary
schools in Turkey, Cemaloglu, Sezgin and Kiling (2012) investigated the extent to which leadership
styles predicted various dimensions of organisational commitment. Results showed that principals
practice transformational leadership, in particular idealised influence (Behaviour) and inspirational
motivation, more than the two other forms of leadership. Teachers’ continuance commitment was
higher than their normative commitment and their affective commitment. This suggests that
teachers are more concerned with the financial and economic benefits rather than identification and

internalisation with their schools. Results also showed that inspirational motivation and individual
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consideration of transformational leadership significantly predicted affective commitment while
the other dimensions of transformational leadership and all the dimensions of transactional and
passive avoidant leadership were not significant predictors of affective commitment. Cemaloglu et
al. (2012) reported that this might be due to fact that teachers develop affective commitment when
their principals motivate, inspire and encourage their teachers to adopt their vision and when they
pay attention to their individual needs and their voices. For normative commitment, management
by exception (Passive) and laissez faire dimensions of passive avoidant leadership were the only
significant predictors. As for continuance commitment, of all the nine dimensions of leadership

styles, the only significant predictor was contingent reward.

In accordance with Cemaloglu et al. ‘s (2012) findings, Lai et al. (2014) conducted a study in the
state of Perak in Malaysia and reported that the transformational leadership of 19 principals was a
significant predictor of the affective commitment and not the normative commitment of 240
teachers. However, a contradictory finding was that principals’ transformational leadership style
was a significant predictor of teachers’ continuance commitment, and their transactional leadership
style was a significant predictor of affective commitment. Forte (2015) investigated the relationship
between principals’ leadership styles and teachers’ organisational commitment in schools in
Indiana State in the United States of America. Relations between different leadership styles of
principles, dimensions of each of the styles and the three dimensions of organisational commitment
were studied. With affective commitment, results showed that there is a significant positive relation
between affective commitment and transformational leadership and its five dimensions where the
strongest relation was with idealised influence (Behaviour) and the weakest relation was with

inspirational motivation. The contingent reward of transactional leadership had a positive
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significant relationship with affective commitment as well. On the other hand, management by
exception (Passive) and laissez faire of passive avoidant leadership had a significant negative
relationship with affective commitment. Management by exception (Active) of the transactional
leadership was not significantly related to affective commitment. This contradicts Cemaloglu et
al.’s (2012) results where all dimensions of transactional leadership and passive avoidant
leadership are not significantly related to affective commitment; however, it is in accordance with
Lai etal.’s (2014) study in reference to the relationships between transformational and transactional
leadership styles and affective commitment being significant. Simple regression analysis was run
for each significant relationship and results showed that passive avoidant leadership style of
principals was the strongest predictor of teachers’ affective commitment, followed by
transformational leadership and the weakest significant predictor was management by exception

(Passive).

Investigating the relationship between transformational leadership and normative commitment,
showed that individual consideration is the only dimension of transformational leadership that had
a significant positive relationship with normative commitment and this relationship was weak;
however, transactional and laissez faire leadership styles did not have a significant relationship
with normative commitment, and this is in partial alignment with Cemaloglu et al.’s (2012) study
and Lai et al.’s (2014) study. Simple regression of the only significant relationship showed that
individual consideration predicted 8.7% of normative commitment. As for the third dimension of
organisational commitment, continuance commitment, no significant relationships were found.

This contradicts the findings of the two previous studies where continuance commitment is
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significantly related to contingent reward and transformational leadership in Cemaloglu et al.’s

(2012) and Lai et al.’s (2014) studies respectively.

All the above reviewed studies showed that relationships that vary in strength and nature exist
between leadership styles and dimensions of organisational commitment. The difference in the
nature and strength of the relationships might have been due to the fact that organisational
commitment develops over time. Thus, longitudinal studies that investigate how the strength of
the relationships between leadership behaviours and organisational commitment dimensions varies
over time will give a clearer idea on how these relationships develop and allow for more reliable

and valid conclusions.

3.3. Teachers’ Organisational Commitment and Job Satisfaction

Various researchers have studied how organisational commitment and job satisfaction are related
to work outcomes. Among these work outcomes are turnover rates, absenteeism and job
performance. In an educational context, these work outcomes extend to include student outcomes
such as their attendance, academic achievement and participation in curricular and extra-curricular

activities.

3.3.1. Organisational Commitment and Work Outcomes

The definition of commitment refers in general to commitment to organisations; however, with
teachers, various types of commitment should be considered (Park, 2005). Carmelli and Freund
(2004) suggested that teacher commitment has several components that might be independent or
correlated. This should be taken into consideration as these different components might result in

different commitment models to teaching and might affect teaching outcomes in different ways.
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Teachers’ commitment could encompass commitment to the school, commitment to the students,
commitment to the profession and commitment to the work tasks and activities. With globalisation
and the rapid changes that are taking place in all fields, including the educational field, teachers
might develop commitment to the continuously evolving body of knowledge, skills and attitudes
(Abd Razak, Darmawan & Keeves, 2009). Teachers’ commitment to the school or organisational

commitment is the construct explored and discussed in this study.

Various research studies investigated the relationship between organisational commitment and
work outcomes (Shapira-Lishchinsky & Rosenblatt, 2010) where some researchers explored
organisational commitment as a one-dimensional construct while others adopted a
multidimensional approach because evidence shows that the three types of commitment correlate
with work outcomes in different ways (Luchak & Gellatly, 2007; Meyer et al. 2002). In their meta-
analysis of antecedents and correlates of employee turnover, Griffeth, Hom and Gaertner, (2000)
concluded that organisational commitment, in addition to job satisfaction and other factors, is
considered one of the best predictors of employees’ turnover. Bentein et al. (2005) explained that
organisational commitment is a strong predictor of turnover, while Harrison et al. (2006) proposed
that the overall job attitude as well, which is a combination of organisational commitment and job
satisfaction, provides a more powerful predictor of turnover. Scholars’ interest in researching the
construct of organisational commitment has been stimulated by the relationship between
organisational commitment and employees’ turnover which is negative in nature (Cotton & Tuttle,
1986; Meyer et al. 1989). Meyer et al.’s (2002) meta-analysis of 155 independent samples showed
that all dimensions of organisational commitment were negatively related with turnover, and that

affective commitment had the strongest relationship. Gardner, Wright and Moynihan’s (2011)
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study of employees in a sales firm in the United States of America showed that there is a strong
negative relationship between employees’ affective commitment and their turnover intention. In
another study that investigated the relationship between the affective commitment and the turnover
intentions of customer service employees in the banking sector in Pakistan, Mehmoud et al. (2016)
concluded that 32% of employees’ turnover intention can be explained by the employees’ affective
commitment, and this relationship is negative. Among the three types of commitment, affective
commitment had the strongest positive relationship with the employees’ intent to stay in the
organisation (Larkin, 2015). This is in line with Wong and Wong’s (2017) findings where affective
commitment had a significant negative relationship with turnover intentions of 410 employees in

a manufacturing plant in Guangdong, China.

In a higher educational context, Daly and Dee (2006) surveyed 100 faculty members in 15 urban
public universities in the United States of America, and concluded that organisational commitment
has a positive association with the intent to stay. In another higher educational context, in a study
of 125 faculty members teaching in 33 universities in three major cities in Pakistan, Chughtai and
Zafar (2006) corroborated the findings of other studies that organisational commitment is
negatively related to turnover intentions. Investigating the relationship between the three types of
organisational commitment and turnover intention in urban schools in Tanzania showed that
continuance commitment was the strongest significant predictor of turnover intention (Jonathan,

Thibeli & Darroux, 2013).

Organisational commitment was not heavily researched in educational settings; nevertheless, its
link to work outcomes such as employee performance and engagement in organisational behaviour

can be generalised to teachers (Chughtai & Zafar, 2006). Meyer et al.’s (2002) meta-analysis
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concluded that both affective and normative commitment are positively related with performance
where affective commitment has a stronger relationship while the relationship with continuance
commitment is negative. Teachers whose commitment is normative stay in the school because they
feel that they have a moral obligation to. Therefore, they will put in reduced effort and perform less
than those who have affective commitment and stay in the school because their feelings are
positive, and their goals and values are aligned to those of the school. On the other hand, teachers
who possess continuance commitment stay in their school because they need to and consequently
will put the minimal amount of effort that keeps them in their job and this explains the negative

relationship between continuance commitment and job performance.

Although there is little evidence showing that there is a strong relationship between the
organisational commitment of teachers and student achievement, some studies showed the
contrary. Cruise and Louis (2009) associated organisational commitment with school culture,
which when strengthened, becomes a strong mediating variable for student learning and academic
achievement (Hulpia, Devos & VanKeer, 2011). Extensive research conducted on organisational
commitment and organisational citizenship behaviour in non-educational settings has shown that
the former is an antecedent of the latter. Studies investigating these constructs in educational
settings are limited; however; in his study of 625 teachers in various districts in Tehran, Iran,
Zeinabadi (2010) concluded that organisational commitment is a predictor of organisational
citizenship behaviour. Teachers with high levels of organisational commitment and namely
affective commitment possess high levels of organisational citizenship behaviour, and thus put

enough effort that enables them to control their classrooms, follow-up on their students” work and
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involve them in extra-curricular activities which in turn improves the students’ outcomes (Selamat

etal. 2012).

3.3.2. Job Satisfaction and Work Outcomes

As mentioned earlier, job satisfaction was also identified as one of the antecedents of turnover.
Lambert, Hogan and Barton (2001) identified job satisfaction as one of the four core antecedents
of turnover intentions. Among the four antecedents, that also include availability of alternative
employment opportunities, financial rewards and tenure, job satisfaction has the strongest
relationship with turnover. In addition to this direct relationship, Lambert et al.’s (2001) study
concluded that job satisfaction plays a mediating role in the relationships between various work
environment factors and turnover intentions. This was echoed by Egan, Yang and Bartlett (2004)
who investigated this relationship and concluded that the two variables have a significant inverse
relationship. This increased turnover brings about problems in organisations and undesired
consequences such as increased recruitment and training costs and loss of talent (Loi, Ngo & Foley,
2006). Holtom et al. (2008) explained that the cost of turnover is not embedded in financial
statements; however, it is incurred in temporary staffing, recruitment of new employees and the

training required for them.

Job performance is also identified as one of the work outcomes that has a significant relationship
with job satisfaction. In their meta-analysis of 312 samples, Judge et al. (2001) concluded that there
is a significant positive relationship between job performance and job satisfaction. In a study that
adopted Herzberg’s Two Factor theory, Hira and Waqas (2012) studied the relationship between

job satisfaction and job performance of 335 middle level employees in the banking sector. Results
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showed that there is a significant positive relationship between job satisfaction and job
performance. These findings were corroborated in other studies that were conducted in various
contexts (Chen & Liu, 2012; Igbal, Latif & Naseer, 2012; Usop et al. 2013) where the job
satisfaction of employees is positively related to their job performance. In the context of higher
education, Peng (2014) concluded that the job performance of library employees is positively
related to job satisfaction and that intrinsic job satisfaction has a stronger relationship with job
performance than extrinsic job satisfaction. Afshar and Doosti’s (2016) study of the association of
job satisfaction of Iranian English teachers with their job performance showed that the strongest
contributor to the low performance of dissatisfied teachers is their lack of professional
commitment. They also argued that dissatisfied teachers lack the enthusiasm to update their content
knowledge in the subject area that they teach or to update their pedagogical knowledge. This lack
of enthusiasm along with a lack of effort to invest time in preparing and organising teaching

materials, results in low performance.

In a large-scale study that Michaelowa (2002) conducted in a number of countries in the sub-
Saharan Africa, results showed that job satisfaction of teachers is linked to the academic
achievement of students. However, Caprara et al.’s (2006) study contradicted the previous findings

and concluded that there is no significant relationship between the two constructs.

The findings of the above reviewed studies highlight the strong relationship between dimensions
of organisational commitment and job satisfaction on one hand and turnover rates, teachers’
performance and students’ achievements on the other hand. These findings were consistent across

the various reviewed studies and thus including organisational commitment and job satisfaction as
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dependent variables was of utmost importance in this study. The significance of these variables

and how they contribute to school effectiveness is discussed later in this chapter.

3.4. The Relations of Teachers’ Organisational Commitment and Job Satisfaction to School

Effectiveness

Dee et al. (2006) asserted that teachers’ organisational commitment and job satisfaction contribute
significantly to school effectiveness through their negative association with absenteeism and
turnover and their positive association with job performance of teachers. Hongying (2007)
explained that the overall attitude of teachers, the way they view their profession and the conditions
within which they work might contribute to their job satisfaction. He argued that this job
satisfaction contributes to the school effectiveness in general, and to the teachers’ psychological
health and enthusiasm towards work in particular. This was also Chieffo’s (1991) evaluation of the
construct as he explained that the job satisfaction of teachers and the leadership style of the
principal are the two important factors that contribute to the school effectiveness. Teachers’ job
satisfaction “may serve to influence their morale, motivation and general willingness to maximise
their teaching potential” (Schulz & Teddlie 1989, p.461). Woods and Weasmer (2004) reported an
inverse relationship between job satisfaction and attrition. They also argued that this satisfaction
positively impacts collegiality, performance and students’ outcomes. In addition to its contribution
to school effectiveness, teachers’ job satisfaction is a determinant of school commitment and the
turnover rate (Shann, 2001). This cost of turnover might not be financial especially in a school
context. When teachers leave their schools, they take with them their teaching skills and
experiences that are customised to their schools’ and students’ needs. These customised skills are

an asset that a school should safeguard as they have taken a long time to be acquired and developed
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and by losing them, the school will incur a big loss. In addition, when teachers leave the school
during the academic year, workload of their colleagues is increased, and this might result in

teachers’ dissatisfaction with the school environment.

The teaching profession is a highly demanding and stressful profession, and thus teachers,
especially in primary schools where stress levels are higher, tend to possess lower levels of
organisational commitment (Nagar, 2012; Williams, 2010) and are not willing to put more effort
in their classrooms which will in turn impact students’ achievement. This increase in stress levels
can be linked to the change in the role of the teacher which is now more complicated than it was in
the past (Bartlett, 2004). Valli and Buese (2007) explained that this change in the role of teachers
is due to the expansion, increase and intensification of the role. The role expansion results from the
increased scope of responsibility of teachers that extends beyond the classroom to encompass
collaboration with other teachers, internally in the same school, and externally with teachers in
other schools, as well as parents, specialists and other stakeholders. The role increase occurs when
new tasks are added to the already existing ones, and the role intensification results from new
policies that put differentiation, ongoing assessments and data collection and data management at

the core of teachers’ responsibility (Valli & Buese, 2007).

In addition to the stress brought about by the change in the role of teacher, the principals’
behaviours and the teachers’ relationships with their principals contribute to the level of
organisational commitment that they possess (Dannetta, 2002). In an analytical literature review of
the effects of working conditions of teachers, Leithwood and McAdie (2006) identified evidence
which suggests that working conditions significantly influence the internal states of teachers such

as engagement, burnout, job satisfaction and organisational commitment. Among the working
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conditions that they reviewed and that showed to have a positive relationship with organisational
commitment is the principals’ behaviours. These behaviours include helping teachers to develop
an inspiring and shared sense of purpose, communicating effectively, acting friendly and being
able to influence external policy makers to benefit their teachers. Nevertheless, teachers’
organisational commitment was found to be negatively linked to certain principals’ behaviours
such as conveying expectations that are not reasonable, behaving inconsistently and failing to

follow up on decisions.

In a study that investigated the effect of four team-based structures on the organisational
commitment of 210 teachers in eight urban elementary schools in the United States of America,
Dee et al. (2006) confirmed that these structures significantly predicted organisational commitment
but at various levels. Curriculum teamwork and team teaching, structures that were related to the
core functions of teachers’ work, were the strongest predictors of teachers’ commitment, and this
might be due to the fact that these activities have desirable consequences for teachers. Other
structures that are not core to instructional roles were also associated with organisational
commitment but to a lesser extent. Teachers who participated in activities of governance and
community collaboration teams had higher levels of commitment than those who did not. This
increase in commitment could be due to stronger identification with the goals of the school that
was developed as a result of governance and community collaboration activities such as setting the

school’s vision and mission, strategic planning and external partnerships.

ADEK’s vision is to provide an education system which is “Recognised as a world class education
system that supports all learners in reaching their full potential to compete in the global market”,

and this is achieved by “producing world-class learners who embody a strong sense of culture and

92



heritage and are prepared to meet global challenges” (ADEK, 2016). To achieve its mission and
vision, ADEK introduced the NSM as an approach to the teaching and learning process. The
NSM’s goal was to support students and enhance their learning experiences by putting them at the
centre of this process with the purpose of augmenting their learning outcomes and providing them
with world-class education, while maintaining their cultural and national identity. Nevertheless,
this education reform will not succeed if teachers’ performance is not up to the expected standards.
Lieberman and Pointer-Mace (2008) affirmed that teachers’ performance is crucial for the
education reform as teachers are one of the key components that will contribute to the success of
this reform (Blaik Hourani et al. 2012; Cerit, 2010). These teachers are key players because firstly
they need to adapt to accommaodate the changes brought about by education reform, and secondly,
they are the main individuals who directly interact with students whose development is the core

purpose of the education development.

Therefore, the pursuit of this quality education depends largely on teachers who are responsible for
the majority of activities that take place in schools (Tsui & Cheng, 1999), and their organisational
commitment and job satisfaction are important factors that contribute to the sought quality
education (Cerit, 2010). The dedication and the high commitment of teachers are essential in
providing high quality education where committed teachers instil and foster in their students the
principles which will guide them in using the skills and knowledge gained in the classroom in a
broader context and in their real life (Abd Razak et al. 2009). Organisational commitment of
teachers plays an important role in school success because it is a drive that develops internally in

teachers due to their expanded roles and responsibilities. At the same time, it is the result of external
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factors, such as accountability and high standards, which are brought about by the education reform

and that require teachers’ commitment to be achieved (Park, 2005).

Teachers with low organisational commitment and job satisfaction voluntarily tend to be absent
from school for more days and this absence has monetary consequences in addition to educational
consequences such as student achievement (Gaziel, 2004; Luchak & Gellatly, 2007). Schools will
employ substitute teachers who do not only create an additional cost on the school but affect the
student achievement as well. Miller, Murnane and Willet (2008) investigated the impact of the
absence of 285 teachers, teaching in 75 elementary schools in the United States of America, on
their student achievement and the results showed that there is a negative influence. This influence
on student achievement results from a possible reduction in the instructional intensity, as substitute
teachers in most of the cases do not possess the required skills. In addition, another factor that
affects achievement is the substitute teachers’ lack of knowledge of the individual students’ needs
and thus they may not be able to differentiate their instruction to address those needs. Substitute
teachers are not aware of classroom procedures and daily routines and their disruption will have a
negative impact on achievement. It is worth mentioning here that the impact of teachers’ absence
is not limited to the students, whose teachers are often absent, but extends to students of other
teachers, and this is due to the loss of the collaborative planning and meetings that aim at improving

instruction.

3.5. Organisational Commitment and Job Satisfaction Relationship

Researchers took different stances in reference to the relationship between job satisfaction and

organisational commitment. Existing literature suggested four conceptual models that were
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accepted to various extents by different researchers. Though the causal order of the relationship
has not yet been established, the most widely accepted relationship is that job satisfaction is an
antecedent of organisational commitment (Huang, You, & Tsai, 2012; Mowday et al. 1982).
Proponents of this relationship argue that job satisfaction and organisational commitment are
constructs with different orientation where the former has a micro orientation and the latter has a
macro orientation (Rusbult & Farell, 1983; Williams & Hazer, 1986). Job satisfaction, with its
micro orientation, is an immediate reflection of the affective reaction to the job and its facets, while
organisational commitment, with its macro orientation, is not an immediate reflection and develops
gradually. This development takes place via a process that starts with understanding the job and its
facets, advances to the understanding of the values and goals of the organisation and is completed

when the employee maintains membership in the organisation (Vandenberg & Lance, 1992).

Researchers who consider job satisfaction as an antecedent of organisational commitment explain
that employees become oriented towards their jobs before they become oriented towards their
organisation (Currivan, 1999). In their meta-analysis, Williams and Hazer (1986) reported that the
reanalysis of the data collected from studies of this causal relationship showed that there is a strong
direct relationship from job satisfaction to organisational commitment. Testa (2001) investigated
the causal relationship between the job satisfaction and the organisational commitment of 425
employees in two service organisations and concluded that an increase in the former stimulates an
increase in the latter. In an educational context, Chughtai and Zafar’s (2006) study of 125 teachers
in 33 universities in Pakistan concluded that teachers’ satisfaction with various facets of their jobs
such as supervision and working conditions will result in an increased level of their organisational

commitment.
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Despite the fact that the dominant view in literature is that job satisfaction is in precedence, the
direction of this causal relationship is questionable (Nguni et al. 2006; Zeinabadi, 2010). Opponents
of the first model explain that although the majority of empirical and theoretical evidence indicates
that job satisfaction is an antecedent of organisational commitment, some other evidence exists to
support the second model that outlines a reverse relationship (Nguni et al. 2006; Testa, 2001). They
explain that an individual’s commitment to the organisation develops when they select this
organisation while other employment opportunities are available, and this commitment is driven
by a process of rationalising the choice (Vandenberg & Lance, 1992). Individuals become
psychologically attached to their choice; they prefer it to their other alternatives and then develop
a satisfaction level that is consistent with their commitment (Batemen & Strasser, 1984). In their
study of the causal relationship between job satisfaction and organisational commitment of 900
nursing employees, Batemen and Strasser (1984) concluded that commitment is a construct that
seems to be a cause of job satisfaction rather than a consequence. This finding was in accordance
with the study that Vandenberg and Lance (1992) conducted on 100 information system
professionals, and which confirmed that organisational commitment is an antecedent of job

satisfaction.

Since both of the previous models are supported with empirical evidence, this has suggested that a
third model, of a reciprocal relationship between the two constructs, exists. Meyer et al. (2002)
argued that job satisfaction is a correlate of organisational commitment as there is no consensus on
their relationship being causal. In their meta-analyses, Mathieu and Zajac (1990) and Meyer and
Allen (1997) concluded that job satisfaction is a correlate variable of organisational commitment.

Mathieu and Zajac (1990) reported that the strength of correlation varies with different facets of
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job satisfaction and dimensions of organisational commitment. Attitudinal commitment (affective
commitment) has a stronger correlation with overall job satisfaction, satisfaction with work itself,
co-workers and supervision while calculative commitment (continuance and normative
commitment) are strongly correlated with extrinsic facets of satisfaction such as pay and
promotion. In accordance with these findings, Meyer et al.’s (2002) meta-analysis of 152 samples
that incorporated 50,146 employees, affirmed the correlation between the constructs. Results
showed that overall job satisfaction and five of its studied facets exhibit significant strong
correlations with the three dimensions of organisational commitment; however, the strength of
these correlations vary with various dimensions. The correlation between affective commitment
and overall job satisfaction was quite strong and significantly stronger than the correlations with
continuance commitment and normative commitment. They also reported that the correlations of
organisational commitment dimensions with overall job satisfaction were higher than those with

the facets of job satisfaction.

Other researchers supported the model that no causal relationship exists between the two constructs
and that the two constructs have common antecedents instead (Lance, 1991). Vandenberg and
Lance (1992) reviewed various studies and concluded that personality trait, positive and negative
affectivity and organisational factors, such as job role and job characteristics, are common
antecedents that impact both constructs and that result in correlations between them rather than a

causal relationship.

Due the fact that there is no consensus on the nature of the relationship between organisational
commitment and job satisfaction, studies that investigated the relationship between organisational

commitment, as an antecedent of job satisfaction or as an outcome of job satisfaction, were
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reviewed. Different studies investigated the effect of job satisfaction as an antecedent of
organisational commitment in various contexts, and results showed significant positive effect of
the former on the latter; however, the strength of the relationships varied with various facets of job
satisfaction, overall satisfaction and the various dimensions of organisational commitment. In a
hospitality context in Taiwan, Yang (2010) investigated the antecedents and consequences of job
satisfaction of 671 employees in 11 tourist hotels. He studied job satisfaction as an antecedent of
organisational commitment and tested its relationship with affective and continuance commitment.
Results showed that job satisfaction contributes to both types of commitment; however, it was a
stronger contributor to affective commitment. In a services firm in Iran, the three dimensions of
organisational commitment were regressed against job satisfaction, and results showed that the
satisfaction of 280 employees with their jobs was a significant predictor of all the dimensions

(Eslami & Gharakhani, 2012).

In a higher educational context in Pakistan, Malik et al.’s (2010) study of 333 faculty members in
public universities showed that satisfaction with the three facets of job satisfaction, nature of work,
pay and supervision explained 10 % of the variance in the faculty’s organisational commitment.
This finding was in alignment with Anari’s (2012) study which was conducted in an educational
context in Iran on a sample of high school English teachers, and showed that there is a positive
relationship between organisational commitment and job satisfaction. Other researchers studied the
relationship between job satisfaction and various dimensions of organisational commitment.
Daneshfard and Ekvaniyan’s (2012) study of employees in a university in Iran revealed that there
is a significant relationship between job satisfaction and affective and normative commitment,

whereas that with continuance commitment was insignificant. On the contrary, a Uganda-based
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study in the context of higher education showed that there is a statistically significant relationship
between job satisfaction, and both affective and continuance dimensions of organisational

commitment that faculty and staff have (Odoch & Nangoli, 2014).

In other studies, organisational commitment was investigated as an antecedent of job satisfaction
and empirical evidence existed that there is precedence of organisational commitment. In non-
educational settings like banking, health sector, services firms and production, different studies
have shown that organisational commitment significantly predicts job satisfaction. In the analysis
of data collected from 295 nurses in teaching hospitals in Egypt, Nafei (2015) ran multiple
regression analysis and found evidence that all dimensions of organisational commitment
contribute to job satisfaction. Another study of employees in the banking sector in Pakistan showed
that organisational commitment predicted job satisfaction, and the results of regression showed that
59.4% of the employees’ job satisfaction can be explained by organisational commitment (Ahmad,
Komal Javed & Hamad, 2014). Sharma and Bagpai (2011) studied the relationship of
organisational commitment with the job satisfaction of employees in public and private
organisations in India. Results of regression analysis showed that the organisational commitment,
of employees in various departments such as finance and human resources, is a catalyst that
enhances their organisational commitment. Thamrin (2012) ran path analysis to investigate the
relationship between the organisational commitment of employees in shipping companies in
Indonesia and their job satisfaction, and reported that there is a positive significant relationship
where job satisfaction is heavily influenced by organisational commitment. In another study that

focused only on the affective commitment dimension of metropolitan municipality employees
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across Turkey, Sezgin and Agar (2012) concluded that 50% of employees’ job satisfaction variance

can be explained by affective commitment.

Researchers have also investigated the link of organisational commitment to job satisfaction in
educational settings of higher education institutes and schools. Adekola (2012) studied
organisational commitment of faculty as an antecedent of job satisfaction in a sample of public and
private universities in Nigeria. Regression of organisational commitment as a predictor of job
satisfaction proved the existence of a strong significant linear relationship between the two
constructs. In another study in four higher education institutions in Malaysia, Norizan (2012)
explored the degree of commitment and job satisfaction that the employees have developed. Results
showed that their affective commitment is the highest followed by the normative commitment and
then continuance commitment, and that their levels of job satisfaction are higher than their
organisational commitment levels. Norizan also investigated the relationship of the three
dimensions of organisational commitment with employees’ job satisfaction. Results of multiple
regression analysis contradicted the previous findings and showed that none of the dimensions of

organisational commitment predicted the employees’ job satisfaction.

As evident from the above, there is no consensus whether job satisfaction is an antecedent of
organisational commitment or vice versa; however, there is empirical evidence that there is a
relationship between the two constructs. In addition, the literature reviewed showed that leadership
has an impact on both organisational commitment and job satisfaction. This impact and the
relationship between the two constructs, regardless of its direction, has led scholars to study
organisational commitment as a mediator in the leadership styles-job satisfaction relationship. In

his study in the petroleum sector in Libya, Shurbagi (2014) investigated the role of organisational
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commitment in leadership styles-job satisfaction relationship. Results showed that organisational
commitment is a mediator that significantly affects the relationship between transformational
leadership and job satisfaction. In a military context in Malaysia, Osman and Uli (2014) conducted
a study to explore the effect of leadership styles of military commanders on the job satisfaction of
their subordinates and the role of affective commitment in mediating this relationship. Results
showed that the affective dimension of organisational commitment partially mediates the
transformational leadership styles-job satisfaction relationship while it fully mediates the
transactional leadership styles-job satisfaction relationship. In the UAE, a study of 430 employees
in various organisations provided empirical evidence that organisational commitment mediates the
relationship between leadership and work outcomes of both job satisfaction and job performance
(Yousef, 2000). The above reviewed models highlighted the different stances of researchers in
reference to the nature and the direction of the relationship between organisational commitment
and job satisfaction. This, along with the link of leadership to these two constructs, has led the
researcher to include in her study organisational commitment as a mediating factor in the

relationship between school principals’ leadership styles and teachers’ job satisfaction.

3.6. Culture and Leadership

Leadership and national culture are constructs that are interdependently related and this relation
cannot be overlooked (Jogulu, 2010; Pauliene, 2012). Scholars who conducted studies that
investigated the relationship between these two constructs assumed that the behavioural processes
of leaders are determined by their cultural values and beliefs, which establishes meaning for them
and their followers. In their book "Cultures and Organisations: Software of the Mind", Hofstede et

al. (2010) explained that there is a difference in the attitudes, behaviours and values of individuals,
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and this affects their leadership. Miller (2013) suggests that for this leadership to be effective and
successful, it should be linked to the environment surrounding the individuals and to the values of

their society (cited in Miller, 2016 b).

Jogulu (2010) explains that leadership studies have previously focused on leaders themselves, their
traits and leadership styles. However, there was an increase in the number of studies that have
shown that leadership behaviours are linked to the cultural environment of these leaders and to the
way followers perceive an ideal leader and understand the concept of leadership (Dorfman &
House, 2004; Jogulu & Wood, 2006). However, the number of these studies that investigated the
possible influence of national culture on the leadership style is minimal (Pauleine, 2012).
Muenjohn and Armstrong’s (2008) study of the relationship between national culture dimensions
and leadership style of Australian managers in Thailand showed that the two variables are
significantly related. Multiple regression analysis showed that power distance was the only
dimension that had a significant positive relationship with transformational leadership; however,
no significant relationships were found between any of the national culture dimensions and either

transactional leadership or passive avoidant leadership styles.

In a Maldivian context, Sadiq (2011) investigated the relationships between the national culture
dimensions of 204 managers in private and public firms and the transformational leadership style
that they adopt. Results showed that all the dimensions of national culture were significantly related
to the five leadership practices of Kouzes and Posner model of transformational leadership. The
power distance dimension had a positive impact on "Model the Way" practice and Sadiq referred
this to the fact that in a low power distance environment, leaders can communicate easily with their

followers. On the other hand, individualism which is high in the Maldivian context had a significant
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negative relationship with the five practices, whereas uncertainty avoidance which is lower than
the world average score had a significant positive relationship with all the transformational
leadership practices with the exception of “Inspire a Shared Vision" dimension. As for the
masculinity dimension, it significantly impacted two of the practices, "Model the Way" and
"Encourage the Heart", in a negative way. The results are partly in accordance with Muenjohn and

Armstrong's (2008) study.

In Taiwan, Liu and Lee (2012) explored the relationship between transformational leadership and
the power distance dimension of national culture. They went a further step and ran structural
equation modelling to investigate the significance of the relationship between power distance and
each of the dimensions of transformational leadership that were identified by Bass and Avolio
(1997). The path analysis showed that significant positive relationships exist between power
distance and each of the dimensions; however, these varied in strength, and this is in accordance
with Muenjohn and Armstrong's (2008) findings. Power distance had the strongest positive
relationship with the idealised influence dimensions which Bass and Rigio (2006) referred to as
the charismatic-inspirational leadership. This might indicate that in a high-power distance context,
where unequal power distribution is acceptable, the chances that leaders become role models who

are characterised by high morality and integrity is higher.

Lee and Liu (2012) conducted another study on a larger scale in institutions that offered financial
services in Taiwan. Tests were run to investigate relationships between national culture dimensions
and transformational, transactional and passive avoidant leadership styles. Surprisingly, power
distance dimension had significant negative relationship with all the dimensions of the leadership

styles which contradicts their findings from the previous study where the relationship was positive,
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and this was due to the fact that in the previous study the sample consisted of Taiwanese leaders
while Liu and Lee's (2012) study was conducted in multinational companies where the leaders
came from different countries. The other significant relationships were between the intellectual
stimulation of transformational leadership style and individualism and uncertainty avoidance of

national culture where the former was positive, and the latter was negative.

In Indonesia, Wiratmadja, Parlindungan and Sunaryo (2012) collected data from local leaders and
foreign leaders and investigated the relationship between the national culture dimensions and
transformational leadership. Results showed that all the dimensions of national culture have a
positive significant relationship with transformational leadership with the exception of the
masculinity dimension. The reason is that, with transformational leadership, leaders should nurture
and encourage their followers and this contradicts the characteristics of leaders in a masculine
society where assertiveness and firmness dominate. Nazarian and Atkinson (2013) conducted a
study on 350 managers in private institutions in Iran, and results showed that all the dimensions of
national culture had significant relationships with transformational and transactional leadership
styles while some of the dimensions had significant relationships with passive avoidant leadership.
Multiple regression analysis showed that all national culture dimensions are significant positive
predictors of transformational leadership style with the exception of masculinity that was a
significant negative predictor. In addition, all dimensions were significant positive predictors of
transactional leadership style, and this corroborates the findings of Wiratmadja et al. (2012). For
both transformational and transactional leadership, the strongest predictor was power distance and

the weakest predictor was masculinity. On the other hand, two of the dimensions, uncertainty
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avoidance and individualism, showed weak relationships with passive avoidant leadership while

power distance and masculinity were not found to be significant predictors.

In this study, the links of five national culture dimensions to the leadership style that school
principals adopt were investigated. Hofstede (2017) reports UAE scores on four dimensions where
the score for Individualism-Collectivism dimension is 25. This indicates that it has a collectivist
culture where the individual is associated with the group and where the ties and the relationships
between individuals are strong and range from immediate to extended family. At-Twaijri and Al-
Muhaiza (1996) explained that this score is attained for a variety of reasons that include, but are
not limited to, religion and tribal structure. Islam, the only religion of the UAE nationals,
emphasises unity and individuals are encouraged to support and help each other and are rewarded
for that. In addition, the organisation of the UAE nationals in tribes and families and the fact that
their population size is small increase their association with their groups and their loyalty and
contribute to their feeling of safety and security. On the other hand, Hofstede (Hofstede et al. 2010)
argued that wealth is inversely related to power distance as individuals have access to enough
resources that allow them to do things on their own. However, this is not the case in the UAE and
that might be due to what has been mentioned earlier in reference to the small population size and
the feeling of safety and security which increases with collectivism. Also, the religious beliefs play

an important role in strengthening relationships between individuals and reinforcing collectivism.

As for the uncertainty avoidance, the UAE scores 80 and this indicates that there is a high
preference for avoiding uncertainty, that beliefs and behaviours are rigid, and that new ideas are
not easily accepted (Hofstede et al. 2010). This high score on uncertainty avoidance is reflected in

the adoption and implementation of strict policies, rules, regulations and laws (Klein, Waxin &
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Radnell, 2009). Wealth is also a factor that contributes to a high uncertainty avoidance in the Gulf
region as there is a fear of losing this wealth especially with the oil prices fluctuations (At-Twaijri
& Al-Muhaiza, 1996). Alder (2007) related this high uncertainty avoidance to the vertical
organisational structure where uncertainty is kept to the minimal by identifying who has the

authority on whom.

On the power distance dimension, the UAE scores 90 and this reflects the high-power distance in
the UAE society where inequality is acceptable, and followers expect to receive orders from their
leaders who adopt an autocratic leadership style. As for the masculinity dimension, the UAE scores
50 and thus it is neither a masculine nor a feminine society. Both the religion of Islam and the tribal
structure of the society in the UAE encourage caring and cooperation which are considered
characteristics of femininity. At the same time, as a wealthy nation, individuals are ambitious and

give high importance to power, and these are considered characteristics of masculinity.

In the context of the UAE, paternalism is prevalent and Emirati leaders usually have close
relationship with their employees which might result in positive employee behaviour and work
outcomes (O’Sullivan, 2016). They provide their employees with the care they give to their
families, and this might be related to their religion and to the morals and values they were raised
upon. There is scarcity in investigating the link of paternalism and the other dimensions of culture
to leadership styles and this study aims at addressing this. In all the reviewed studies some or all
the national culture dimensions had significant relationships with the leadership style and this
might indicate that leadership styles are culturally linked. For the educational reform that is taking
place in the UAE to be successful, leadership styles of school principals should address the needs

of teachers. Thus, findings of studies that investigate the relationships between the national culture
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dimensions of school leaders and their leadership styles will be of great value to school leaders,

policy makers and the success of the reform.

3.7.Situating the Study within Similar Studies in the Field

The studies reviewed in this chapter tackled the four variables that were the focus of this thesis and
the relationships that existed between them in various contexts. In addition, the impact of some of
these variables on various aspects of school effectiveness were also discussed. To begin with,
studies that investigated the relationships between leadership styles of principals and teachers’ job
satisfaction showed that all leadership styles and their dimensions, identified by Bass and Avolio
(1997) in their Full Range Leadership Theory, had significant relationships with job satisfaction.
All studies, including the only study that was conducted in an educational context in the UAE,
showed that transformational leadership style and its dimensions had a significant positive impact
on job satisfaction while the impact of transactional and passive avoidant leadership styles and

their dimensions varied across different studies.

Moreover, the study that compared the teachers’ perceptions of their principals’ leadership styles
and the principals’ perceptions of their own leadership styles, showed that there were significant
differences between the perceptions of teachers and principals. The aforementioned results
encouraged the researcher to investigate the impact of various leadership styles and their
dimensions on the job satisfaction of teachers in Abu Dhabi public schools and to identify how
these relationships coincide or differ from relationships identified in previous studies. Furthermore,

the significant differences that were found between the teachers’ and principals’ perceptions led
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the researcher to investigate the principals’ awareness of their leadership styles as it is of utmost

importance during the time of reform.

The relationships between organizational commitment and job satisfaction on one side and work
outcomes on the other side were heavily researched by scholars whose publications in these areas
were reviewed in this study . Results showed that the two constructs are significant predictors of
turnover, job performance, absenteeism, and students’ achievement, outcomes that contribute to
the sought quality of education and the success of the education reform. Moreover, the literature
reviewed showed that there is no consensus on the direction of the relationship between job
satisfaction and organisational commitment while it provided empirical evidence that there is a
relationship between the two constructs and that leadership has an impact on both organisational
commitment and job satisfaction. The effect of organisational commitment on various aspects of
school effectiveness, the relationship between the constructs of organisational commitment and job
satisfaction, the impact of leadership on the aforementioned two constructs and the scarcity of
studies that investigated the mediating role of organisational commitment in the leadership styles-
job satisfaction relationship were the reasons behind including the construct in the study and

investigating its mediating role.

Scholars posit that when studying leadership, the construct of culture should not be ignored (Jogulu,
2010; Pauliene, 2012) and thus the researcher reviewed studies that investigated the impact that
national culture dimensions have on leadership and the relationships that existed between the two
constructs. The findings of these studies revealed that leadership styles are linked to the national
culture of the leaders. Due to the scarcity of studies that provide empirical evidence on how

leadership styles are culturally linked and that discuss the unique leadership characteristics in the
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context of the United Arab Emirates culture, the construct of national culture was introduced in
this study. Another reason for introducing this construct was to explore the effects of the UAE
culture on leadership styles identified by The Full Range Leadership Theory (Bass & Avolio, 1997)
as there were some arguments that theories developed in the West do not account for different

cultures.
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CHAPTER FOUR: METHODOLOGY

The main aim of this study was to investigate the leadership style of principals and teachers’ job
satisfaction in Abu Dhabi public schools and the relationship that exists between these variables.
The study also examined the organisational commitment of teachers and its role as a mediator in
the leadership style-job satisfaction relationship. In addition, the study investigated the effect of
the national culture dimensions of the principals on the leadership style that they adopt. A mixed -
methods approach was adopted to address the purpose of this research and to answer the research
questions. The purpose of research guides the selection of the research methodology and design
(Cohen, Manion & Morrison 2011) and results in addressing the research questions appropriately
(Fraenkel, Wallen & Hyun, 2015). In this chapter, the methodology followed in this study is
discussed, and then the research design and the research philosophy are presented. Furthermore,
the chapter discusses sampling and participants, research instrumentation including its validity and

reliability, data analysis and procedures and ethical considerations.

4.1. Research Design

In this study the mixed methods approach was adopted. This approach has recently become more
common and popular (Bryman, 2006; Creswell & McCoy, 2011), and has also been considered
one of the three major research approaches in addition to the qualitative and quantitative
approaches (Johnson, Onwuegbuzie & Turner, 2007).This study investigated the relationship
between the leadership style of principals and how it relates to the organisational commitment and
job satisfaction of teachers, and how the national culture affects the leadership style that the
principals adopt in the context of Abu Dhabi public schools. General explanations on statistically

significant and non-significant relationships were made after analysing the quantitative data but a
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detailed explanation could not be given. This detailed explanation, which resulted in a better
understanding of the relationships, was only achieved by collecting qualitative data from some
participants in the sample. The aim of collecting qualitative data was to help clarify and explain
the relationships between variables as it provided details of the participants’ perceptions, views and
beliefs that the researcher was not able to attain through surveys. Moreover, this collecting of
evidence from more than one source of data enabled the researcher to compare data and see whether
this data diverges or converges to cross validate the relationships identified from survey data.
Merriam (2009) explained that collecting data from different resources and obtaining similar results
increase the internal validity of the research and allow the researcher to corroborate the findings.
This was also suggested by Patton (2002) who explained that using more than one data source

reduces the bias that emerges from a single source.

Currell and Towler (2003) argued that using a mixed research method is more useful than using a
single method as the researcher can benefit from both the qualitative and the quantitative methods.
They explained that the ability of the researcher to address their research questions at different
stages of the study helps fill the gap and deepen and strengthen the knowledge. Both qualitative
research and quantitative research methodologies have their strengths and weaknesses, thus, by
using both, the researcher was able to benefit from the strength of one methodology to overcome
the weakness of the other. Tashakkori and Teddlie (2010) identified various justifications for using
mixed methods such as adding breadth to the study, using the results collected from one method to
inform the use of the second method and others. Creswell and Clark (2011) identified different
mixed methods for research designs like the transformative design, the convergent parallel design,

the sequential designs, which are either exploratory or explanatory, the embedded design and the
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multiphase design. They classified these designs based on certain criteria such as the degree of
“Interaction” between the quantitative and qualitative elements of the research, the “priority” or
the importance that is given to each of the approaches, the “timing” of collecting and analysing

both types of data and “the point of interface” or the stage where both approaches are integrated.

The mixed methods design followed in this study was the explanatory sequential design which is
appropriate when the researcher’s aim is to use the qualitative data to interpret and explain results
collected from quantitative data. Creswell and Clark (2011) recommended using this design when
a researcher has more focus on studying relationships between variables quantitatively but needs
to explain and support the resulting trends in the studied relationships. In this study, the quantitative
data were collected using questionnaires. The analysis of the quantitative data informed the
development of the qualitative data collection instruments. The semi-structured interview questions
and the focus group interview guide were developed to provide explanations to certain significant
and non-significant relationships that were identified. This is referred to by Creswell and Clark
(2011) as the “follow-up explanations” variant of the explanatory sequential design (see Figure

3.1).

Quantitative Follow u Qualitative Data

Data Collection WP Collection and » Interpretation
) with .

and Analysis Analysis

Adapted from Creswell &Clark 2011, p.69

Figure 4.1: Follow-up explanations variant of the explanatory sequential design
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The majority of studies in educational and non-educational contexts that were reviewed, adopted a
quantitative approach and used correlations to study the relationships. In this study, an additional
qualitative approach was deployed to provide an in-depth explanation of some of the findings and
to elucidate why results from this study diverge or converge with findings of other studies that were
conducted in different contexts. This was very important in this study especially when explaining
the disagreement with findings from studies in different contexts. Beliefs, views and perceptions
of participants, which might have determined this disagreement, vary across contexts and the best

ways to unveil these was a qualitative approach.

This study aimed at exploring the relationship between the culturally-linked leadership styles of
principals and teachers’ job satisfaction in Abu Dhabi public schools. The study also examined the

organisational commitment of teachers and its role as a mediator in this relationship.

The following are the four research questions that were derived to address the aim of the study:

1. What are the leadership styles that school principals adopt and to what extent do their own
perceptions of leadership styles differ from their teachers’ perceptions of their leadership
styles?

2. To what extent are the leadership styles of the school principals as perceived by their
teachers linked to their teachers’ job satisfaction?

3. To what extent do organisational commitment dimensions mediate the leadership styles-
job satisfaction relationships?

4. How are the national culture dimensions of the principals linked to the leadership style

they adopt?
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4.2. Philosophical Paradigm

Each research approach has its philosophical foundation or paradigm that outlines and guides its
processes and the approach in this research was an explanatory sequential mixed method approach.
Hall (2013) stated that there has been a debate on what philosophical foundation should accompany
it. He argued that researchers who adopt a mixed method approach can take any of the three stances:
a-paradigmatic stance, a multiple paradigm stance and a single paradigm stance. Researchers who
take the a-paradigmatic stance ignore the research paradigm and believe that methodology and
epistemology are not related (Patton, 2002). In using multiple paradigm stance, researchers use
different paradigms that are appropriate and relevant to the mixed method research design that they
are adopting (Creswell & Clark, 2011). In this study, the philosophical paradigms that were used
are a post-positivist foundational philosophy in the first stage, which is quantitative, and a
constructivist philosophy in the second qualitative stage and this use of a different philosophical
assumption in each stage was endorsed by Creswell and Clark (2011). Each stage in the study was

based on the appropriate philosophical assumption as detailed in the following.

In the post-positivistic paradigm, a basic characteristic is “determination” where there is a cause
for each outcome or effect, and in this study, there was a need to investigate the effect of different
leadership styles of principals on the job satisfaction of teachers, which has been already
investigated in earlier studies. Moreover, post-positivists are “reductionists” who focus on
variables and relationships between them, which was precisely what this study aimed at. In
addition, data were collected empirically to confirm or refute earlier findings. On the other hand,
and in the second stage of the study, the constructivist paradigm was the base. With this paradigm,

phenomena are constructed and can be understood through social interaction. In this study the aim
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was “understanding” the relationships by exploring different participants’ beliefs and views to
explain the relationships in the context of the United Arab Emirates, to develop a pattern of
meanings and to elaborate on findings from other studies that were in contradiction or agreement

with findings of this study.

4.3. Participants and Site

The target population was Emirati teachers and Emirati principals in ADEK government schools
in the emirate of Abu Dhabi. In the emirate of Abu Dhabi, there are 255 schools that have both
Emirati and expat teachers. The Emirati teachers are distributed across different school cycles (see
Table 4.1). ADEK government schools were identified as an appropriate site for the purpose of the
study due to the fact that the majority of principals are Emiratis, unlike private schools where the
majority of principals are from the west, and this constitutes a suitable sample to study national

culture. In addition, the majority of Emirati teachers are employed in government schools.

Number of Teachers
Nationality Kinder Garten Cycle 1 Cycle 2 Cycle 3 Total
Emirati 664 1504 818 1569 4555

Table 4.1: Distribution of Teachers by School Cycle

Convenience sampling was deployed for the quantitative data collection stage, and it is an
alternative sampling strategy that is usually used in an educational setting when other sampling
strategies are not possible (M. D. Gall, J.P. Gall & Borg, 2010). Fraenkel et al. (2015) explained
that a disadvantage of convenience sampling is that the sample might be biased and cannot be
considered a representative of the population and recommended including demographic
information. The sample of participants consisted of Emirati teachers and Emirati principals who

satisfied the required criteria in an attempt to reduce bias. The teachers who took part in this study
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have spent at least one year in their school and were under the supervision of their current principal,
while the participating principals were those who have been in the principal position in their current
school for at least one academic year. Random sampling was used in the qualitative data collection
stage where participants, who expressed their interest in taking part in the interviews, had an equal
and independent chance of being selected (Cohen et al. 2011; Fraenkel et al. 2015). Due to the
small size of the sample, there is no guarantee of representativeness and the differences between
the sample and the population are due to chance of selection and not the bias of the researcher

(Fraenkel et al. 2015). Table 4.2. summarises the sampling techniques of various participants.

Participants Sampling Technique
Quantitative Data Qualitative Data

Teachers Convenience Random

Principals Convenience Random

Table 4.2: Sampling Techniques of Participants

4.4. Instrumentation

The purpose of this study was to investigate the leadership style that principals in Abu Dhabi public
schools adopt and the job satisfaction of teachers in these schools as well as the relationship that
exists between these variables. The study also examined the organisational commitment of teachers
and its role as a mediator in the leadership styles-job satisfaction relationship. In addition, the study
investigated the effect of the national culture dimensions of the principals on the leadership style
that they adopt. The study adopted a sequential explanatory design and used four different measures
to collect data. An important element of the research design is the selection of these measurements

as the appropriate selection contributes to the soundness of this design (Sekaran, 2003).
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Additionally, Zohrabi (2013) explained that utilizing various qualitative and quantitative measures
to collect data magnifies its validity through increased trustworthiness and dependability. He
affirmed that a valid research is that which is believable and which measures what is supposed to
measure. This is only achievable by ensuring validity across the various stages of the research that
include but are not limited to instrument development, data collection, data analysis and
interpretation. The two quantitative tools used in this study were the teachers’ questionnaire and
the principals’ questionnaire, and the qualitative tools were the principals’ semi-structured
interviews and the teachers’ focus group interviews. The details of both types of instruments are

presented in this section of the chapter.

4.4.1. Quantitative Instruments: Questionnaires

Questionnaires are self-reported instruments that can be qualitative, quantitative or mixed
questionnaires (Johnson & Turner, 2003). A qualitative questionnaire is unstructured and
incorporates open-ended questions only that are answered by participants using their own words.
In mixed semi-structured questionnaires, the researchers can include both open-ended and closed-
ended questionnaires and a single question can be both closed and open-ended. A quantitative
questionnaire is the structured one that includes only closed-ended questions, and this is the type
of questionnaires that was used in this research study. Using questionnaires as a data collection
method has various advantages such as quick turn-around time, high validity for the questionnaires
that were well-structured and tested before and easy data analysis if they are quantitative. On the
other hand, questionnaires have some disadvantages such as the possibility of missing data, pattern
answering and the tendency of the participants to select the scale at one side or the mid-point of

the scale (Brace, 2008; Cohen et al. 2011). However, some items in the questionnaires used in this
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research were negatively worded to change the pattern so that the participants will not have the

tendency of answering the questions in the same way i.e. positively or negatively.

The two questionnaires used in this research are the principals’ questionnaires and the teachers’
questionnaires. The principals’ questionnaire (see Appendix A) included a demographic section
with questions about age, gender, education degree, number of years as a principal in general and
in their current school in particular. The second section of the question of the questionnaire
incorporated Bass and Avolio’s (2004) Multifactor Leadership Questionnaire (5x-Short) in its
leader form to measure the principals’ perceptions of their leadership style. The third section of the
questionnaire was Dorfman and Howell’s (1988) national culture instrument that was used to
measure that national culture dimensions that characterise the principals. The teacher questionnaire
(see Appendix B) included a demographic section with questions on age, gender, education degree,
years of experience as a teacher in general and in the current school under the supervision of the
current principal in particular. The second section was Spector’s (1985) Job Satisfaction instrument
that measured teachers’ job satisfaction, while the third section was Meyer and Allen’s (1997)
Three-Component Model (TCM) Employee Commitment instrument that measured the
organisational commitment of teachers. The last section incorporated the Multifactor Leadership
Questionnaire (5x-Short) in its rater form to measure the teachers’ perceptions of the leadership

style that their principals adopt.

The importance of validity and reliability to the value of the findings generated from the study was
highlighted by Lincoln and Guba (2005), and this section explains how these were ensured.
Fraenkel et al. (2015) explained that an instrument is said to be valid when inferences made, based

on the results collected using that instrument, are correct. They also added that validity is not only

118



determined by the instrument itself but by the process of using that instrument. Among various
types of validity is the content validity which is related to the content and the format of the
instrument which should “fairly” and “comprehensively” cover what should be measured (Cohen
et al. 2011, p. 188). In this study, three of the researcher’s colleagues, who are active researchers
in the field of leadership and social sciences, were asked to review the content and the format of
the instruments to ensure their appropriateness in measuring what is intended to be measured.
Another type of validity is the construct validity which refers to the conformation of an instrument
to the theoretical context within which it is located (Cohen et al. 2011). The convergent and
discriminant validity, which are the two facets of construct validity were ensured in this study by

running factor analysis and collinearity diagnostics.

As for reliability, Fraenkel et al. (2015) defined it as “the consistency of the scores obtained-how
consistent they are for each individual from one administration of an instrument to another and
from one set of items to another” (p. 155). In quantitative research, reliability can be measured as
stability using the test-retest method, as equivalence using the equivalent-forms method and as
internal consistency using the split-half procedure or Cronbach’s alpha. The advantage of
measuring reliability as internal consistency is that the test is run once, while with stability and
equivalence, the test should be run twice (Cohen et al. 2011). This internal consistency measures
“the extent to which all the items in a test measure the same concept or construct” (Tavakol &
Dennick 2011, p. 54). The value of Cronbach’s alpha that measures the internal consistency varies
between 0 and 1, and various values of Cronbach’s alpha were identified by researchers as
acceptable. Cohen et al. (2011) reported values of 0.67 and above to be acceptable while Tavakol

and Dennick (2011) reported 0.7 to 0.95 values as acceptable. Hinton et al. (2004) argued that
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although there is a debate among researchers on the cut-off scores of Cronbach’s alpha, a score of
"0.5 to 0.7 is generally accepted as indicating a moderately reliable score™ (p. 363). Cronbach’s
alpha was used in this study to evaluate the internal consistency of various instruments that were
used to measure the investigated constructs. Details of each instrument, its validity and reliability

are discussed below.

4.4.1.1. Multifactor Leadership Questionnaire (5x-Short)

To investigate different leadership styles of the school principals, the Multifactor Leadership
Questionnaire (MLQ) (5x-Short) was adopted from Bass and Avolio (2004) to measure the extent
to which school principals show transformational, transactional and passive avoidant leadership
styles. MLQ consists of 45 questions that measure leadership practices and leader outcome factors;
however, in this study only the 36 questions of the leadership practices were used where four
questions corresponded to each dimension of the three leadership styles. 20 questions were used to
assess the transformational leadership style that encompasses the five dimensions of intellectual
stimulation, inspirational motivation, individual consideration, idealised influence (Attributed) and
idealised influence (Behaviour). The transactional leadership style was measured using the eight
questions that correspond to the two dimensions of contingent reward and management by
exception (Active) while the other eight questions measured the dimensions of management by

exception (Passive) and laissez faire of the passive avoidant leadership style.

The MLQ exists in two forms where the leader form was used in the principals’ questionnaire and
principals were asked to judge how frequently each statement fitted them. The other form of MLQ
is the rater form which was administered in this research to the teachers, to evaluate how frequently

each statement fitted their current principal. Both forms of the questionnaire used a 5-point Likert

120



scale to describe the frequency of occurrence of each of the 36 statements: Not at all, Once in a
while, Sometimes, Fairly often and Frequently if not always and where the numerical values of

these scales ranged from 1 for Not at all to 5 for Frequently if not always.

Previous versions of the multifactor leadership questionnaire were criticised for various reasons
such as combining the behaviours and attributions in the idealised influence dimension and lacking
discriminant validity (Hunt 1999; Yukl 2010). Nevertheless, Ozaralli (2003) stated that it is the
most valid instrument that can be used to study leadership styles, and this was echoed by Kirkbride
(2006) who posited that it is an extensively used instrument in studying leadership. Muenjohn and
Armstrong (2008) evaluated the structural validity of the MLQ (5x-Short) and confirmed its
appropriateness and adequacy to measure all the leadership styles and their dimensions.
Confirmatory factor analysis from various previous studies showed that the MLQ (5x-Short)
demonstrates stable factor structure (Antonakis et al. 2003; Lowe, Avolio & Dumdum, 2013).
Antokanis and House (2015) reported that the latest version of MLQ is the best validated

instrument to be used when adopting the full range leadership theory to explore leadership styles.

Kelloway, Barling, and Helleur (2000) reported high correlation between items of the same scales;
however, Bass and Avolio (2004) addressed these issues in the MLQ (5x-Short). The MLQ (5x-
Short) proved to be a very precise and effective instrument in different contexts (Nazarian, 2013)
including educational, military, manufacturing, health services and other disciplines and in around
300 research studies at the master’s and doctoral levels between 1995 and 2004 (Bass & Avolio,
2004). The instrument was used widely in K-12 educational settings (e.g. Dale 2012; Kieres 2012;
Koh, Steers & Terborg 1995; Waters 2013) and across European, African and Asian countries

including the Middle East (e.g. Nazarian, 2013).
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The internal consistency of the Multifactor Leadership Questionnaire (5x-Short) was tested by Bass
and Avolio (2004) in a study on 27,285 participants in the USA and Cronbach’s alpha score ranged
between 0.69 and 0.83 for the nine scales. MLQ (5x-Short) showed high reliability indices in many
studies that adopted it; Alsayed, Maotaghi and Osman (2012) emphasized that it has high reliability
regardless of the language. The overall reliability of its items, when administered in Arabic
language to participants in Palestine, was 0.95 and the range of different items reliability was 0.85
to 0.86. Moreover, this instrument was used in many empirical research studies that investigated
the relationships between leadership styles and other variables (Alsayed et al. 2012). This made it
appropriate for this study where the relationships between leadership styles, national culture,
organisational commitment and job satisfaction were explored. In the current study, Cronbach’s
alpha score ranged between 0.60 and 0.89 for the nine scales in the teachers’ questionnaire and

between 0.51 and 0.74 in the principals’ questionnaire (see Table 4.3).

Scales Cronbach’s Alpha
Bass & Bass Current Study Current Study
(2004) Teachers Principals
Transformational Leadership
Intellectual Stimulation .75 .82 52
Inspirational Motivation .83 .89 74
Individual Consideration a7 .64 57
Idealised Influence(Attributed) 75 .66 .61
Idealised Influence (Behaviour) .70 .69 .63
Transactional Leadership
Contingent Rewards .69 .82 .62
Management by Exception(Active) 75 .60 .65
Passive Avoidant Leadership
Management by Exception(Passive) .70 .60 .60
Laissez Faire g1 .64 51
Sample Size 27,285 438 51

Table 4.3: Internal Consistency Reliability of the MLQ (5X-Short)
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4.4.1.2. Spector’s Job Satisfaction Survey (JSS) Questionnaire

Job satisfaction can be measured by adopting a comprehensive approach to measure the overall job
satisfaction or by adopting an approach that identifies satisfaction with each of the facets of the job
(Spector, 1997). In this study, Spector’s (1985) Job Satisfaction Survey (JSS), a 36-item
questionnaire, was used to measure the nine facets of job satisfaction including pay, promotion,
supervision, fringe benefits, contingent rewards, operating conditions, co-workers, nature of work
and communication where four questions were used to rate satisfaction with each of the nine facets.
19 of the 36 items were negatively worded and the values were recoded before calculating the
satisfaction scores (see Table 4.4). The questionnaire was used with teachers who were asked to
judge the extent to which they agree with each of the statements, on a 5-point Likert scale that
ranged from strongly disagree that was given a value of 1 to strongly agree that was given a value

of 5. The scales of disagree, undecided and agree were given the values of 2, 3 and 4 respectively.

Scales Item number
Pay 1, 10r, 19r, 28
Promotion 2r, 11, 20, 33

Supervision 3, 12r, 21r, 30
Fringe benefits 4r, 13, 22, 29r
Contingent rewards 5, 14r, 23r, 32r
Operating Conditions 6r, 15, 24r, 31r
Co-workers 7, 16r, 25, 34r
Nature of Work 8r, 17, 27, 35

Communication 9, 18r, 26r, 36r

Table 4.4: Items on the Job Satisfaction Survey

JSS questionnaire was used firstly because of its appropriate length compared to other widely used
job satisfaction surveys such as Minnesota Satisfaction Questionnaire (MSQ) and Job Descriptive
Index (JDI), and secondly because different facets of job satisfaction might have different

relationships with the variables of perceived leadership style and organisational commitment of
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teachers. This is an advantage of using an instrument which measures multifacets of a construct as
it provides an in-depth understanding of the relationships between the constructs at each of the
dimensional levels (Hirschfeld, 2000). This instrument was also chosen due to its high validity and
reliability as reported by Spector (1985) and other researchers (Van Saane et al. 2003) and values
of Cronbach’s alpha are reported in the reliability section. The overall Cronbach’s alpha calculated
from a sample of 2,870 participants who responded to the survey was 0.91 and the Cronbach’s
alpha for the facets ranged from 0.60 to 0.82. In addition, Cronbach’s alpha of a test-retest
reliability from 43 respondents of the original sample ranged from 0.37 to 0.74 indicating stability
of responses over time (Spector, 1997). In the current study, the overall Cronbach’s alpha
calculated from the sample of 438 Emirati teachers was 0.89 and the Cronbach’s alpha for the

facets ranged from 0.57 to 0.78 (see Table 4.5).

Scales Cronbach’s Alpha

Initial Study Test-Retest Current Study
Pay 75 45 61
Promotion 73 .62 57
Supervision .82 55 .78
Fringe benefits 73 37 .67
Contingent rewards .76 .59 .67
Operating Conditions .62 g4 e
Co-workers .60 .64 .59
Nature of Work .78 54 .67
Communication 71 .65 74
Total 91 71 .89
Sample size 2,870 43 438

Table 4.5: Internal Consistency Reliability of the Job Satisfaction Survey
4.4.1.3. The Three Component Model (TCM) Employee Commitment Questionnaire

In this study Meyer and Allen’s (1997) multidimensional model to studying organisational
commitment was adopted. Meyer and Allen have developed a scale that has undergone a number

of revisions to measure the three dimensions of the construct, and the latest updated version of this
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scale is the TCM Employee Commitment Questionnaire that includes18 items (Meyer & Allen,
2004). Different research studies that investigated organisational commitment, with Meyer and
Allen’s approach as the foundational theory, adopted their scale and recommended it at the end of
their studies. These studies provided empirical evidence of the validity and reliability of this
instrument in measuring the three dimensions of the construct (Dunham et al. 1994; Karim & Noor,
2006; Reilly & Orsak, 1991). The questionnaire was used with teachers who were asked to judge
the extent to which they agree with each of the statements, on a 5-point Likert scale; strongly

disagree, disagree, undecided, agree and strongly agree and that were given values of 1 to 5.

As mentioned before, various studies that adopted the TCM employee commitment survey
questionnaire, showed its reliability. Meyer et al. (2002) conducted a meta-analysis on different
studies that incorporated Meyer and Allen’s approach in the conceptual framework and used their
instrument. Results showed that the scales were reliable and affective commitment scored 0.82,
normative commitment scored 0.76 and continuance commitment scored 0.73. Among the studies
included in the meta-analysis was Abdulla and Shaw’s (1999) study that took place in the UAE.
Jaros (2007) corroborated the above and reported that various researchers proved the applicability
of the Meyer and Allen’s three component model and the validity of their instrument in the Middle
East, a context similar to the context of this study. In addition, Allen and Meyer (1996) reported

that the available longitudinal data show test-retest reliabilities that are within an acceptable range.

In a study that Cetin (2006) conducted in Turkey, to explore the relationship between job
satisfaction and organisational commitment of academics, the instrument proved to be reliable and
valid. The values of Cronbach’s alpha for affective commitment, continuance commitment and

normative commitment were 0.85, 0.69 and 0.83 respectively and the 18 items loaded appropriately
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under the three components. The instrument showed reliability in Arab countries where the overall
Cronbach’s alpha of the instrument in Shurbagi’s study (2015) of employees in the banking
industries was 0.80, and the Cronbach’s alpha in Shurbagi and Zahari’s study (2014) of employees
in the gas and oil industry was 0.91 for affective commitment, 0.72 for continuance commitment
and 0.91 for normative commitment. In the current study, Cronbach’s alpha was 0.86 for affective

commitment, 0.83 for normative commitment and 0.73 for continuance commitment (see Table

4.6).
Scales Cronbach’s Alpha
Affective Commitment .86
Continuance Commitment .73
Normative Commitment .83
Sample Size 438

Table 4.6: Internal Consistency Reliability of Organisational Commitment Scale
4.4.1.4. National Culture Questionnaire

To study the national culture, the focus was on a revised model of Hofstede. In his studies, Hofstede
used the value survey model (Hofstede, 1983) to measure cultural dimensions based on an
ecological level or country level. This value survey model (VSM) was criticised for its inability to
investigate cultural dimensions at the individual level (Dorfman & Howell, 1988; McCoy, Galletta
& King, 2005, Punnett & Withane, 1990). In addition, it was also criticised for its reliability,
validity and that some of the items are not related to their corresponding dimensions (Dorfman &
Howell, 1988; McCoy et al. 2005; Robinson, 1983; Wu, 2006). Thus, adopting Hofstede’s VSM
in this study was not appropriate since the aim was to investigate the cultural dimensions of
participants at an individual level rather than at a country level. However, Dorfman and Howell
(1988) extended measuring culture to the individual level by using Hofstede’s instrument and

another instrument developed by Haire, Ghiselli and Porter’s (1966) to come up with items that
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correspond to four dimensions; uncertainty avoidance, power distance, individualism and
masculinity. They also explained that they have added an additional dimension, paternalism, whose
importance was highlighted in literature of cross-cultural leadership (Ayman, 2004; Ayman &
Korabik, 2010). This questionnaire was administered to principals whose answers were based on a
5-point Likert scale; strongly disagree, disagree, undecided, agree and strongly agree and that were

given values of 1 to 5.

Dorfman and Howell’s (1998) instrument was used in various studies that investigated national
culture at the individual level (Fernandez et al. 1997; Wu, 2006) and had shown acceptable
reliability index that ranged between 0.63 for collectivism and power distance, 0.73 for uncertainty
avoidance and 0.8 for masculinity. In Robertson, Al-Khatib and Al-Habib’s (2002) study that
surveyed 365 employees from Saudi Arabia, Oman and Kuwait, Cronbach’s alpha was 0.74 for
collectivism, 0.71 for masculinity, 0.67 for power distance and 0.69 for uncertainty avoidance. The
relevance of Dorfman and Howell’s instrument to individual cultural dimensions, the reliability of
its scales in various contexts including countries in the Arabian Gulf region and its reliability when
administered in Arabic language made it appropriate to this study. In the current study, Cronbach’s
alpha was 0.63 for collectivism, 0.87 for masculinity, 0.76 for power distance, 0.67 for uncertainty

avoidance and 0.71 for paternalism (see Table 4.7).

Scales Cronbach’s Alpha
Collectivism .61
Masculinity .87

Power Distance .76
Uncertainty Avoidance .67
Paternalism 71
Sample size 51

Table 4.7: Internal Consistency Reliability of National Culture Dimensions
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4.4.2. Qualitative Data Collection Methods

4.4.2.1. Focus Group Interviews

A focus group interview is a data collection method where more interaction takes place between
the participants themselves than between them and the interviewer (Cohen et al. 2011). Morgan
and Krueger (1993) argued that this interaction provides insights when studying complex
behaviours and motivations. In focus groups, multiple perspectives on the same topic are collected
from various participants at the same time, and a better understanding of the previously collected
data on the participants’ perceptions of a certain topic is gained (Glesne, 2011). Morgan (1996)
indicated that the majority of researchers who use focus groups to collect data, use it in combination
with other data collection methods; mainly, individual interviews and questionnaires. He explained
that combining focus groups with questionnaires is “one of the leading ways when combining
qualitative and quantitative methods” (p. 134) and that the combination can be in four different
forms. The form that was adopted in this study used questionnaires as the main data collection
method and focus groups were used as follow-up data collection tools that aided in interpreting

results obtained from questionnaires.

Glesne (2011) highlighted that focus groups are valuable data collection methods, nevertheless,
they have certain drawbacks. She explained that some participants might not express their true
point of view when the views of others are quite different than theirs. In other cases, some
participants dominate the discussion and impact the amount and quality of data provided by other
participants (Johnson & Turner, 2003); however, this depends on the experience of the moderator.

The moderator in this study was the researcher who conducted four focus groups with six teachers
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in each group and who had previous experience in conducting focus groups in earlier research
studies. After analysing the quantitative data, the previously developed focus group interview
questions were reviewed and updated for the purpose of gaining a better understanding of the

findings of the quantitative data (see Appendix C).

In the quantitative survey administered to teachers, teachers were asked to provide their contact
details if they were willing to participate in a focus group interview. 32 participants were randomly
selected from the 128 teachers who expressed their interest in taking part in the interviews. The
randomly selected teachers were asked to give time slots of their availability and groups were
formed. After forming the groups, some teachers wanted to change the date and the time of their
scheduled interview and this was challenging at it required the reformation of the group which was
a time consuming exercise that required contacting various participants to accommodate their
preference. After forming the groups for the second time, some participants apologised on a very
short notice and this resulted in conducting four focus groups with six teachers in each. Each focus
group interview ran for an average of an hour and all interviews were taped after obtaining the

consent of the participants.

4.4.2.2. Semi-structured Interviews

Merriam (2009) identified various types of interviews based on how structured these interviews
are. She explained that these lie on a continuum where, on one end, there is the highly structured
interview, which is an oral form of questionnaires where the wording and order of questions are
predetermined. On the other end of the continuum, there is the unstructured or informal interview,
which is a form of “professional conversation”, where the questions are open-ended, exploratory

and flexible, and is usually used to generate questions for a more structured interview. In this study,
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semi-structured interviews which are placed at the middle of this continuum were used. With semi-
structured interviews the researcher uses an interview guide that has a list of questions which can
be used flexibly with no predetermined order or wording to collect the required data. Farr (1984)
described it as “a peculiar form of conversation in which the ritual of turn-taking is more formalized

than in the commoner and more informal encounters of everyday life” (p. 182).

Merriam (2009) argued that the advantage of using this type of interviews is that researchers can
respond to any new emerging ideas from the participants. These new emerging ideas will initiate
additional questions to further explore the new ideas brought up by the interviewees (Cachia &
Millward, 2011). Kvale and Brinkmann (2009), explained that the exchange in “inter-views” and
the interaction between the interviewer and the interviewees result in the construction of knowledge
(p.2). In addition, these interviews help the researcher understand the views and beliefs of
participants who cannot be observed (Patton, 2002; Merriam, 2009). 23 principals expressed their
interest in taking part in the interviews and 12 of them were randomly selected and contacted to
participate. Among these 12, only seven participated in a 45-minutes interview that took place in
their individual schools while the other five apologised a day before or on the day of the interview.
To make it up for the principals who apologised, another five principals were randomly selected
from the remaining 11; however, due to the time constraints and to the busy schedule of the
principals none of them were able to take part in the interviews. The questions of these interviews
(see Appendix D) were set to gain a better understanding of the quantitative data findings on the

principals’ leadership practices and their national culture dimensions.
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4.4.2.3. Trustworthiness of Qualitative Tools

The concepts of validity and reliability are important in qualitative research as well and much of
these depend on the perspective of the researcher (Fraenkel et al. 2015). However, there is more
focus on validity than on reliability in qualitative research (Lincoln & Guba, 2005) where the role
of reliability is limited to the “reliability of multiple coders on a team to reach agreement on codes”
(Creswell & Clark 2011, p. 211). Thus, to reduce the researcher’s bias and to ensure validity in
collecting the qualitative data in this study, certain procedures that were recommended by various
scholars were adopted (Cohen et al. 2011; Fraenkel et al. 2015; Onwuegbuzie & Leech, 2007).
Among these procedures is triangulation where data were collected using semi-structured
interviews with principals and focus group interviews with teachers which were audio-taped after
obtaining the participants’ consent. In addition, member checking or what is referred to as
respondent validation was implemented and all the transcribed semi-structured interviews were
sent back to the principals and two transcribed focus group interviews were sent to two teachers in
each of the corresponding groups to check for accuracy. Zohrabi (2013) asserted that through
member checking “the plausibility and truthfulness of the information can be recognised and

supported” (p.258).

Furthermore, during the interviews, the researcher was recording her thoughts about any
ambiguous data, and this is referred to as researcher reflexivity. Two other procedures that were
suggested by Fraenkel et al. (2015) to check the validity of qualitative research are external auditing
and interviewing participants more than one time. These procedures were adopted and one of the
researcher’s colleagues, who was involved earlier in reviewing the content validity of the

instrument, was asked to revise the qualitative data findings. In addition, two of the principals were
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interviewed twice with around a four-month gap between the interviews to check the consistency

of the responses over time.

4.4.2.4. Qualitative Data and Researcher’s Bias

In any research study, the researcher bias is a challenge that when the researcher is aware of tries
to account for, control and reduce. In this study, the researcher bias might have emerged from the
fact that the researcher was a teacher and might have had similar experiences to the teacher
participants. In addition the researcher works in an institution that is affiliated with ADEK, the
regulator of all schools in Abu Dhabi and this might have also introduced some bias. This bias,
could have affected the data collection stage when the researcher was conducting the interviews
and the focus groups through the body language, the expressions on the face and the tone of the
voice. The researcher was aware that the aforementioned factors might influence the answers of
the participants and thus tried to control them. For example, the opinions of the participants might
have been misunderstood due to the researcher’s subjectivity (Krueger & Casey, 2000).The
researcher attempted to be very objective and not to be influenced by her point of view through
being neutral and trying to ask the participants to clarify their answers and give more examples

rather than interpreting the answers her own way.

With any qualitative research, and throughout its various stages, ethical and methodological
dilemmas might come up and among these dilemmas is power relationships between the researcher
and the participants (Shaw, 2003). Litosseliti (2003) explains that data collected from focus groups
might be unnatural because the researcher controls the discussion. Miller, Strier and Pessach (2009)
argue that during the interviews, the control is in the hands of the participants and it’s the

relationship that the researcher builds with participants which determines the quality and quantity
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of collected data. The researcher interviewed teachers and principals and the relationship that
existed between the researcher and the two types of participants might have been different due to
the nature of the job of each and due to their position on the hierarchy. The researcher managed to
maintain equilibrium and not to control or to be controlled by both participants and this balance
was achieved by adopting certain strategies during the interviews. To begin with, the researcher
used the appropriate language which was customised to suit the capabilities and the experience of
principals and teachers as recommended by Few, Stephens and Rouse-Arnett (2003). The
researcher also limited her role in the focus groups to be a moderator who is organising the
discussion rather than controlling and influencing it. Furthermore, the researcher accommodated
the participants’ criticism of certain aspects of the research by allowing open communication and
giving me the opportunity to object if required as suggested by Bravo-Moreno (2003) and
Brinkmann and Kvale (2005) but by keeping control in balance. This balance was attained by using
different strategies when interviewing different participants. With teachers, | presented myself as
a teacher who had their job for a number of years and who shared their concerns and the challenges
that they faced and this strategy was successful and there was a balance in the power distribution
between the researcher and the teacher participants. With principals, | presented myself as a
professional working in a teacher training college and as a researcher whose interest in the field of
leadership might inform policy and practice that might contribute to the success of this reform.

This strategy as well resulted in a fairly balanced power between the two parties.

In addition to the data collection, the researcher’s bias might have been extended to the data
analysis. Kvale and Brinkman (2009) explain that the “perspectival subjectivity” might appear in

the interpretation of the interview findings; however, they argue that this bias is an enrichment of
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the findings rather than a draw-back. While interpreting and reporting the findings, the researcher
requested one of her colleagues who is a qualitative researcher and who is familiar with the topic
to review the qualitative findings. Armstrong et al. (1997) highlighted the importance of using the
process of inter-rater reliability or moderation in interpreting qualitative data to ensure rigour and
to reduce bias. In addition, the researcher reduced his bias by employing triangulation and this was

elaborated on in the above.

4.5. Translation

Surveys were administered in Arabic and interviews and focus groups were conducted in Arabic
as well, as the sample of participants are Emiratis whose first language is Arabic. Two techniques
for translation were implemented where the parallel blind technique (Werner & Campbell, 1970)
was used in the first stage and the questions were translated from English to Arabic by two
professional translators. Both sets of translated questions were compared and analysed then some
amendments were made, and the final set of translated questions was submitted to the researcher.
The researcher is fluent in both languages and this helped in accounting for any issues in the
translation that may have resulted from any misconceptions that both translators had (Behling &
Law, 2000). The second technique was back-translation where the final set of questions was then
translated back to English by another professional translator who is not familiar with the
instruments (Brislin, 1986). The original and the translated surveys, interview gquestions and focus
group questions were compared, and minimal differences were spotted so the final set that resulted

from the parallel blind translation was used.
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For the qualitative data that was collected from interviews and focus groups, all transcripts were in
Arabic and only direct quotes used to explain the findings were translated into English. The expert
team approach of collaborative translation was used to ensure the quality of translation of quotes
(Douglas & Craig 2007).The selected quotes were translated from Arabic to English by two
professional translators, and the two versions were submitted to the researcher. The researcher held
meetings with the two translators and an independent reviewer who is the researcher’s colleague
and who is familiar with the topic. The expert team compared and discussed the two versions for
clarification and assurance that the translation was accurate and reflected the Arabic meaning. The
final version was revised by the bilingual researcher who is familiar with the appropriate language.

4.6. Data Analysis
The quantitative and qualitative data, collected through various instruments that were administered

to teachers and principals, were analysed. Quantitative data were analysed using various statistical

tests while thematic analysis was used to analyse qualitative data (see Table 4.8).

RQ Research Instruments Participants Data Analysis
Quantitative Qualitative Quantitative Qualitative
1 MLQ (5X-Short) Focus groups 51 Principals  Descriptive Statistics Thematic
Semi-structured 438 Teachers  Analysis of Analysis
interviews Variances
(IBM SPSS Statistics
Version 22)
2 MLQ (5X-Short) Not applicable 438 Teachers  Structural Equation Not
Spector’s JSS Modelling -(SEM) applicable
(Mplus Version 7.0)
3 MLQ (5X-Short) Not applicable 438 Teachers  Bootstrapped Tests Not
Spector’s JSS of simultaneous applicable
TCM Employee indirect effects
Commitment (Mplus Version 7.0)
Questionnaire
4 MLQ (5X-Short) Focus groups 51 Principals  Structural Equation ~ Thematic
Dorfman & Semi-structured 438 Teachers  Modelling —(SEM) Analysis
Howell interviews (Mplus Version 7.0)

Questionnaire

Table 4.8: Summary of Data Collection and Analysis
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4.6.1. Data Cleaning and Preliminary Analyses

Data analyses were conducted using IBM SPSS Version 22 and Mplus Version 7.0. Before
conducting the preliminary analyses, data must be cleaned up to remove any invalid data, deal with
missing values and compute summary scores that will be used in the analysis (Dilalla & Dollinger,
2006). To begin with, collected data were scanned visually and responses that showed a clear
pattern were dropped from the sample. As for the missing data, descriptive statistics were checked
and 2% of the data were found to be missing and this is considered acceptable (Tabachnick &
Fidell, 2007). After dealing with the missing data, summary scores were computed. This started
with recoding the reversed items that was done using the “Recode” command in IBM SPSS Version
22 then summary scores were computed using the “Compute” command. Responses from teachers
were averaged for each of the styles and dimensions of the leadership measure, the dimensions of
the organisational commitment measure, the facets of job satisfaction and the overall job
satisfaction measure. Responses from principals were averaged for each of the styles and
dimensions of the leadership measure and for the dimensions of the national culture measure. The
assumption of normality was tested, and the values of skewness and kurtosis were in the acceptable
range (Kline, 2010; see Tables 4.3, 4.4, 4.6, 4.12 & 4.13). Moreover, collinearity diagnostics were
conducted and the tolerance and Variance Inflation Factor (VIF) values were inspected. Results

showed that all values of VIF were less than 10 (Cohen et al. 2003)

After cleaning the data, confirmatory factor analyses (CFAs) were conducted. It is the most
appropriate factor analytic technique to use in this study as the MLQ (5X-Short), Spector’s Job
Satisfaction and TCM Employee Commitment instruments of the models of leadership,

organisational commitment and job satisfaction being studied have been fully developed and the

136



structure of their factors have been validated. Thus, CFAs were used to evaluate and test
statistically the adequacy of those models and their goodness-of-fit to the sample data. CFA was
conducted, using Mplus Version 7.0 software, on data collected from teachers’ responses to MLQ
(5X-Short), Spector’s Job Satisfaction and TCM Employee Commitment instruments. The
adequacy of the models and their goodness-of-fit to the sample data were measured using the
Tucker-Lewis index (TLI), Comparative Fit Index (CFI), Root Mean Square Error of
Approximation (RMSEA) and Standardised Root Mean Square (SRMR) indices where TLI and
CFI values greater than .95, and RMSEA and SRMR values less than .08 would indicate that the
model is adequate (Browne & Cudeck, 1993; Hu & Bentler, 1999; Byrne, 2010). All values of
these indices were in the acceptable range and all models showed good foot to data (see Appendix
E). As for the data collected from principals’ responses to MLQ (5X-Short) and the national culture

instrument, CFA was not conducted due to the small sample size (Mundfrom, Shaw & Ke, 2009)

Before conducting the Confirmatory factor analysis (CFA) and constructing the scales, internal
consistency reliability (Cronbach’s alpha) was examined and all items were in the acceptable range.
Nevertheless, the Cronbach’s alpha of the operating conditions facet items of the job satisfaction
was far below the cut-off point, thus, those items were deleted and not included in the CFA while
all other items of job satisfaction loaded under their scales. When running the CFA on the MLQ
(5X-Short), all items of the transformational leadership style loaded under their four corresponding
dimensions, and similarly, all the passive avoidant leadership items loaded under their two
corresponding dimensions. As for the transactional leadership style, running the CFA resulted in
all items loading under their corresponding two dimensions with the exception of one item from

the Management by Exception (Active) of the transactional leadership and was deleted from the
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analysis. For the TCM Employee Commitment questionnaire, three items from the continuance
commitment dimensions of the organisational commitment did not load under their corresponding

dimension and were deleted.

4.6.2. Quantitative Data Analysis

Research Question 1:

What are the leadership styles that school principals adopt and to what extent does their own

perception of leadership styles differ from their teachers’ perceptions of their leadership styles?

To answer this question, descriptive statistics, including means and standard deviations, were
computed to examine the leadership styles of principals as perceived by the principals as well as
the leadership styles of principals as perceived by their teachers. The means and standard deviation
values of the transformational, transactional and passive avoidant leadership styles were computed.
In addition, means and standard deviations values of the nine dimensions of the intellectual
stimulation, inspirational motivation, individual consideration, idealised influence (Behaviour),
idealised influence (Attributed), management by exception (Active), contingent reward,

management by exception (Passive) and laissez faire were calculated.

One-way analysis of variance (ANOVA) was conducted to examine whether or not the teachers’
perceptions of their school principals’ leadership styles differed statistically significantly from their
principals’ own perceptions of their leadership styles.

Research Question 2:

To what extent are the leadership styles of principals as perceived by their teachers linked to the

job satisfaction of the teachers?
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Structural equation modelling (SEM) analysis (Kline, 2010) was used to investigate the extent to
which leadership styles of principals as perceived by the teachers are linked to the job satisfaction
of teachers. SEM was used because it provides correct parameters i.e. avoid inflation in the 3 value
in the regressions. Path analyses were performed to investigate the relationships between the

leadership styles and their dimensions and the overall job satisfaction.

The relationships between the leadership styles and overall job satisfaction were first investigated

(see Figure 4.2).

Transformational
Leadership

Transactional
Leadership

Job Satisfaction

L4

Passive Avoidant
Leadership

Figure 4.2: Relationships of Leadership Styles and Job Satisfaction

The relationships between dimensions of each of the transformational, transactional and passive
avoidant leadership styles and overall job satisfaction were also investigated (see Figures 4.3, 4.4

and 4.5).
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Figure 4.3: Relationships of the dimensions of Transformational Leadership and Job Satisfaction

Contingent Reward \
/ Job Satisfaction

Management by Exception
{Active)

Figure 4.4: Relationships of the dimensions of Transactional Leadership and Job Satisfaction

Management by Exception
(Passive)

Job Satisfaction

\/

Laissez Faire

Figure 4.5: Relationships of the dimensions of Passive Avoidant Leadership and Job Satisfaction
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Research Question 3:

To what extent do organisational commitment dimensions mediate the leadership styles-job
satisfaction relationships?

To explore the mediating effect of organisational commitment dimensions on the leadership styles-
job satisfaction relationship, bootstrapped tests of simultaneous indirect effects were conducted
(Preacher & Hayes, 2008) using Mplus Version 7.0 software. This method was used as other tests
of mediation such as the causal steps strategy (Baron & Kenny, 1986) and Sobel test (Sobel, 1982)
have been criticised for having some flaws (Preacher & Hayes 2008, Zhao, Lynch & Chen, 2010).
Bootstrapping has a better statistical power than the previously mentioned tests and can maintain
control over Type I error (Williams & MacKinnon, 2008). Estimates of mediated and indirect
effects, bias-corrected (BC) bootstrap confidence intervals (CI) that is based on 5,000 bootstrap
samples (Preacher & Hayes 2008) were calculated. The independent variables were the leadership
styles and their dimensions, the dependent variable was the overall job satisfaction and the
mediators were the three organisational commitment dimensions; affective commitment,
continuance commitment and normative commitment. The mediation effect of the organisational
commitment dimensions in the relationship between the styles of leadership and the overall job

satisfaction was investigated (see Figure 4.6).
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Figure 4.6: The Mediating Effect of Organisational Commitment in the Leadership Styles — Job
Satisfaction Relationship

A further investigation of the mediation effect of the organisational commitment dimensions in the

relationship between the dimensions of each of the leadership styles and the overall job satisfaction

was conducted (see Figures 4.7, 4.8 and 4.9).

Intellectual
Stimulation

Affective
Commitment \
Individual g

Consideration Normative
Commitment

Inspirational
Maotivation \ l

=t

Job Satisfaction

Continuance

Idealised Influence - '
Commitment

{Attributed)

Idealised Influence %

({Behaviour)

Figure 4.7: The Mediating Effect of Organisational Commitment in the Transformational
Leadership — Job Satisfaction Relationship
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Figure 4.9: The Mediating Effect of Organisational Commitment in the Passive Avoidant




Research Question 4:

How are the national culture dimensions of the principals linked to the leadership style they adopt?

Structural equation modelling (SEM) analysis (Kline, 2010) was used to investigate the extent to
which national culture dimensions of principals are linked to the leadership style they adopt. SEM
was used because it provides correct parameters i.e. avoid inflation in the 3 value in the regressions.
Path analyses were performed to investigate the relationships between the dimensions of national

culture and the leadership styles (see Figure 4.10).

Uncertainty Avoidance -
Transformational
Leadership

Collectivism

A

Power Distance Transactional Leadership

Masculinity

Passive Avoidant
Leadership

Paternalism

A

Figure 4.10: Relationships of National Culture Dimensions and Leadership Styles
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This was followed by path analyses to investigate the relationships between national culture
dimensions and the dimensions of transformational leadership, transactional leadership and passive

avoidant leadership styles (see Figures 4.11, 4.12 & 4.13).

Uncertainty Avoidance Intellectual Stimulation
. L L . —
Collectivism Inspirational Motivation
>
Power Distance \ Individual Consideration

Idealised Influence
(Attributed)

Y

Masculinity

Idealised Influence
(Behaviour)

Paternalism

4

Figure 4.11: Relationships of National Culture Dimensions and Transformational Leadership
Dimensions
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Figure 4.12: Relationships of National Culture Dimensions and Transactional Leadership
Dimensions
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Figure 4.13: Relationships of National Culture Dimensions and Passive Avoidant Leadership
Dimensions
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4.6.3. Qualitative Data Analysis

“Understanding how to make sense of text and images so that you can form answers to your
research questions” is a requirement for analysing qualitative data (Creswell 2013, p. 236). Six
common steps for qualitative data analysis were identified by Creswell and these steps do not have
to be sequential; however, preparing and organising the data for analysis would be the first step for
all researchers. To prepare and organise the data, all the audio files were saved in folders titled
teachers’ focus groups and principals’ interviews, which was followed by transcribing the data and
saving it to the appropriate folders as well. The second step was exploring the transcribed data
through coding it and this was done through hand-analysis which the researcher chose over
computer analysis for various reasons. Creswell (2013) recommended hand analysis when the data
base is small and when the researcher wants to keep a closer look at the data and has the capacity

to do so.

To code the transcribed data, the researcher followed the general coding procedures which were
recommended by Creswell (2013). After reading all transcriptions to make sense of the whole data,
the coding of these transcriptions was conducted. This starts by identifying text segments that are
sentences or paragraphs related to one idea then assigning a code to each text segment. Actual
participants’ words were used as codes and this is referred to as “in vivo” codes (Creswell, 2013).
Similar codes were then grouped together to represent common ideas that were referred to as

themes (see Tables 4.9, 4.10, 4.11 & 4.12).
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Table 4.9 presents examples of text segments that were identified from the transcriptions, the codes

that were assigned and the themes that were given for each group of codes where under each of the

transformational leadership dimension, an average of two themes emerged.

Transformational| Theme Codes Examples of Text Segments
Leadership
Inspirational Motivational | e Guest speakers e | invite guest speakers to talk about
Motivation Activities e Gatherings their advancement along their
e Sessions career path
¢ | organise with the teachers an
afternoon tea gathering where we
discuss a book or the biography of
a leader
o At the beginning of the year and
during the orientation session, | put
an apple on a plate
Positive e Words e Sometimes, a nice word, a gesture,
reinforcement | e Compliments a compliment, a surprise like a
o Gestures small cake on a birthday, an email
to check on a teacher if she is on
leave for personal circumstances
e She compliments me and motivates
me for doing a great job. She says
very kind words that would
motivate me
Individual Evaluation of | e Strengths/Weaknesses |e I can spot the strengths and
Consideration Teachers’ e Needs weaknesses of my teachers from
Needs e Abilities their performance appraisals and
o Self-Evaluation walkthroughs.
e Walkthrough e We also have self-evaluations and
o Appraisals I can tell sometimes that the

teachers are not being honest in
their self-evaluation

e He tries to make use of our points
of strength and assigns us to
teams based on our abilities

Professional
Development
Support

e Peer Observations
e Workshops
e Share experiences/best

practices

e | ask them to support others who
have this area as a weakness or
challenge like running
professional development
workshops, discussion sessions
and peer observations
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(Behavoiur)

vision

Transformational| Theme Codes Examples of Text Segments
Leadership
Coaching and |e Guide She also guides us to those with
Mentoring e Encourage points of strength that we lack so
that we would benefit from them
I have to encourage young
Emiratis to share their best
practices and influence other
Emirati teachers in a positive way
wherever they can
Intellectual Encourage e Innovative Being creative is one of the most
Stimulation innovation e Creative important things in our school.
¢ New initiative/idea A new initiative to promote
e Openness outdoor education with a sailing
e Receptiveness club
e Support I always have an open-door
policy
She even supports us financially
Idealised Professional e Fairness I model work ethics, integrity
Influence Attitude e Ethics and fair decision making
(Attributed) e Loyalty Her fairness, loyalty and
e Hard work commitment make us look up to
e Integrity her as the role model of Emirati
e Commitment women
Building e Role model working according to standards
teachers’ trust | e  Trust helps building the teachers’ trust
I make sure that | work hard and
et involved in everything to set a
Idealised Embedding e Actions The mission and the vision
Influence mission and | e« Decisions statements of our school are

materialised in our everyday
practices, in our actions and not
necessarily in our words

She reinforces the school’s vision
and mission through her actions,
through the way she handles
situations and through decisions
that she takes

Table 4.9: Thematic Analysis of Qualitative Data Related to Transformational Leadership
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For transactional leadership, three themes emerged under each dimension. These themes were

presented in Table 4.10, along with codes that were grouped under each of them and examples of

their corresponding text segments.

Transactional | Theme Codes Examples of Quotes
Leadership
Contingent Clarification |e Clarify e We clarify their actual role in the
Reward of Teachers” |e Explain implementation of the plans and in
Role e Highlight the achievement of the goals
e Affirm e She makes sure in each meeting to
e Reinforce highlight the role teachers play in
helping the school achieve its goals
Rewards are e Praise e We encourage them by praising
intrinsic in e Moral rewards them in front of their students and
nature e No budget/Finance their colleagues and this gives them
e Appreciation a push to perform better on the
certificates upcoming task
e Words/Messages e In the context of the UAE in
e Professional general, teachers are very content if
development they are rewarded with appreciation
certificates
Customisation |e  Adjusts/acts e She doesn’t deal with us all in the
of Rewards accordingly same way.
e Not same way/manner | e  She adjusts it according to the
e Appropriately different types of teachers
o Different types
Management | Variable level e Continuous e | mostly follow up throughout and it
by Exception | of followup  |e At the beginning is the most difficult thing to follow
(Active) e Always /Throughout up
e Second stage e She always follows up with us
e Amount of follow up
Constructive |e  Guide e She always guides us whenever we
follow up e Support have points of weakness
e Recommend e Yes, itis always best to keep in
e Encourage touch with people on their tasks, not
e Advise to micromanage, but to support and
encourage
Punishment e Blame e Afterwards, | have to warn them if
e Warn the same mistake is repeated
e  Spot mistakes e | follow up and if | see mistakes I
will blame them

Table 4.10: Thematic Analysis of Qualitative Data Related to Transactional Leadership
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Similarly the themes that emerged under each dimension of passive avoidant leadership themes
were presented in Table 4.11, along with codes that were grouped under each of them and examples

of their corresponding text segments.

Passive Theme Codes Examples of Text Segments
Avoidant
Management | Delegating e Vice Principal e | let the head of faculty or the
by Exception | solving e Head of Faculty academic vice principal handle the
(Passive) problemsto |e Teacher issue
others e Coordinator e Building a second line of
e Social worker leadership in schools with
coordinators, HoFs, VPs is what |
aim for
Supporting ¢ Give them a e | give them enough space to do
school chance/space/opportunity their job
personnel in | e Train them e I tryto train them, and | want them
building their | o Learn how to solve to learn how to solve problems
leadership e Sort out issues e | leave them to deal with the
skills e Handle it themselves problem themselves
e Leave them to deal with it
Immediate e Affect student/academic |e if the problem they are facing
interference achievement might put the students or any other
if e Affect safety stakeholder at a disadvantage | take
stakeholders |e Stakeholders at an action immediately
are at risk disadvantage e there are some red lines in certain
e Issues with guardians cases like issues with guardians so
sometimes I can’t wait
Laissez Faire | Delaying e Consult with others e these might be beyond my
making (ADEK, cluster knowledge or control and | need to
decisions/ans managers) consult with the personnel
wering e Policies department at ADEK
questions due e but in certain cases | need to get
to back to the policies and check how
bureaucracy matters can be taken forward.
Avoid e Personal issues e She doesn’t get involved in
involvement |e Miscommunication/misu personal issues between the
in  personal nderstanding between teachers and that will not harm the
issues teachers school
e misunderstandings and
miscommunications between
teachers might happen all the time
and many of these are personal

Table 4.11:

Thematic Analysis of Qualitative Data Related to Passive Avoidant Leadership
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Transcriptions of qualitative data collected on national culture were also analysed and examples of
text segments were identified and assigned codes that were then grouped to generate themes. Two

themes emerged under each of the national culture dimensions and these are presented in Table

4.12.
National Theme Codes Examples of Text Segments
Culture
Uncertainty Importance of |e Follow Teachers have to follow the rules
Avoidance rules and | e Abide by and regulations
regulations e Implement They have to abide by the
e Attendance instructions
e Punctuality Teachers’ attendance and punctuality
IS very important
Instructions e Detailed At the beginning | provide detailed
are provided | e Broad guidelines instructions
but to various |e Teachers’ levels/types Sometimes | give broad guidelines
extents e Complex/new task It depends if she is qualified or if she
e Experienced/new IS a new teacher
teacher
Collectivism | Incorporating |e Work groups She shows us the importance of
teamwork e Collaboration cooperation even in our routine
Splrlt in all o Cooperation tasks.
activities e Strong relationships He structures it in a very smart way
to strengthen the relationships
between all employees in the school.
The aim is the [e Group success I always highlight that the aim is to
welfare of the |e Group welfare complete the tasks to provide our
group e Quality of education students with the best quality of
education
The welfare of the group is vital
Paternalism Principals care | e Care | take into consideration family
and  provide |e Involved circumstances
support e Check | get involved and | care to ask
e Support | try to support her as much as | can
o Interfere
e Take into consideration
e Accommodate
e Resolve
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National Theme Codes Examples of Text Segments
Culture
Inconsistent | e Not if personal e Itis never a very personal or
involvement | e Not if sensitive sensitive issue.
in issues issues/Divorce e It could be a problem with a
¢ Financial colleague or a financial matter
e Husband/Spouse e Lastyear I solved a big issue
e Any issues between a teacher and her husbhand
o She takes care of any issue that we
are facing with our families.
Power Empowermen |e Involve in decision ¢ linvolve both the creative teachers
Distance t of teachers making | ... and less motivated teachers
o Take/ask/seek their e | seek their opinions on various
opinion issues
e Engage e The involvement of teachers in
e Delegate committees that | attend opened my
e Involve in committees eyes to the capabilities of some of
o Assign tasks them
e Depend on
Principals’ e Listento e Most of the times, the principal
openness 10 | e Discuss with discusses with us lots of issues and
disagreement | e Change decisions depends on us
o Accept ideas
Masculinity Gender does | e men or women e Itis not about men and women, it is
not affect | e both women and men about the skills that individuals
leadership e Both men and women can succeed or
fail
Support ~ for | e Ministries e ... to further empower women as
women in | e Empower women their contribution to the development
leadership in the UAE is essential.
positions e ... are given to women in the UAE,
be it in ministries, authorities,
cabinets and others.

Table 4.12: Thematic Analysis of Qualitative Data Related to National Culture

These themes were then presented in the next chapter in a narrative presentation to provide a more
detailed explanation to the quantitative findings. In addition, quotes from focus groups and
interviews were also presented and these “capture feelings, emotions, and ways people talk about
their experiences” (Creswell 2013, p. 257). Both principal and teacher participants were given

pseudonyms that were referred to when reporting the findings. Moreover, multiple perspectives
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and contrary evidence was presented to provide a “realistic presentation of information” (Creswell
2013, p. 251). In the discussion of the findings, the major findings were reviewed to explain how
the research questions one and four were answered. In addition, the findings were interpreted then

compared and contrasted with the reviewed literature.

4.7. Procedures and Ethical Considerations

An approval from the Ethics Advisory Committee of the British University in Dubai was sought
and once this approval was received (Appendix F), a proposal to be granted approval to conduct
the research in the government schools in Abu Dhabi was submitted to ADEK. Permission rights
to use the instruments to collect data in this study were also sought. The license to reproduce and
administer the Multifactor Leadership Questionnaire (5x-Short), the leader and rater forms, was
granted through online purchase from Mindgarden.com (see Appendix G). Job Satisfaction Survey
(JSS) is a copyrighted scale; however, Spector, author of the scale, allows its use free of charge for
research purposes in return for the sharing of results (Spector, 2011) which will be done at the end
of the study. As for the TCM Employee Commitment Survey, the academic license was purchased
(see Appendix H). The national culture survey questions were available in various doctoral

dissertations and were borrowed from there (Nazarian, 2013).

When approval was granted from ADEK (see Appendix 1), school principals were contacted via
emails and/or phone calls that explained the purpose of the study and the process of data collection.
Principals who did not serve at least one year in their current school were excluded from the study.
Once a principal showed interest in participating in the study, they were asked to assign an

administrative employee in the school to be the point of contact. After that, a pack that included
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ADEK’s approval letter, copy of the principal survey, copies of the teacher survey and consent
forms (see Appendix J), was sent to the school. The consent forms assured the participants that all
the data collected will be treated anonymously through the use of codes and will be subsequently
transferred to an electronic password protected document and that the hard copies will be shredded.
Assuring participants of the anonymity of the data collected and the confidentiality with which the
data would be treated reduces the bias in the participants’ responses and increases their confidence
that expressing their views will not have any consequences (Sekaran, 2003). The consent forms
also detailed the purpose of the research, risks and benefits, and assured the participants that they
have the freedom to withdraw from this study at any time. As evident, abiding by the research
ethics during data collection, data analysis and reporting was ensured due to its importance that

was asserted by various scholars (Lincoln, 2009; Mertens & Ginsberg, 2009).

In each school, an employee in the administration was assigned as the point of contact and was
asked to send two reminders to the participants to encourage them to complete the survey. The
person assigned as the point of contact in each school informed the researcher when the surveys
were completed. 55 principal surveys, out of the 60 distributed surveys, were completed and
collected resulting in 92% response rate, while 500 teacher surveys out of the 1200 distributed
surveys were completed and collected resulting in 42% response rate. After removing the surveys
that included incomplete data and the surveys that were completed by participants who did not
meet the required criteria, the number of principal surveys was 51 and that of the teacher surveys

was 438.

As mentioned earlier, a mixed method approach was used in this research and qualitative data were

collected to provide an explanation of the relationships identified from the quantitative data
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analyses. This qualitative data helped the researcher verify and enhance her interpretation of the
significant and insignificant relationships. At the end of the surveys, the participants were asked to
provide their contact details if they were interested in taking part in the follow-up interviews and
focus groups. A list of principal participants and a list of teacher participants who expressed their
willingness to participate were compiled. Five female principals, two male principals, twenty
female teachers and four male teachers were contacted via email and/or telephone to schedule the
semi-structured interviews and the focus groups. The interviews and focus groups took place in the
schools and participants were asked to sign the consent forms and were again assured of the

anonymity and confidentiality.
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CHAPTER FIVE: RESULTS

In this chapter, the focus is on analysing the collected quantitative and qualitative data and
presenting the findings. At the beginning of the chapter, the demographic statistics of the
participants is presented, and this includes the demographics of both, the principals and the
teachers. This is followed by the quantitative and qualitative analysis of the teachers’ and
principals’ perceptions of leadership styles. The second set of quantitative analysis presents the
relationships between principals’ leadership styles and teachers’ job satisfaction. The effect of
organisational commitment dimensions as mediators in the principals’ leadership styles and
teachers’ job satisfaction relationship is then presented. The last section covers the quantitative and

qualitative data analysis of national culture dimensions and their links to the leadership styles.

5.1. Demographic Statistics

This section presents an analysis of the 51 principals’ and 438 teachers’ responses. The
demographic data collected and analysed is that of gender, age, highest education degree, years as
a principal in general and in the current school in particular, years as a teacher in the school in

general and with the current principal in particular (see Tables 5.1 and 5.2).

Gender Age Highest Years as Years as

Education Principal Principal in the
Degree current School

Male 9

Female 42

<25 years

25-35 years

36-46 years 15

47-57 years 35

58 years and above 1

High School

Bachelor’s Degree 42

Master’s Degree 6
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Gender Age Highest Years as Years as

Education Principal Principal in the
Degree current School

Doctorate Degree 3

Less than 1 year

1 year

2-5 years 2

6-9 years 5

10 years or more 44

Less than 1 year

1 year

2-5 years 20

6-9 years 11

10 years or more 20

Total 51 51 51 51 51

Table 5.1: Principals' Demographic Characteristics

As mentioned in the previous chapter, data were cleaned and the responses of 51 principals were
considered in the data analysis. 18% of the participants were male principals and 82% were female
principals. In addition, 30% of the participants were in the age group 36 to 46 years group, 68%
were in the age group 47 to 57 and only 2% were 58 years and above. Among the participants, 82%
held a Bachelor’s degree, 12% held a Master’s degree and 6% held a Doctorate degree. As for the
number of years working as a principal, 4% were principals for 2 to 5 years, 10% were in the range
of 6 to 9 years, while 86% have been principals for 10 years or more at the time of the survey. 39%
of the 51 principals have been in their current school for 2 to 5 years, 22% for 6 to 9 years and 39%

for 10 years or more.

Gender Age Highest Years in Years with

Education School Principal
Degree

Male 26

Female 412

<25 years 5

25-35 years 190

36-46 years 217

47-57 years 25

58 years and above 1
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Gender Age Highest Yearsin Years with

Education School Principal
Degree

High School 14

Bachelor’s Degree 389

Master’s Degree 35

Doctorate Degree

Less than 1 year

1 year 73

2-5 years 164

6-9 years 76

10 years or more 125

Less than 1 year

1 year 89

2-5 years 230

6-9 years 65

10 years or more 54

Total 438 438 438 438 48

Table 5.2: Teachers’ Demographic Characteristics

The data cleaning resulted in 438 responses of the teachers that were used in the data analysis. 6%
of the participants were male teachers and 94% were female teachers. In addition, 1% of the
participants were in the age group less than 25 years, 43.3% in the 25 to 35 years age group, 49.5
% in the 36 to 46 years age group, 6% were in the age group 47 to 57 and only 0.2% were 58 years
and above. Among the participants, 3% held a high school degree, 89% held a Bachelor’s degree
and 8% held a Master’s degree. As for the number of years working in the current school, 17%
were in their current school for at least a year, 37% were in their school for 2 to 5 years, 17% were
for 6 to 9 years, while 29% were in the school for 10 years or more at the time of the survey. 20%
of the teachers have been with their current principal for at least 1 year, 53% for 2 to 5 years, 15%

for 6 to 9 years and 12% for 10 years or more.
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5.2. Teachers’ Perceptions and Principals’ Perceptions of Leadership Styles

The teachers’ perceptions of their school principals’ leadership styles were measured using the
following: Transformational leadership, transactional leadership and passive avoidant leadership.
In addition, dimensions of each of the previously mentioned styles were measured and these are as
follows: intellectual stimulation, inspirational motivation, individual consideration, idealised
influence (Behaviour), idealised influence (Attributed), management by exception (Active),

contingent reward, management by exception (Passive) and laissez faire.

5.2.1. Quantitative Data Analysis

Descriptive statistics, including means and standard deviations, were computed to examine
teachers’ perceptions of their school principals’ leadership styles. Of the three styles of leadership,
transformational leadership had the highest mean score (M = 4.05, SD = .68), followed by
transactional leadership (M = 3.84, SD = .66) and passive avoidant leadership (M =2.39, SD =.70).
Of the five dimensions of transformational leadership, inspirational motivation had the highest
mean score (M = 4.35, SD = .75), followed by idealised influence (Behaviour) (M = 4.10, SD =
.70) and idealised influence (Attributed) (M = 4.09, SD = .75), while intellectual stimulation and
individual consideration had the lowest scores (M = 3.91, SD = .85) and (M = 3.78, SD = .78)
respectively. For the transactional leadership, the contingent reward dimension (M = 4.08, SD =
.79) had a higher mean score than management by exception (Active) (M= 3.6, SD= .82). As for
the passive avoidant leadership, management by exception (Passive) (M = 2.63, SD =.79) had a

higher mean score than laissez faire (M = 2.15, SD = .82; see Table 5.3).
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Leadership Styles and Dimensions M SD Skewness  Kurtosis

Transformational Leadership 4.05 .68 -1.03 1.33
Intellectual Stimulation 3.91 .85 -.78 45
Inspirational Motivation 4.35 15 -1.48 2.72
Individual Consideration 3.78 .78 -40 -11
Idealised Influence (Attributed) 4.09 .75 -.75 .50
Idealised Influence (Behaviour) 4.10 .70 -.87 1.03

Transactional Leadership 3.84 .66 -.33 -.04
Contingent Reward 4.08 .79 -10 -.29
Management by Exception (Active) 3.60 .82 -1.01 1.01

Passive Avoidant Leadership 2.39 .70 44 .18
Management by Exception (Passive) 2.63 .79 18 -.22
Laissez Faire 2.15 .82 .59 16

Table 5.3: Descriptive Statistics for Teachers’ Perceptions of Leadership Styles

In addition to examining teachers’ perceptions of their principals’ leadership styles, the school
principals’ perceptions of their own leadership styles were measured and descriptive statistics,
including means and standard deviations, were computed. Of the three leadership styles,
transformational leadership had the highest mean score (M = 4.20, SD = .35), followed by
transactional leadership (M = 3.58, SD = .50) and passive avoidant leadership (M =1.93, SD = .51).
Of the five dimensions of transformational leadership, inspirational motivation had the highest
mean score (M = 4.54, SD = .44), followed by idealised influence (Attributed) (M=4.23, SD = .63)
and individual consideration (M = 4.10, SD = .49), while idealised influence (Behaviour) and
intellectual stimulation had the lowest scores (M = 4.07, SD = .51) and (M = 4.06, SD = .45)
respectively. For the transactional leadership, the contingent reward dimension (M = 4.22, SD =
.51) had a higher mean score than management by exception (Active) (M= 2.94, SD= .84). As for
the passive avoidant leadership, management by exception (Passive) (M = 2.07, SD = .69) had a

higher mean score than laissez faire (M = 1.78, SD = .52; see Table 5.4).
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Leadership Styles and Dimensions M SD Skewness  Kurtosis

Transformational Leadership 4.20 .35 .20 -.57
Intellectual Stimulation 4.06 45 .50 -.33
Inspirational Motivation 4.54 44 -.68 -21
Individual Consideration 4.10 49 -.09 -48
Idealised Influence (Attributed) 4.23 .63 -2.17 9.58
Idealised Influence (Behaviour) 4.07 51 -12 -42

Transactional Leadership 3.58 .50 -22 -.01
Contingent Reward 4.22 51 -43 -44
Management by Exception (Active) 2.94 .84 .08 -47

Passive Avoidant Leadership 1.93 51 17 -.62
Management by Exception (Passive) 2.07 .69 .50 .05
Laissez Faire 1.78 52 .07 -1.13

Table 5.4: Descriptive Statistics for Principals’ Perceptions of Leadership Styles

Following the descriptive statistics, one-way analysis of variance (ANOVA) was conducted to
examine whether or not the teachers’ perceptions of their school principals’ leadership styles
differed statistically from their principals’ own perceptions of leadership styles (see Table 5.5).
The results of ANOVA showed that there are statistically significant differences between teachers’
perceptions of their school principals’ leadership styles and principals’ own perceptions of their
leadership styles. There was a statistically significant difference in teachers’ perceptions of their
school principals’ leadership styles and principals’ own perceptions of their leadership styles with
respect to the transactional leadership style, F(1,487) = 7.29, p < 0.05 (M = 3.84, SD = 0.66; M =
3.58, SD = 0.50, respectively) and passive avoidant leadership style, F(1,487) = 20.80, p < 0.05 (M
=239, SD = 0.70; M = 1.93, SD = 0.51, respectively). In addition, there was a statistically
significant difference in teachers’ perceptions of their school principals’ leadership styles and
principals’ own perceptions of their leadership styles with respect to the individual consideration
dimension, F(1,487) =8.42, p < 0.05 (M = 3.78, SD = 0.78; M = 4.10, SD = 0.49, respectively);
management by exception (Active) dimension, F(1,487) = 28.82, p < 0.05 (M = 3.60, SD = 0.82;

M = 2.94, SD = 0.84, respectively); management by exception (Passive) dimension, F(1,487) =
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23.20, p < 0.05 (M = 2.63, SD = 0.79; M = 2.07, SD = 0.69, respectively); and laissez faire
dimension, F(1,487) = 9.840, p < 0.05 (M = 2.15, SD = 0.82; M = 1.78, SD = 0.52, respectively).
No other statistically significant differences were found between teachers’ perceptions of their

school principals’ leadership styles and principals’ own perceptions of their leadership styles.

Leadership Styles and Dimensions Teachers’ Perceptions of Principals’ Perceptions
Leadership Styles of Leadership Styles
M SD M SD

Transformational Leadership 4.05 .68 4.20 .35
Intellectual Stimulation 3.91 .85 4.06 45
Inspirational Motivation 4.35 .75 4,54 44
Individual Consideration 3.78 .78 4.10* 49
Idealised Influence (Attributed) 4.09 75 4.23 .63
Idealised Influence (Behaviour) 4.10 .70 4.07 .51

Transactional Leadership 3.84* .66 3.58 .50
Contingent Reward 4.08 .79 4.22 51
Management by Exception 3.60* .82 2.94 .84
(Active)

Passive Avoidant Leadership 2.39* .70 1.93 51
Management by Exception 2.63* .79 2.07 .69
(Passive)

Laissez Faire 2.15* .82 1.78 52

Table 5.5: Results of One Way ANOVA for Teachers’ Perceptions and Principals’ Perceptions of
Leadership Styles

5.2.2. Qualitative Data Analysis

To better understand how principals, practice various leadership styles dimensions, principals were
asked during the interviews various questions that target each of the styles and their dimensions.
In addition, teachers were also asked the same questions for affirmation. Results showed that most
of the data collected from the principals during the interviews were in alignment with that collected
from focus groups with teachers. In addition this data corroborated data collected from surveys.

More details on similarities and differences between the various types of data are provided below.
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5.2.2.1. Transformational Leadership

Quantitative findings showed that the inspirational motivation dimension was the most practiced
transformational leadership dimension as perceived by both teachers and principals and there was
no statistically significant difference between their perceptions. Two themes emerged under this
dimension and both principals and teachers explain that inspirational motivation is practiced
through motivational activities and positive reinforcement. Among the motivational activities are
guest speakers’ invitations and motivational social gathering and orientation sessions that affirm
the principals’ optimism, commitment, energy and enthusiasm. Principals and teachers
commented:

“To keep my teachers motivated, | invite guest speakers to talk about their advancement along their
career path and how they achieved their goals.” (Ayesha)

“I organise with the teachers an afternoon tea gathering where we discuss a book or the biography
of a leader. Recently we had a very interesting and motivating session where we discussed the book
My Vision of His Highness Sheikh Mohammed bin Rashid Al Maktoum. The discussion was
.............. I motivate my teachers by giving them real life examples and not by giving lectures on
how goals can be achieved.” (Alya)

“At the beginning of the year and during the orientation session, I put an apple on a plate .... I cut
the apple and I intend to show them the star in the centre. | tell them look at this star and | tell them
each one of you has this star so keep it shining!” (Mariam)

“My principal is very optimistic. She always gives examples of her own experience and how she
developed from a teacher to a principal. On all occasions, she always explains that being positive
and enthusiastic about your career and being committed to it is the reason for success” (Maitha,
focus group 4)

The other theme that emerged under this dimension was positive reinforcement that teachers get
from their principals and that keeps them motivated regardless of the obstacles they face with such

a demanding job. Once principal commented:
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“Sometimes, a nice word, a gesture, a compliment, a surprise like a small cake on a birthday, an
email to check on a teacher if she is on leave for personal circumstances. Any of these will motivate
teachers and inspire them to give more.” (Fatima)

This was reiterated by teachers who explained

“...., she compliments me and motivates me for doing a great job. She says very kind words that
would motivate me.” (Hessa, focus group 3)

...... and these words really inspire me to work to my full potential and to follow my dream.”
(Maitha, focus group 4)

As for individual consideration, teachers rated their principals the lowest on this transformational
leadership dimension. The mean score was higher as per principals’ perceptions and a statistically
significant difference was found between the teachers’ perceptions and their principals’
perceptions. Three themes, that describe how individual consideration is practiced, emerged from
the qualitative data.

Evaluation of teachers’ needs was one theme that emerged where principals indicated that they
identify the strengths and weaknesses of their teachers through direct class observations or walk-
throughs or indirectly from the feedback they receive from heads of department or vice principals.
For example:

“T can spot the strengths and weaknesses of my teachers from their performance appraisals and
walkthroughs.” (Ayesha)

“There are no short cuts. I must take the time and get to know each individual to understand their
strengths and needs and move from there.”(Alya)

The other theme was providing professional development support as principals confirmed that they
provide their teachers with opportunities to build on their strengths and to overcome their
weaknesses. This is mostly done by using in-house resources such as asking teachers to support
each other by conducting professional development sessions, obtaining feedback from peer

observation and attending classes of more experienced teachers. In few other cases, principals
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might nominate teachers to attend workshops or to participate in activities outside the school.
Principals explained:

“I ask them to support others who have this area as a weakness or challenge like running
professional development workshops, discussion sessions and peer observations.” (Ayesha)

“T delegate roles to them to build on their strengths and for their weaknesses I involve them in
workgroups with a strong leader in the group to benefit from them.” (Mariam)

However, there was a comment from a principal which contradicts the views of other principals
where she believes that a teacher with weaknesses should be transferred from the school. She

commented:

“If there is a teacher who is struggling with her teaching whether it is lesson planning, differentiation
or classroom management, | simply write to ADEK to transfer her to another school.” (Khadijah)

From the teachers’ comments, it seemed that there is a consensus that all teachers believe that the
professional development support is limited to delivering or attending professional development
activities. They explained:

“She assigns us to conduct professional development activities in the areas that we have strengths

in to ensure that she gets the best out of us. She also guides us to those with points of strength that
we lack so that we would benefit from them.” (Wenya, focus group 2)

“He provides us professional development workshops to help us work on our needs.” (Omar, focus
group 2)

Coaching and mentoring was the third theme where principals explained that they provide their
teachers with mentoring and coaching at an individual and group level and guide them as required.
Principals stated:

“The type of coaching and mentoring I provide to my teachers depends on their level of
performance.” (Ayesha)

“I have to encourage young Emiratis to share their best practices and influence other Emirati
teachers in a positive way wherever they can.” (Alya)
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As for intellectual stimulation, descriptive statistics showed that it had the second lowest mean
score as per the teachers’ perceptions of their principals’ leadership style and the lowest mean score
as per the principals’ perceptions of their own leadership style where no statistically significant
difference between the scores. The only theme that emerged was encouraging innovation.
Principals explained that they encourage their teachers be innovative in completing their tasks and
solving their problems. This was corroborated by teachers who indicated that it was the only way
through which principals practiced intellectual stimulation. One of the principals explained:

“T always have an open-door policy to encourage discussions with teachers who have new ideas
that they want to implement. .....A new initiative to promote outdoor education with a sailing club
is also an initiative brought to life by an enthusiastic teacher. Teachers are always willing to bring
new ideas to me to try because they know I have an open and receptive mind.” (Ayesha)

A teacher reiterated:

“Being creative is one of the most important things in our school. The principal supports us when
we come to her with innovative ideas to help us become more creative. She even supports us
financially to ensure our creative ideas are implemented.” (Maitha, focus group 4)

As for idealised influence (Attributed) dimension of the transformational leadership, teachers’
perceptions of their principals’ leadership style coincided with the principals’ perceptions and no
statistical significant difference was found. The themes that emerged are professional attitude and
building teachers’ trust. The professional attitude, as evident from teachers’ and principals’
comments, was displayed through their hard work, commitment, ethics, fairness and integrity.
These practices resulted in principals’ being the role models of teachers and gaining their trust.
Principals commented:

“I make sure that I work hard and get involved in everything to set a good role model. I model work
ethics, integrity and fair decision making. It is my task is to prepare others to become leaders and
role models as well.” (Khalifa)

“Even if I am on sick leave | come to work. | have to be positive, strong and smiling regardless of
any issues that I am passing through. I have to be fair in dealing with everyone and | should not
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have any favouritism. | should model for them that we are working not for money but for the
students, school and the country.” (Fatima)

“Being fair is the most important to build trust. [ am fair in distributing roles and workload. Also,
working according to standards helps building the teachers’ trust.” (Ahmad)

This was confirmed by the teachers as one of them commented:

“She has helped us build that trust. Her fairness, loyalty and commitment make us look up to her
as the role model of Emirati women.” (Zainab, focus group 1)

Similar to the idealised influence (Attributed) dimension the teachers’ perceptions of the idealised
influence (Behaviour) dimension were in accordance with the principals’ perceptions of their own
leadership style and no statistical significant difference was found. A common theme that emerged
from the interviews with principals and the focus groups with teachers was that the mission and
vision were embedded in the principals’ actions. A principal commented:

“The mission and the vision statements of our school are materialised in our everyday practices, in
our actions and not necessarily in our words.” (Alya)

A teacher confirmed what was mentioned by the principals:

“She reinforces the school’s vision and mission through her actions, through the way she handles
situations and through decisions that she takes.” (Dana, focus group 2)

5.2.2.2. Transactional Leadership

As evident from the descriptive statistics of principals and teachers data, transactional leadership
was the second practiced leadership style after transformational leadership. However, teachers
perceived that principals practice transactional leadership more than the principals did and this
difference was statistically significant. Three themes emerged under contingent reward dimension
this dimension that was practiced more than management by exception (Active) as perceived by
both teachers and principals. The first theme was clarification of teachers’ role where most

principals explained that with the current structure in Abu Dhabi public schools, it is easy for
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teachers to be aware of who is responsible for achieving certain goals either through them, the vice

principals or the Heads of Faculty. Principals commented:
“We clarify their actual role in the implementation of the plans and in the achievement of the
goals.”(Ayesha)

“Heads of faculty usually work closely with the teachers and explain their role in achieving the
goals; however, I do stress and reinforce their role on any occasion.” (Fatima)

The teachers’ comments corroborated what the principals explained as most of them indicated that
principals and especially during meetings reinforce the important role that the teachers should play
for the goals to be achieved. For example:

“What I like about my principal is her continuous clarification and affirmation of our role in
achieving the goals. She makes sure in each meeting to highlight the role that teachers play in
helping the school achieve its goals.” (Arwa, focus group 4)
She also does not miss the chance to hint that we will be rewarded based on our efforts. We all
know that the reward is not monetary or a promotion; nevertheless, it might be reflected in our
performance evaluation which we care about especially if we are applying for a vice principal
position.” (Arwa, focus group 4)
The second theme was that rewards are intrinsic in nature and these range from thank you words
and praise to certificates of appreciation, appreciation ceremonies and nomination for professional
development activities due to the limited budget that schools have. As clarified by principals,
Emirati teachers feel that they are well rewarded when they are praised in the presence of their
students and their colleagues. In addition, principals try to reward teachers by giving them hours

off but as per ADEK’s policy. Principals emphasized the importance of rewarding their teachers

as follows:

“We encourage them by praising them in front of their students and their colleagues and this gives
them a push to perform better on the upcoming task.” (Khalifa)

“On the school budget we do not have any item for rewards, but I try to transfer budget from other
items to recommend teachers for professional development workshops as a reward | also
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recommend to the ADEK considering her for the role of the head of faculty for the next academic
year.” (Alya)

“I also try to give those teachers who have perfect attendance the two hours official leave as per the
policy. In the context of the UAE in general, teachers are very content if they are rewarded with
appreciation certificates” (Mariam)

Teachers’ comments coincided with the principals’ comments as follows:
“She expresses her satisfaction a lot with a smile and a good word. That is more than enough to me!
She follows up with us and praises all teachers for their good work.” (Doaa, focus group 1)
“He sends us encouraging and motivating WhatsApp messages. He moves in the corridors and
around the classrooms and smiles at us to express his satisfaction with our performance.” (Jasim,

focus group 3)

An interesting comment which opposed all the others was from a principal who seemed to be a
transactional leader in most of her practices as she clarified that teachers are punished if they do
not perform as expected.
“To me, warning letters are more important than appreciation certificates. If teachers are late to
work or if they did not achieve what they are supposed to achieve, they should be held accountable

for their actions and they should bear the consequences.” (Khadijah)

The third theme that emerged was customisation of rewards where teachers are rewarded based on

their achievement. One principal commented:

3

‘..... this is what I always do but of course keeping in mind that the reward is based on
achievement.” (Mariam)

Teachers echoed the above and commented:

“She doesn’t reward us all in the same manner. She makes sure that she rewards everyone in the
suitable manner. She motivates us in different ways; sometimes it is verbal (words) or nonverbal (a
smile).” (Meera, focus group 2)

“She doesn’t deal with us all in the same way. She adjusts it according to the different types of
teachers.” (Zahra, focus group 2)

An exception of the above, were few comments from teachers who explained that their principal

rewards all teachers in the same way:
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“She rewards everybody in the same way so if she is upset with the attendance of one of the teachers,
she will not be willing to give us the two official hours regardless of our attendance.” (Moza, focus
group 4)
As for the management by exception (Active) teachers perceived principals to be more
transactional than the principals did. Three themes emerged when discussing this dimension with
principals and teachers. The first theme was the variable level of follow up that principals provide
where this level varies with the complexity of the task and with the experience of the teacher and

this was evident in the following comments. One principal commented:

“I mostly follow up throughout and it is the most difficult thing to follow up. The amount of follow
up depends on the type of teachers where teachers who are very experienced and creative require
minimal follow up ........ Thus, it depends on the teachers.” (Ahmad)

A teacher explained:
“At the beginning when we first joined, she was following up with us more because she didn’t know
us yet. Now, she knows all her teachers and she only follows up to make sure we are on the right

track.” (Saeeda, focus group 1)

Another theme that emerged is that principals’ follow up is a constructive one and its purpose is to
support teachers in completing their assignment and not to spot their mistakes. Principal Fatima
commented:
“Yes, it is always best to keep in touch with people on their tasks, not to micromanage, but to support
and encourage. As well, it helps to redirect people if they are on the wrong track before they go too
far along the way.” (Fatima)
The teachers commented:
“He follows up on us throughout; step by step. He advises us when he spots mistakes in a very
friendly manner and suggests ways that would make achieving the task smoother and more

efficient.” (Mubarak, focus group 2)

“She always follows up with us and she always guides us whenever we have points of weakness”
(Dana, focus group 2)
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However, not all the comments from principals revolved around this theme and an opposing theme
of punishment emerged. Few principals indicated that they blame teachers and ask them to
withdraw from certain tasks if their performance was not up to the required standards.

Examples of the opposing views are in the following quotes of a principal and a teacher
respectively:

“I follow up and if I see mistakes I will blame them because they did not get back to me or to the
head of faculty to seek help. I then assign the task to another capable teacher.” (Khadijah)

“She follows up from time to time whenever possible and we go back to her. If she spots any
mistakes, she blames us in front of others in the meetings.” (Amna, focus group 4)

5.2.2.3. Passive Avoidant Leadership

Descriptive statistics of teachers’ and principals’ data showed that passive avoidant leadership style
was the least practiced leadership style; however, teachers perceived that their principals practice
this leadership style and its dimensions more than their principals did and this difference was
statistically significant. Management by exception (Passive) dimension was perceived by both
teachers and principals to be more practiced than laissez faire leadership and three themes emerged
under this dimension. Thematic analysis showed that principals practiced the aforementioned
dimension by delegating solving problems to others such as vice principals, heads of faculty ,

teachers, coordinators, social workers or any other school employee. Principals stated:

“T let the head of faculty or the academic vice principal handle the issue. ....I give them enough
space to do their job.” (Ayesha)

“I try to give the teachers the chance to deal with the issues and challenges they face while
completing their tasks.”(Fatima)

The other theme that emerged was that principals, through delegation of solving problems, aim at

supporting school personnel in building their leadership skills and they commented:
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“I try to give other leadership team members the opportunity to develop their leadership skills.”
(Ayesha)

“I try to train them, and I want them to learn how to solve problems and make decisions and I do
not respond to their questions when | am on leave and this proved to be successful. Building a
second line of leadership in schools with coordinators, heads of faculty and vice principals is what
I aim for.” (Alya)
Although principals explained that they delegate solving problems to others to support them to
develop professionally, they reported that in certain cases they interfere immediately not to put any

stakeholder at a disadvantage and this was confirmed by teachers.

“I do not interfere at an early stage ........ However, if the problem they are facing might put the
students or any other stakeholder at a disadvantage | take an action immediately.” (Fatima)

“In most of the cases, I give teachers some time to sort out any problems they face; nevertheless, if
there is a certain issue or problem that would affect students, their academic achievement, safety,
etc. that’s when I have to step in and deal with it.” (Khalifa)

“It depends on the level of the issue, there are some red lines in certain cases like issues with
guardians so sometimes I can’t wait.” (Alya)

One teacher reiterated:

“He waits till we try to solve the problem then he interferes when he realises that the problem is
getting serious. I have to say that if the problem might harm anyone, he interferes immediately.”
(Zayed, focus group 3)

On the second dimension of the passive avoidant leadership, descriptive statistics of both
principals’ and teachers’ data showed that this dimension is the least practiced. Thematic analysis
of the qualitative data resulted in two themes. Delaying making decisions and answering questions
due to bureaucracy was the first theme where principals explained that they never avoid making
decisions or delay answering questions. However, this might happen as in certain cases consulting

with other parties such as ADEK on matters that they are not very sure or collecting more
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Principals clarified:

“I don’t like to delay responding to questions ... | have to consult with the head of faculty or the
vice principal to get a clearer picture before I proceed.” (Ahmad)

“I prefer not to delay any of the answers as much as I can, but in certain cases | need to get back to
the policies and check how matters can be taken forward.” (Alya)

“I try to answer the questions directly but in certain cases ...... I need to consult with the personnel
department at ADEK.” (Khadijah)

The teachers’ comments were in accordance with the principals’ comment to a great extent. They
stated:

“She never delays answering questions. She gives answers on the spot and her door is always open.”
(Doaa, focus group 1)

“She doesn’t delay answering any of our questions but sometimes she takes time to answer them.”
(Lulua, focus group 3)

“She sometimes delays response to my questions that I require a quick answer to.” (Mabkhuta,
focus group 4)

The second theme that emerged under the laissez faire practices was avoiding involvement in
personal issues. Principals posited that they do not get involved in certain issues that teachers face
and do not affect the students’ outcomes as these are considered personal. Principals explained:

“With daily interaction between teachers, misunderstandings and miscommunications between
teachers might happen all the time and many of these are personal in nature. Thus, in such cases |
avoid being involved and I let teachers deal with these issues on their own.” (Ayesha)

“.....during certain periods ....... teachers start allowing personal matters to affect their professional
relationships. In such cases, | do not get involved as teachers are mature enough to overcome such
issues.” (Mariam)

The teachers’ opinions confirmed the principals’ comments and explained that, on certain
occasions avoid being involved in certain issues:

“Sometimes she avoids being involved in problems between teachers especially in the case of
personal issues, but in my opinion, this should not be the case. The problems might become bigger
and affect the whole school.” (Wenya, focus group 2)

“She doesn’t get involved in personal issues between the teachers and that will not harm the school.”
(Hind, focus group 3)

“Last year, I had a serious personal issue and I went to her to see how the school could support me
but unfortunately she did not get back to me with an answer.” (Amna, focus group 4)
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5.3. Principals’ Leadership Styles and Teachers’ Job Satisfaction
5.3.1. Teachers’ Job Satisfaction

Before investigating the relationship between the leadership styles of the school principals and their
job satisfaction, descriptive statistics, including means and standard deviations, were computed to
examine teachers’ job satisfaction. The overall job satisfaction measure had a mean score of 3.38.
Of the eight facets of the overall job satisfaction, supervision had the highest mean score (M =4.21,
SD =.73), followed by nature of work (M = 4.04, SD = .68) then co-workers (M = 3.99, SD = .62).
The means and standard deviation of the facets of communication, contingent rewards, pay and
fringe benefits were (M = 3.61, SD =.78), (M = 3.15, SD =.78), (M = 2.92, SD = .81) and (M =

2.65, SD = .78) respectively. The promotion facet had lowest mean score (M = 2.43, SD = .73; see

Table 5.6).
Facets of Job Satisfaction M SD Skewness Kurtosis
Overall Job Satisfaction 3.38 51 -.23 .67
Pay 2.92 .81 -.24 -.28
Promotion 2.43 73 A3 -.20
Supervision 421 73 -.92 .86
Fringe Benefits 2.65 .78 .02 -.29
Contingent Rewards 3.15 .78 -.23 12
Co-workers 3.99 .62 -.56 1.03
Nature of Work 4.04 .68 -.69 g7
Communications 3.61 .78 -.52 .28

Table 5.6: Descriptive Statistics for Job Satisfaction of Teachers

In addition to the means and standard deviations, correlation tests between facets of job satisfaction
and overall job satisfaction were conducted. Results showed that all facets of job satisfaction have
positive significant correlations with overall job satisfaction; however, with various strengths. The

strongest correlation was with contingent rewards, followed by fringe benefits, communications
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and then co-workers relationship (r=0.79, p<0.001; r=0.75, p<0.001; r=0.73, p<0.001; r=0.67,
p<0.001 respectively). Both pay and supervision had the same correlation coefficient with overall
job satisfaction while both promotion and nature of work had the same correlation coefficient with

overall job satisfaction (r=0.65, p<0.001; r=0.61, p<0.001 respectively) (see Table 5.7).

Correlation

1 2 3 4 5 6 7 8 9
1.Pay
2.Promotion 56***
3.Supervision 22%F*k 13F*
4.Fringe Benefits B56***  5gF** 28***
5.Contingent Rewards ~ .42***  38*** S50*** S7xE*
6.Co-workers 28*** DQFr* 53*x* 33x** ABFF*
7.Nature of work 23%F* PEFxE 36%** 29%*x* 38*F**F 46***
8.Communication 23FF* DOFr* .60*** A2xx* SgFFE Bk JRwk
9.Job Satisfaction B5FF* Gl rE* B5*** JI5FE* J9FFE O G7FF* fLEAR 73xx

Table 5.7: Correlations between Job Satisfaction and its Facets

5.3.2. Relations of Principals’ Leadership Styles and their Dimensions with Teachers’ Job

Satisfaction

Following the descriptive statistics, the relationships between the leadership styles of principals
and teachers’ overall job satisfaction were examined. Path analyses were performed to investigate
the relationships of transformational, transactional and passive avoidant leadership style with the
teachers’ overall job satisfaction. Gender, educational qualifications, age, numbers of years of
experience in the school, number of years of experience with the same principal were the covariates

in the model.
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Table 5.8 showed that transformational leadership style had a statistically significant positive
relationship with overall job satisfaction (8 = .60, p < 0.001); whereas passive avoidant leadership
style had a statistically significant negative relationship with overall teachers’ job satisfaction (f =
-.18, p < 0.001). Teachers whose principals adopted a transformational leadership style tended to
have a statistically significant higher job satisfaction than did their peers who reported lower levels
of transformational leadership style on the part of their principals. In contrast, teachers whose
principals adopted a passive avoidant leadership style tended to have a statistically significant
lower job satisfaction than did their counterparts who reported lower levels of passive avoidant
leadership style on the part of their principals. There was no statistically significant relationship

between transactional leadership style and job satisfaction.

Variables Estimate SE
Gender .036 .03
Education -.04 .05
Age .07 .04
Years in School -.09 .06
Years with Principal .01 .05
Transformational Leadership 60*** .09
Transactional Leadership -.05 .08
Passive Avoidant Leadership - 18*** .04

Note: *p<0.05. **p<0.01. ***p<0.001. RMSEA=0.00 (90% CI: 0.00-0.00). CFI=1.00.TLI=1.00. SRMR=0.00

Table 5.8: Structural Equation Modelling Analyses predicting Job Satisfaction from Leadership
Styles

Relationships between the dimensions of transformational leadership and the overall job
satisfaction were further investigated. Path analyses were performed to investigate the relationships
of intellectual stimulation, inspirational motivation, individual consideration, idealised influence
(Attributed), idealised influence (Behaviour) and teachers’ overall job satisfaction. Gender,
educational qualifications, age, numbers of years of experience in the school, number of years of

experience with the same principal were the covariates in the model.
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The results of path analyses showed that intellectual stimulation and inspirational motivation
dimensions of the transformational leadership style had a statistically significant positive
relationship associated with overall teachers’ job satisfaction (f = .36, p < 0.001; 5 = .20, p <0.01
respectively). Teachers who reported higher levels of intellectual stimulation and inspirational
motivation on the part of their principals tended to have statistically significant higher job
satisfaction than did their peers who reported lower levels of intellectual stimulation and
inspirational motivation on the part of their principals. The individual consideration, idealised
influence (Behaviours) and idealised influence (Attributes) were not statistically significantly

related to job satisfaction (see Table 5.9).

Variables Estimate SE
Gender .05 .04
Education -.02 .05
Age .08* .04
Years in School -.10 .06
Years with Principal .03 .05
Intellectual Stimulation 36*** .08
Inspirational Motivation 20%* .08
Individual Consideration .06 .07
Idealised Influence (Attributed) 13 .08
Idealised Influence (Behaviour) .07 .08

Note: *p<0.05. **p<0.01. ***p<0.001. RMSEA=0.00 (90% CI: 0.00-0.00). CFI=1.00.TLI=1.00. SRMR=0.00

Table 5.9: Structural Equation Modelling Analyses predicting Job Satisfaction from
Transformational Leadership Dimensions

Path analyses were also performed to investigate the relationships of management by exception
(Active) and contingent reward and teachers’ overall job satisfaction. Gender, educational
qualifications, age, numbers of years of experience in the school, number of years of experience

with the same principal were the covariates in the model.
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The results of path analyses showed that contingent reward dimension of the transactional
leadership style had a statistically significant positive relationship with overall teachers’ job
satisfaction (8 = .63, p < 0.001). Teachers who reported higher levels of contingent reward on the
part of their principals tended to have a statistically significant higher job satisfaction than did their
peers who reported lower levels of contingent reward on the part of their principals. Management

by exception (Active) was not statistically significantly related to job satisfaction (see Table 5.10).

Variables Estimate SE
Gender .05 .05
Education -.02 .05
Age .05 .04
Years in School -.07 .06
Years with Principal 01 .05
Management by exception(Active) -.07 .06
Contingent Reward 63* .05

Note: *p<0.05. **p<0.01. ***p<0.001. RMSEA=0.00 (90% CI: 0.00-0.00). CFI=1.00.TLI=1.00. SRMR=0.00

Table 5.10: Structural Equation Modelling Analyses of predicting Job Satisfaction from
Transactional Leadership Dimensions

To investigate the relationships of management by exception (Passive) and laissez faire and
teachers’ overall job satisfaction, path analyses were run as well. Gender, educational
qualifications, age, numbers of years of experience in the school, number of years of experience
with the same principal were the covariates in the model. The results of path analyses showed that
laissez faire dimension of the passive avoidant leadership style was statistically significantly
negatively associated with overall teachers’ job satisfaction (f = - .30, p < 0.001). Teachers who
reported higher levels of laissez faire on the part of their principals tended to have statistically
significantly lower job satisfaction than did their peers who reported lower levels of laissez faire
on the part of their principals. Management by exception (Passive) did not have a statistically

significant relationship with job satisfaction (see Table 5.11).
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Variables Estimate SE

Gender .05 .03
Education -.05 .05
Age .08 .05
Years in School -11 .07
Years with Principal .05 .06
Management by exception(Passive) -.10 .05
Laissez Faire -.30* .06

Note: *p<0.05. **p<0.01. ***p<0.001. RMSEA=0.00 (90% ClI: 0.00 -0.00). CFI=1.00.TLI=1.00. SRMR=0.00

Table 5.11: Structural Equation Modelling Analyses predicting Job Satisfaction from Passive
Avoidant Leadership Dimensions

5.4. The Mediating Role of Organisational Commitment Dimensions
5.4.1 The Organisational Commitment of Teachers

Before investigating the mediating effect of organisational commitment between the leadership
styles of the school principals and their job satisfaction, descriptive statistics, including means and
standard deviations, were computed to examine teachers’ organisational commitment. The overall
organisational commitment measure had a mean score of 3.75. Of the three dimensions of
organisational commitment, both affective commitment and normative commitment had the
highest mean scores (M = 3.79, SD =.80) and (M = 3.79, SD = .77) respectively. The continuance

commitment dimension had lowest mean score (M = 3.66, SD = .85) (see Table 5.12).

Variables M SD Skewness Kurtosis
Organisational Commitment 3.75 12 -.48 .25
Affective Commitment 3.79 .80 -.61 .25
Normative Commitment 3.79 g7 -.57 .58
Continuance Commitment 3.66 .85 -.30 -.23

Table 5.12: Descriptive Statistics for Organisational Commitment
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5.4.2. The Mediating Effect of Leadership Styles on Job Satisfaction through

Organisational Commitment Dimensions
The mediating effect of each of the organisational commitment dimensions in the leadership styles-
job satisfaction relationship was examined by conducting bootstrapped tests of simultaneous
indirect effects (Preacher & Hayes, 2008) using Mplus Version 7.0 software. The specific indirect
effect of principals’ transformational leadership style on the overall teachers’ job satisfaction
through teachers’ affective commitment was statistically different from zero (E = .161, BC 95%
Cl of .105 to .235), indicating that teachers’ affective commitment is a statistically significant
mediator of the relationship between transformational leadership and teachers’ overall job
satisfaction. However, the specific indirect effect of principals’ transformational leadership style
on the overall teachers’ job satisfaction through teachers’ normative commitment and continuance
commitment was not statistically different from zero (E = -.001, BC 95% CI of -.060 to .064; E =
.006, BC 95% CI of -.059 to .053 respectively), indicating that both teachers’ normative
commitment and teachers’ continuance commitment are not statistically significant mediators of
the relationship between transformational leadership and teachers’ overall job satisfaction. In
addition, the sum of the specific indirect effects (i.e., the total indirect effect) was statistically

significant for this relationship (E = .165, BC 95 % CI of .107 to .248; see Table 5.13).

As for the principals’ transactional leadership style, its specific indirect effect on the overall
teachers’ job satisfaction through teachers’ affective commitment, normative commitment and
continuance commitment was not statistically different from zero (E =.008, BC 95% CI of -.034 to
.045; E =.000, BC 95% CI of -.024 to .023; E =.000, BC 95% CI of -.010 to .016 respectively),
indicating that teachers’ normative commitment, affective commitment and continuance

commitment are not statistically significant mediators of the relationship between transactional
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leadership and teachers’ overall job satisfaction. Moreover, the total indirect effect was not

statistically significant for this relationship (E =.008, BC 95 % CI of -.039 to .054; see Table 5.13).

Moreover, the specific indirect effect of principals’ passive avoidant leadership style on the overall
teachers’ job satisfaction through teachers’ normative commitment and teachers’ continuance
commitment was not statistically different from zero (E = .000, BC 95% CI of -.015 to .013; E =
.000, BC 95% CI of -.008 to .005 respectively), indicating that both teachers’ normative
commitment and continuance commitment are not statistically significant mediators of the
relationship between passive avoidant leadership and teachers’ overall job satisfaction. However,
the specific indirect effect of principals’ passive avoidant leadership style on the overall teachers’
job satisfaction through teachers’ affective commitment was statistically different from zero (E =-
.026, BC 95% CI of -.050 to -.002), indicating that teachers’ affective commitment is a statistically
significant mediator of the relationship between passive avoidant leadership and teachers’ overall
job satisfaction. Inaddition, the total indirect effect was statistically significant for this relationship

(E =-.025,BC 95 % ClI of - .053 to - .002; see Table 5.13).

Transformational

Transactional

Passive Avoidant

Leadership Leadership Leadership

BC 95% CI BC 95% ClI BC 95% ClI
Estimate  Lower Upper Estimate Lower Upper Estimate Lower Upper
(SE) limit limit (SE) limit limit (SE) limit limit

Mediators

AC .161 (.039)* 105 235 .008 (.024) -.034 .045  -.026 (.014)* -.050 -.002
NC -.001(.038) -.060 .064 .000(.014) -.024 .023 .000 (.009) -.015 .013
CC .006 (.034) -.059 .053 .000(.009) -.010 .016 .000 (.004) -.008 .005
Total 165 (.043)*  .107 .248 .008(.028) -.039 .054  -.025(.016)* -.053 -.002

BC bias-corrected, Cl confidence interval, SE standard error, AC affective commitment, NC normative commitment,
CC continuance commitment. Confidence intervals containing zero are interpreted as being not significant at the .05
level *p<.05

Table 5.13: Mediating Effects of Leadership Styles on Job Satisfaction through Affective
Commitment, Normative Commitment and Continuance Commitment
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5.4.3.The Mediating Effect of Transformational Leadership dimensions on Job Satisfaction

through Organisational Commitment Dimensions

A further investigation of the mediating effect of organisational commitment dimensions in the
relationship between each of the dimensions of the leadership styles and job satisfaction was
conducted. The specific indirect effect of intellectual stimulation dimension of transformational
leadership on the overall teachers’ job satisfaction through teachers’ affective commitment was
statistically different from zero (E = .109, BC 95% CI of .066 to .167), indicating that teachers’
affective commitment is a statistically significant mediator of the relationship intellectual
stimulation of transformational leadership and teachers’ overall job satisfaction. However, the
specific indirect effect of intellectual stimulation of transformational leadership on the overall
teachers’ job satisfaction through teachers’ normative commitment and continuance commitment
was not statistically different from zero (E = .001, BC 95% CI of -.046 to .050; E =-.002, BC
95%CI of -.040 to .023 respectively), indicating that both teachers’ normative commitment and
continuance commitment are not statistically significant mediators of the relationship between
intellectual stimulation of transformational leadership and teachers’ overall job satisfaction. In
addition, the total indirect effect was statistically significant for this relationship (E = .107. BC

95% ClI of .059 to .179).

As for inspirational motivation dimension of transformational leadership, its specific indirect effect
on the overall teachers’ job satisfaction through teachers’ affective commitment, normative
commitment and continuance commitment was not statistically different from zero (E = .030, BC

95% CI of -.026 to .092; E = .000, BC 95% CI of -.026 to .034; E = - .001, BC 95%ClI of -.032 to

.016 respectively ), indicating that teachers’ affective commitment, normative commitment and
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continuance commitment are not statistically significant mediators of the relationship between
inspirational motivation of transformational leadership and teachers’ overall job satisfaction. In
addition, the total indirect effect was not statistically significant for this relationship (E =.029. BC
95 % CI of -.028 to .086). Exploring the specific indirect effect individual consideration dimension
of transformational leadership on the overall teachers’ job satisfaction through teachers’ affective
commitment, normative commitment and continuance commitment showed that it was not
statistically different from zero (E = .011, BC 95% CI of -.026 to .056; E = .000, BC 95% CI of -
.010t0 .015; E = .000, BC 95% CI of -.016 to .006 respectively ), indicating that teachers’ affective
commitment, normative commitment and continuance commitment are not statistically significant
mediators of the relationship between individual consideration of transformational leadership and
teachers’ overall job satisfaction. In addition, the total indirect effect was not statistically

significant for this relationship (E =.011. BC 95 % CI of - .027 to .061).

In addition, the specific indirect effect of idealised influence (Attributed) dimension of
transformational leadership on the overall teachers’ job satisfaction through teachers’ affective
commitment, normative commitment and continuance commitment was not statistically different
from zero (E = .020, BC 95% CI of -.025 to .071; E = .000, BC 95% CI of -.012 to .014; E =.000,
BC 95% CI of -.016 to .006 respectively), indicating that teachers’ affective commitment,
normative commitment and continuance commitment are not statistically significant mediators of
the relationship between idealised influence (Attributed) of transformational leadership and
teachers’ overall job satisfaction. Moreover, the total indirect effect was not statistically significant
for this relationship (E =.020. BC 95 % CI of - .029 to .071). As for idealised influence (Behaviour)

dimension of transformational leadership, its specific indirect effect on the overall teachers’ job
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satisfaction through teachers’ affective commitment, normative commitment and continuance
commitment was not statistically different from zero (E = .032, BC 95% CI of -.001 to .076; E =
-.002, BC 95% Cl of -.0151t0.019; E =-.002, BC 95% CI of -.013 to .008 respectively), indicating
that teachers’ affective commitment, normative commitment and continuance commitment are not
statistically significant mediators of the relationship between idealised influence (Behaviour)
dimension of transformational leadership and teachers’ overall job satisfaction. In addition, the
total indirect effect was not statistically significant for this relationship (E =.030. BC 95 % ClI of -

.003 to .080; see Table 5.14).

BC 95% ClI
Estimate (SE) Lower limit Upper limit
Intellectual Stimulation
Mediators
AC .109 (.030)* .066 167
NC .001 (.030) -.046 .050
CC -.002 (.019) -.040 .023
Total .107 (.036)* .059 179
Inspirational Motivation
Mediators
AC .030 (.037) -.026 .092
NC .000 (.018) -.026 .034
CcC -.001 (.014) -.032 .016
Total .029 (.036) -.028 .086
Individual Consideration
Mediators
AC .011 (.025) -.026 .056
NC .000 (.008) -.010 .015
CC .000 (.007) -.016 .006
Total .011 (.028) -.027 .061
Idealised Influence (Attributed)
Mediators
AC .020 (.030) -.025 071
NC .000 (.009) -.012 .014
CcC .000 (.008) -.016 .006
Total .020 (.031) -.029 071
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BC 95% CI
Estimate (SE) Lower limit Upper limit
Idealised Influence (Behaviour)

Mediators

AC .032 (.024) -.001 .076
NC -.002 (.011) -.015 .019
CC -.002 (.008) -.013 .008
Total .030 (.025) -.003 .080

BC bias-corrected, CI confidence interval, SE standard error, AC affective commitment, NC normative commitment,
CC continuance commitment. Confidence intervals containing zero are interpreted as being not significant at the .05
level *p<.05

Table 5.14: Mediating Effects of Transformational Leadership Dimensions on Job Satisfaction
through Affective Commitment, Normative Commitment and Continuance Commitment

5.4.4. The Mediating Effect of Transactional Leadership Dimensions on Job Satisfaction

through Organisational Commitment Dimensions

The specific indirect effect of management by exception (Active) dimension of transactional
leadership on the overall teachers’ job satisfaction through teachers’ affective commitment,
normative commitment and continuance commitment were not statistically different from zero (E
= .005, BC 95% CI of -.026 to .037; E = .000, BC 95% CI of -.018 to .013; E = .000, BC 95% ClI
of -.011 to .005 respectively), indicating that teachers’ affective commitment, normative
commitment and continuance commitment are not statistically significant mediators of the
relationship between management by exception (Active) of transactional leadership and teachers’
overall job satisfaction. In addition, the total indirect effect was not statistically significant for this

relationship (E = .006, BC 95 % CI of - .025 to .036; see Table 5.15).

On the other hand, the specific indirect effect of contingent reward dimension of transactional
leadership on the overall teachers’ job satisfaction through teachers’ affective commitment was
statistically different from zero (E = .192, BC 95% CI of .143 to .252), indicating that teachers’

affective commitment is a statistically significant mediator of the relationship contingent reward
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of transformational leadership and teachers’ overall job satisfaction. However, the specific indirect
effect of contingent reward of transactional leadership on the overall teachers’ job satisfaction
through teachers’ normative commitment and continuance commitment was not statistically
different from zero (E = -.008, BC 95% CI of -.007 to .089; E =-.019, BC 95% CI of -.083 to .044
respectively), indicating that both teachers’ normative commitment and continuance commitment
are not statistically significant mediators of the relationship between contingent reward dimension
of transactional leadership and teachers’ overall job satisfaction. In addition, the total indirect effect

was statistically significant for this relationship (E = .186, BC 95 % CI of .126 to .265; see Table

5.15).

Management by Exception (Active) Contingent Reward

BC 95% ClI BC 95% ClI

Estimate (SE) Lower Upper Estimate (SE) Lower Upper

limit limit limit limit

Mediators
AC .005 (.002) -.026 .037 192 (.034)* 143 252
NC .000 (.007) -.018 .013 -.008 (.049) -.007 .089
CcC .000 (.006) -011 .005 -.019 (.038) -.083 044
Total .006 (.019) -.025 .036 .186 (.042)* 126 265

BC bias-corrected, ClI confidence interval, PE point estimate, SE standard error, AC affective commitment, NC
normative commitment, CC continuance commitment. Confidence intervals containing zero are interpreted as being
not significant at the .05 level *p<.05

Table 5.15: Mediating Effects of Transactional Leadership Dimensions on Job Satisfaction through
Affective Commitment, Normative Commitment and Continuance Commitment

5.4.5. The Mediating Effect of Passive Avoidant Leadership Dimensions on Job Satisfaction

through Organisational Commitment Dimensions

When exploring the mediating effects of the organisational commitment dimensions, the specific
indirect effect of management by exception (Passive) dimension of passive avoidant leadership on
the overall teachers’ job satisfaction through teachers’ normative commitment and continuance

commitment was not statistically different from zero (E = -.005, BC 95% CI of -.037 to .006; E =
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-.010, BC 95% Cl of -.018 to .015 respectively ), indicating that teachers’ normative commitment
and continuance commitment are not statistically significant mediators of the relationship between
management by exception (Passive) of passive avoidant leadership and teachers’ overall job
satisfaction. However, the specific indirect effect of management by exception (Passive) of
principals’ passive avoidant leadership on the overall teachers’ job satisfaction through teachers’
affective commitment was statistically different from zero (E =-.059, BC 95% CI of -.108 to -.016),
indicating that teachers’ affective commitment is a statistically significant mediator of the
relationship between management by exception (Passive) of the passive avoidant leadership and
teachers’ overall job satisfaction. In addition, the total indirect effect was statistically significant

for this relationship (E = - .065, BC 95 % CI of - .125 to - .015).

In addition, the specific indirect effect of laissez faire dimension of passive avoidant leadership on
the overall teachers’ job satisfaction through teachers’ affective commitment was statistically
different from zero (E = -.076, BC 95% CI of -.132 to -.026), indicating that teachers’ affective
commitment is a statistically significant mediator of the relationship laissez faire dimension of
passive avoidant leadership and teachers’ overall job satisfaction. However, the specific indirect
effect of laissez faire of passive avoidant leadership on the overall teachers’ job satisfaction through
teachers’ normative commitment and continuance commitment was not statistically different from
zero (E=-.009, BC 95% Cl of -.051 to .013; E =-.005, BC 95% CI of -.028 to .0230 respectively),
indicating that both teachers’ normative commitment and continuance commitment are not
statistically significant mediators of the relationship between laissez faire of passive avoidant

leadership and teachers’ overall job satisfaction. In addition, the total indirect effect was
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statistically significant for this relationship (E = - .090, BC 95 % CI of - .154 to - .033; see Table

5.16).

Management by Exception (Passive) Laissez Faire

BC 95% ClI BC 95% ClI

Estimate (SE)  Lower Upper Estimate (SE) Lower  Upper

limit limit limit limit

Mediators
AC -.059 (.026)* -.108 -.016 -.076 (.026)* -.132 -.026
NC -.005 (.012) -.037 .006 -.009 (.018) -.051 .013
cC -.010 (.006) -.018 .005 -.005 (.013) -.028 .030
Total -.065 (.034)* -.125 -.015 -.090 (.037)* -.154 -.033

BC bias-corrected, CI confidence interval, SE standard error, AC affective commitment, NC normative commitment,
CC continuance commitment. Confidence intervals containing zero are interpreted as being not significant at the .05
level *p<.05

Table 5.16: Mediating Effects of Passive Avoidant Dimensions Leadership Style on Job Satisfaction
through Affective Commitment, Normative Commitment and Continuance Commitment

5.5. National Culture Dimensions of Principals
5.5.1. Quantitative Data Analysis

The principals’ perceptions of their national culture dimensions were assessed using the following
dimensions: uncertainty avoidance, collectivism, power distance, masculinity and paternalism.
Descriptive statistics, including means and standard deviations, were computed to examine
principals’ perceptions of their national culture dimensions. Of the five dimensions, uncertainty
avoidance had the highest mean score (M = 4.59, SD = .34), followed by collectivism (M = 4.03,
SD = .50) and paternalism (M = 3.40, SD = .70). The two dimensions that had low scores were
power distance that had the second lowest mean score (M = 2.19, SD = .67) and masculinity that

had the lowest mean score among all the dimensions (M = 2.05, SD = .68; see Table 5.17).
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National Culture Dimensions M SD Skewness Kurtosis

Collectivism 4.03 .50 19 -.49
Power Distance 2.19 .67 1.42 4.95
Uncertainty Avoidance 4.59 34 -71 .01
Masculinity 2.05 .68 39 =27
Paternalism 3.40 .70 -11 27

Table 5.17: Descriptive Statistics for National Culture Dimensions

5.5.2. Qualitative Data Analysis

To better understand how principals, display various national culture dimensions, principals were
asked during the interviews various questions that target each of these dimensions. In addition,
teachers were also asked the same questions for affirmation. Results showed that most of the data
collected from the principals during the interviews were in alignment with that collected from focus
groups with teachers. In addition this data corroborated data collected from surveys. More details

on similarities and differences between the various types of data are provided below.

The uncertainty avoidance dimension had the highest mean score among the five dimensions and
principals were asked questions during the interviews to provide more details on this dimension.
Two themes emerged to support the quantitative data collected from surveys. The importance of
rules and regulations was the first theme and there was a consensus from principals that these are
extremely important in the school context at the levels of both the teachers and the students.
Principals expect teachers to follow the rules and regulations applicable to them and at the same
time should make sure that their students abide by the school rules and regulations in general and
by the class rules that were set by individual teachers in particular. Sample of their responses were:

“Teachers have to follow the rules and regulations...... They have to abide by the instructions given
to them to complete their duties. .... Teachers have to follow the rules and regulations that are set
by ADEK in addition to any other rules that were customised to address our school needs.”
(Khadijah)
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“I myself believe that rules and regulations are extremely important. Teachers should abide by the
rules and regulations .... For example, teachers’ attendance and punctuality is very important and
there should be no flexibility” (Mariam)

“I am very assertive on following my instructions because I want the process and the outcomes to
be up to the desired standards and | want to provide the students with a safe, effective and high-

quality learning environment.” (Fatima)

The importance of rules and regulations was also highlighted by teachers whose comments
coincided with the comments of their principals. Teachers reassured:

“She gives instructions and we have to follow these instructions. She makes it clear that we should
follow the instructions to achieve what was planned.” (Marwa, focus group 4)

“She sends us the task requirements and follows up closely. She gives us some freedom and accepts
if we have done things differently sometimes .......... ” (Salama, focus group 1)

The second theme highlighted that principals provide instructions but to various extents. All
principals asserted that giving instructions is a preferred practice, but the level of details depends
on the complexity of tasks and the experience of the teachers. They also expect teachers to follow
the instructions as mistakes are not allowed and students should not be put at a disadvantage.
Principals stated:

“At the beginning | provide detailed instructions that are reinforced through continuous meetings. |
ask my teachers to report to me the details of the implementation ..... to avoid any chaos, which is
not an option in my school.” (Ahmad)

“Well it depends on the task and what we are going to do. Sometimes | give broad guidelines and
ask them to develop a plan and share with me to check. On other occasions, | provide detailed
instructions and | sort of spoon feed them to assure the consistency of the operating system and the
quality of operations.” (Khalifa)

“It depends if she is qualified or if she is a new teacher. So, it is based on the teacher’s level, if she
is knowledgeable and knows what she is doing | give her some freedom but if | am not sure of their
level of knowledge and skills T give her detailed instructions and procedures.” (Fatima)

Teachers’ comments corroborated the principals’ comments to a great extent as follows:

“It depends on the types of teachers. If the teacher is capable, then he doesn’t provide detailed
instructions. The same applies to follow up, it depends on the types of teachers.” (Zayed, focus

group 3)

“She gives us some freedom and accepts if we have done things differently sometimes except if the
task is new and complex or if the teacher has less experience in that area.” (Salama, focus group 1)
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The national cultural dimension that had the second highest mean score was collectivism and the
thematic analysis of qualitative data collected from principals and teachers resulted in two themes
that support the quantitative data collected from surveys. In all their activities, principals
incorporated teamwork spirits and this is evident in their following comments:

“My aim is to establish work groups that are effective where team members know their tasks and
have a clear description of what needs to be done. The importance of each member of the group is
displayed in all our activities and is always reinforced.” (Mariam)

“At our school we strive to be a family that faces challenges together in a mutually supportive
manner. We meet together to openly discuss issues or challenges that arise, to jointly solve problems
and to encourage success together.” (Ahmad)

Teachers showed awareness of their principals’ efforts to build teamwork spirits. They indicated:
“He always encourages us to work as a team that he structures in a very smart way to strengthen the
relationships between all employees in the school. When he identifies a task and a group to complete
the task, he includes in the group someone from the administration to help in some paper work or
in the coordination between the team members.” (Jasim, focus group 3)

The second theme that emerged under collectivism was the welfare of the group where the
principals affirmed their emphasis on the importance of the success of the group for the benefit of

the students and the community. Principals explained:

“Group welfare is the most important. | try to build this in my staff by modelling it. | always
highlight that the aim is to complete the tasks to provide our students with the best quality of
education. It is not about X or Y of the teachers to be happy with what is assigned to them, but it is
about fulfilling the goal that was set.” (Mariam)

“The welfare of the group is vital, and I don’t make compromises...... | can say that my teachers
consider the school and the students are their priority. Recently, | had a teacher who used to come
and deliver her classes while on maternity leave because she was aware of the negative
consequences that might arise if a substitute teacher takes over.” (Alya)

All teachers’ comments supported the principals’ comments. One teacher highlighted:

“He always says that our goal is to provide the students with the best quality of education and if
each one works alone this will never be achieved.” (Jasim, focus group 3)
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Paternalism was the national culture dimension that had the third highest mean score and principals
explained how they practice paternalism with their teachers. Caring and providing support was the
first theme that emerged and principals explained that they check on their teachers, care to ask, get
involved and provide the support required. They indicated:

“If I see a teacher looking concerned or uncomfortable, I get involved and I care to ask. My aim is
to support the teacher so I am happy as long as I can help.” (Khadijah)

“In the first place I am a counsellor before being a principal. I can’t see any teacher and have a
suspicion that she is facing a problem and stay behind. I have to interfere and solve the issue. To be
frank, | do this for two reasons; firstly because you know sometimes family issues might affect the
performance and I don’t want this to happen, and secondly because | care about the wellbeing of
my teachers.” (Ayesha)

“T take into consideration family circumstances so | try to support as much as | can. I might
accommodate a teacher’s schedule not to have the last session free to be able to pick up her kids
from school....” (Alya)

Teachers reassured that principals provide them the care and support, and they commented:

“For example, if my kid is sick, she tells me that it is fine to exchange my class with a colleague
and to substitute it on the other day.” (Latifa, focus group 1)

“She takes care of any issue that we are facing. She takes care of every little detail andapproaches
us as a friend to make us feel more motivated.” (Zainab, focus group 1)

The other theme that emerged was that principals were inconsistent in involvement in issues where
some principals expressed their willingness to support their teachers on all matters including
sensitive personal issues and family issues. Other principals explained that they avoid getting
involved in any issues that might be very personal or sensitive such as a problem with the spouse,

but they support them in any other area.

“So, it depends on the situation and on the type of teacher. In some cases, teachers share with each
other but do not share with me. | respect the privacy of teachers.” (Khadijah)

“I consider teachers my daughters and | treat them as family. Even if there is a financial issue we
cooperate all together to try to support the teacher” (Alya)
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“I will interfere if their dad or mom is sick, but not if it is a personal issue with the wife, for example.
This is a very personal situation where both the teacher and I don’t want to discuss.” (Khalifa)

“I don’t like to interfere in my teachers’ personal life unless they approach me just to share so I
welcome them, and | try to stay away as much as | can. If it is a health issue or an issue with a
colleague or friend, I might interfere but if it is an issue with the husband I do not at all. It is not my
business.” (Mariam)

The teachers asserted the principals’ explanation on how they are involved with family and
personal issues that they face as follows:

“Our principal listens to us only if we approach him and ask for his opinion and it is never a very
personal or sensitive issue. It could be a problem with a colleague or a financial matter.” (Omar,
focus group 2)

“She asks if she sees us uncomfortable or unhappy or if she hears from someone that we are facing
a certain issue. But | have a feeling that she does this just to show that she cares but not to really
help. I once had a personal issue and | shared with her, but she did not try to do anything” (Moza,
focus group 4)

Power distance was the national culture dimension that had the second lowest mean score.
Thematic analysis of qualitative data resulted in two themes that are the empowerment of teachers
and principals’ openness to disagreement, themes that align with the quantitative results collected
from surveys. Principals responded that they involve their teachers in decision making and they
take into consideration their teachers’ opinions and views. They explained that they also delegate
tasks to them and this was evident in the following:

“It is not only about taking their opinions, I also try to delegate to them some of my responsibilities
to reduce the distance between me in a leadership position and them in the teaching position.”
(Ayesha)

“I assign them to complete tasks that could require senior employees to complete, and in this way,
I will be benefiting them and the school at the same time.” (Ahmad)

“] involve all my teachers in making decisions. | involve both the creative teachers to benefit from
their skills and the careless and less motivated teachers to engage them. | try to involve everybody
to give them a sense of ownership. | always ask if anyone would like to provide an opinion or has
an idea and so on.” (Fatima)

“In my meetings with my teachers I seek their opinions on various issues and in that case I will be

benefiting from their professional judgement and at the same time | will be helping them develop
their decision-making skills.”(Khalifa)
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In alignment with what the principals reported, teachers also explained that principals empower
them. They acknowledged:

“She always involves us in decision making and takes our opinion. For example, we have
committees and through these committees we are able to make decisions. (Roda, focus group 1)

“We also have work groups through which we participate, to make decisions and to provide our
different views.” (Salama, focus group 1)

“Most of the times, the principal discusses with us lots of issues and depends on us. He knows our
capabilities and delegates tasks.” (Mubarak, focus group 2)

Few comments from the teachers contradicted the overarching theme and explained:

“She rarely listens to what we say and most of the times, she makes us agree to her point of view.
By arguing, you might get her to agree to a point of view, but it is too difficult.” (Amna, focus group
4)

“She only consults us on superficial matters such as the colour of the paint or the location of certain
pieces of furniture.” (Mabkhuta, focus group 4)

The second theme that emerged was the principals’ openness to disagreement from their teachers

and they explained:

“| listen to teachers who provide me with their opinions and | ask for alternatives. If teachers
complain about decisions | take, then they need to provide an alternative and if it makes sense |
accept their suggestion and I go with it.” (Mariam)

“I might back up if they convince me; I don’t have any problem in changing a decision if it is for
the good of the school and students.” (Fatima)

When asked “What is the principal reaction to disagreements with their decisions”, most of the
teachers confirmed the principals are very open to discussion and they might change their opinion

if they were convinced. They stated:

“She discusses things with us and if we manage to provide her with enough evidence that what we
are suggesting works better than her suggestions, she thanks us and takes our views into
consideration.” (Meera, focus group 2)

“She listens to us and we listen to her. Many times, we convinced her, and she changed her decision
but sometimes her decisions were tough but right, so we could not convince her.” (Saeeda, focus

group 1)
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Very few teachers disagreed with their colleagues and one of them clarified:

“It is very difficult to disagree with their decisions. It takes a very long argument to accept any
different points of view.” (Moza, focus group 4)

Masculinity was the national culture dimension that had the lowest mean score. The qualitative
data were in alignment with survey data. In all their responses, principals affirmed that gender does
not affect leadership and that the role of women in leadership is not different from the role of men.
When they were asked if the meetings they attend internally or externally are more effective when

run by men, they all agreed that this was not the case. They clarified:

“It is not about men and women, it is about the skills that individuals and that will enable them to
perform a task effectively whether it is running a meeting, organising an event, giving a speech or
any other activity.” (Mariam)

“I do not believe in that, both women and men can succeed or fail in their jobs and this depends
on their skills, knowledge, commitment and effort to do the work.” (Khalifa)

All principals also agreed that men do not handle problems in ways better than men do. A male

principal explained:

“I do not believe in gender differences and recent research has started providing evidence that
some of the theories, about differences in the brain structure and how it affects behaviour, are not
all true. I am a member in a number of committees, and in some situations, it is only the female
colleagues who suggest the most logical and realistic ideas to solve issues.” (Ahmad)

Another major theme that emerged while discussing the masculinity dimension was the support

that leadership in the UAE is providing to Emirati women. They indicated:

“The ability of women to be effective as men or even more is evident in the leadership positions
that are given to women in the UAE, be it in ministries, authorities, cabinets and others.” (Fatima)

“His highness Sheikh Mohamed bin Rashid Al Maktoom affirms the important role that Emirati

women are playing and the future plans to further empower women as their contribution to the
development in the UAE is essential.” (Alya)
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5.6. Principals’ Leadership Styles and National Culture Dimensions

5.6.1. Relations of Principals’ National Culture Dimensions with Leadership Styles
Path analyses were performed to investigate the relationships of national culture dimensions:

uncertainty avoidance, collectivism, power distance, masculinity and paternalism and principals’
leadership styles: transformational leadership, transactional leadership and passive avoidant
leadership. Gender, educational qualifications, age, numbers of years as a principal and number of

years as a principal in the school were the covariates in the model.

The results of path analyses showed that transformational leadership style was statistically
significantly positively associated with uncertainty avoidance (5 = .31, p < 0.01). Principals who
reported higher levels of uncertainty avoidance tended to adopt statistically significantly higher
levels of transformational leadership than did the principals who reported lower levels of
uncertainty avoidance. However, uncertainty avoidance was not statistically significantly related
to transactional and passive avoidant leader ship styles. The results of path analyses also showed
that passive avoidant leadership was statistically significantly positively associated with power
distance dimension of the national culture (8 = .35, p < 0.01). Principals who reported higher levels
of power distance tended to have statistically significantly higher levels of passive avoidant
leadership style than did other principals who reported lower levels of power distance.
Nevertheless, power distance was not statistically significantly related to transformational and
transactional leadership styles. Collectivism, masculinity and paternalism were not statistically
significantly related to transformational, transactional or passive avoidant leadership styles (see

Table 5.18).
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Transformational Transactional Passive Avoidant

Leadership Leadership Leadership
Variables Estimate SE Estimate SE Estimate SE
Gender 21 12 .28 15 .07 13
Education A2 A1 -.06 19 -13 .08
Age -.24 14 .06 17 .00* 10
Years as Principal .00 12 -.18 12 -.26 13
Years as Principal in the school .09 A3 -.03 15 16 A1
Uncertainty Avoidance 31** A1 10 A1 -19 A1
Collectivism .04 15 .03 A7 15 13
Power distance .07 19 A7 13 35%* 13
Masculinity -.03 A7 -.06 17 15 .16
Paternalism .18 13 12 A1 -.05 A1

Note: *p<0.05. **p<0.01. ***p<0.001. RMSEA=0.00 (90% CI: 0.00 0.00). CFI=1.00.TLI=1.00. SRMR=0.00

Table 5.18: Structural Equation Modelling Analyses predicting Leadership Styles from National
Culture Dimensions

5.6.2. Relations of Principals’ National Culture Dimensions with Transformational
Leadership Dimensions

Path analyses were performed to investigate the relationships of national culture dimensions:
uncertainty avoidance, collectivism, power distance, masculinity and paternalism and principals’
transformational leadership dimensions: intellectual stimulation, inspirational motivation,
individual consideration, idealised influence (Attributed) and idealised influence (Behaviours).
Gender, educational qualifications, age, numbers of years as a principal and number of years as a
principal in the school were the covariates in the model.

The results of path analyses showed that intellectual stimulation and inspirational motivation
dimensions of the transformational leadership style were statistically significantly positively
associated with paternalism (5 = .29, p < 0.01; g = .29, p < 0.05). Principals who reported higher
levels of paternalism tended to adopt statistically significantly higher levels of intellectual
stimulation and inspirational motivation than did the principals who reported lower levels of

intellectual stimulation and inspirational motivation. However, paternalism was not statistically
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significantly related to individual consideration, idealised influence (Attributed) and idealised
influence (Behaviours) of the transformational leadership style. The results of path analyses also
showed that individual consideration and idealised influence (Behaviours) of the transformational
leadership style were statistically significantly positively associated with uncertainty avoidance of
the national culture (8 = .36, p < 0.05; g = .30, p < 0.05 respectively). Principals who reported
higher levels of uncertainty avoidance tended to have statistically significantly higher levels of
individual consideration and idealised influence (Behaviour) of the transformational leadership
style than did other principals who reported lower levels of uncertainty avoidance. Nevertheless,
uncertainty avoidance was not statistically significantly related to intellectual stimulation,
inspirational motivation and idealised influence (Attributed) of the transformational transactional
leadership styles. Collectivism, power distance and masculinity were not statistically significantly

related to any dimension of the transformational leadership style (see Table 5.19).

Intellectual Inspirational Individual Idealised Idealised

Stimulation Motivation Consideration Influence Influence
(Attributed) (Behaviour)
Variables Estimate SE Estimate SE Estimate SE Estimate SE  Estimate SE

Gender 14 13 .07 13 .23* A1 .15 .10 A1 14
Education 14 13 A1 13 14 .15 -.05 13 13 A1
Age -13 A1 -.22 .15 -27* A3 -.05 12 -.20 13
Years in .06 .16 -.03 .09 A2 A3 -.13 13 .01 13
School

Years with .07 A2 .07 13 .16 14 12 A7 =11 13
Principal

Uncertainty 10 A2 24 A3 36%* A3 A0 A3 .30* 14
Avoidance

Collectivism .15 .16 14 13 -.09 A7 -.06 14 .05 .16
Power .03 .20 -.03 14 .00 14 15 13 .04 .18
distance

Masculinity -.15 A7 -.05 .15 .07 14 .06 14 -.06 .15
Paternalism 29** 10 .29% 13 -.04 A2 -.04 A7 22 .15

Note: *p<0.05. **p<0.01. ***p<0.001. RMSEA=0.00 (90% CI: 0.00 -0.00). CFI=1.00.TLI=1.00. SRMR=0.00

Table 5.19: Structural Equation Modelling Analyses predicting Transformational Leadership
Dimensions from National Culture Dimensions
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5.6.3. Relations of Principals’ National Culture Dimensions with Transformational
Leadership Dimensions

Path analyses were performed to investigate the relationships of national culture dimensions:
uncertainty avoidance, collectivism, power distance, masculinity and paternalism and principals’
transactional leadership dimensions: management by exception (Active) and contingent reward.
Gender, educational qualifications, age, numbers of years as a principal and number of years as a
principal in the school were the covariates in the model. The results of path analyses showed that
contingent reward was statistically significantly positively associated with uncertainty avoidance
(8 =.35, p <0.01). Principals who reported higher levels of uncertainty avoidance tended to adopt
statistically significantly higher levels of contingent reward than did the principals who reported
lower levels of uncertainty avoidance. However, uncertainty avoidance was not statistically
significantly related to management by exception (Active) of the transactional leadership style. The
results of path analyses also showed that collectivism, power distance, masculinity and paternalism
were not statistically significantly related to management by exception (Active) and contingent

reward of the transactional leadership styles (see Table 5.20).

Management by Exception (Active) Contingent Reward
Variables Estimate SE Estimate SE
Gender .18 14 24 14
Education .05 .20 -.20 13
Age .05 18 .03 13
Years as Principal -.18 13 -.07 A1
Years as Principal in the school -.02 A7 -.01 A1
Uncertainty Avoidance -.10 12 35** A1
Collectivism -.05 .16 13 14
Power distance .20 14 01 13
Masculinity .00 A7 -12 A7
Paternalism .02 13 21 13

Note: *p<0.05. **p<0.01. ***p<0.001. RMSEA=0.00 (90% CI: 0.00 -0.00). CFI=1.00.TLI=1.00. SRMR=0.00

Table 5.20: Structural Equation Modelling Analyses predicting Transactional Leadership
Dimensions from National Culture Dimensions

200



5.6.4. Relations of Principals’ National Culture Dimensions and Passive Avoidant
Leadership Dimensions

Path analyses were performed to investigate the relationships of national culture dimensions:
uncertainty avoidance, collectivism, power distance, masculinity and paternalism and principals’
passive avoidant leadership dimensions: management by exception (passive) and laissez faire.
Gender, educational qualifications, age, numbers of years as a principal and number of years as a
principal in the school were the covariates in the model. The results of path analyses showed that
management by exception (Passive) was statistically significantly positively associated with
collectivism (8 = .27, p < 0.05). Principals who reported higher levels of collectivism tended to
adopt statistically significantly higher levels of management by exception (Passive) than did the
principals who reported lower levels of collectivism. In addition, management by exception
(Passive) was statistically significantly positively associated with power distance (5 = .43, p <
0.001). Principals who reported higher levels of power distance tended to adopt statistically
significantly higher levels of management by exception (Passive) than did the principals who
reported lower levels of power distance. However, uncertainty avoidance, masculinity and
paternalism were not statistically significantly related to management by exception (Passive) The
results of path analyses also showed that laissez faire dimension of the passive avoidant leadership
style was statistically significantly negatively associated with uncertainty avoidance (f = - .39, p <
0.001). Principals who reported higher levels of uncertainty avoidance tended to adopt statistically
significantly lower levels of laissez faire than did the principals who reported lower levels of
uncertainty avoidance. On the other hand, collectivism, power distance, masculinity and

paternalism were not statistically significantly related to laissez (see Table 5.21).
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Management by Exception (Passive) Laissez Faire

Variables Estimate SE Estimate SE
Gender A5 13 -.06 A1
Education =12 .08 -.09 .09
Age -.02 10 .02 0
Years as Principal -11 A1 -.36 12
Years as Principal in the school .09 12 .20 A1
Uncertainty Avoidance .02 10 -.39%** 10
Collectivism 27* 13 -.07 A1
Power distance A3FF* A2 A1 14
Masculinity .04 A5 24 14
Paternalism -.10 11 .03 10

Note: *p<0.05. **p<0.01. ***p<0.001. RMSEA=0.00 (90% CI: 0.00.00). CFI=1.00.TLI=1.00. SRMR=0.00

Table 5.21: Structural Equation Modelling Analyses predicting Passive Avoidant
Leadership Dimensions from National Culture Dimensions
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CHAPTER SIX: DISCUSSION AND CONCLUSION

In the first part of this chapter the findings of the study are examined, discussed and elaborated on
to answer the research questions. In addition, the findings are placed in the context of earlier studies
to support or refute the findings of these prior studies. The second part of the chapter concludes the
findings and presents the implications of these findings to practice and suggests recommendations
to school principals, cluster managers and ADEK. In the last part of the chapter, the limitations of

this study are outlined and areas of further research are identified.

6.1. Discussion of Findings

The purpose of this study was to investigate the leadership style that principals in Abu Dhabi public
schools adopt and the job satisfaction of teachers in these schools as well as the relationship that
exists between these variables. The study also examined the organisational commitment of teachers
and its role as a mediator in the leadership styles-job satisfaction relationship. In addition, the study
investigated the effect of the national culture dimensions of the principals on the leadership style
that they adopt. A mixed methods approach was adopted to address the purpose of this research

and specifically to answer the following research questions:

1. What are the leadership styles that school principals adopt and to what extent do their own
perceptions of leadership styles differ from their teachers’ perceptions of their leadership
styles?

2. To what extent are the leadership styles of principals as perceived by their teachers linked

to the job satisfaction of the teachers?
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3. To what extent do organisational commitment dimensions mediate the leadership styles-
job satisfaction relationships?
4. How are the national culture dimensions of the principals linked to the leadership style they

adopt?

The adopted mixed methods approach was used to answer the above research questions. Data
discussed in this chapter was collected from questionnaires completed by teachers and principals,
semi-structured interviews conducted with seven individual principals and four focus groups

conducted with 24 teachers.

6.1.1 . Research Question 1

To answer the research question about the leadership styles that school principals adopt and how
principals’ own perceptions of leadership styles compare to their teachers’ perceptions of their
leadership styles, quantitative data were collected from principals and teachers using the MLQ (5X-
Short) in its leader and rater forms respectively. Qualitative data were collected from semi-

structured interviews with principals and focus groups with teachers.

6.1.1.1. Teachers’ Perceptions of Leadership Styles of Principals

Findings showed that teachers perceive that their principals tended to practice transformational
leadership style more often than both transactional and passive avoidant leadership styles. Similar
results were found in higher educational contexts in Pakistan (Amin et al. 2013), the United States
of America (Bateh & Heyliger, 2014) and Malaysia (Sadeghi & Lope Pihie, 2013). The study
findings are also in accordance with the findings of studies that took place in school contexts in

other countries such as Korkomaz’s (2007) study that was conducted in high schools in Turkey,
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and Shafiee et al.’s (2014) study that surveyed teachers in primary schools in Iran. In a primary
school context in Tanzania, Nguni et al.’s (2006) findings corroborated the findings of this study
as well. The same results were also found in studies that took place in schools in the United States
of America (e.g. Biggerstaff, 2012; Jackson, 2013; Thomas, 2014). In addition, these findings also
corroborated the findings of Waters (2013) who conducted his study in primary schools in Australia
and the findings of Verma (2015) who surveyed 300 teachers in the United Arab Emirates. Both
Waters and Verma concluded that teachers rated their principals the highest on transformational
leadership, followed by transactional leadership and then passive avoidant leadership. The findings
of this study suggest that although leaders display more transformational leadership practices, they
still practice transactional and passive avoidant leadership styles, and this contradicts Burns (1978).
In his theory, Burns (1978) proposed adding transforming leadership as a more effective form than
transactional leadership and placed the two styles of leadership on the opposite ends of the

continuum.

Nevertheless, the findings are in alignment with Bass’ (1985) theory which indicated that in spite
of the importance of transformational leadership to the effectiveness of leadership practice,
transactional leadership is still required. The former is required to transform the attitudes and
beliefs of followers, provoke their motivation and increase their awareness of and their beliefs in
their leaders’ goals while the latter is also vital for effective leadership practice. For successful
performance, it is sometimes necessary for principals to practice transactional leadership and
provide clear explanations to their followers on their roles in completing tasks and on the rewards
that they will receive. This supports Bass (1985) that leadership practice becomes more effective

when leaders use various forms of leadership. In any context in general, and in a school context in
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particular successful leadership requires school principals to vary their leadership practice when
dealing with different teachers in various settings and circumstances and this will be elaborated on

later in this chapter.

As for the dimensions of transformational leadership style, teachers rated their principals the
highest on inspirational motivation followed by the idealised influence dimensions then intellectual
stimulation and the lowest mean score was for individual consideration. These results are in total
alignment with Biggerstaff’s (2012), Waters’ (2013), Thomas’ (2014) and Verma’s (2015) studies
and in opposition with Jackson’s (2013) study where intellectual stimulation was rated the highest.
On the transactional leadership, teachers rated their principals higher on contingent reward than on
management by exception (Active) and this finding is in congruence with the findings of
Biggerstaff (2012), Jackson (2013) and Verma (2015). Nguni et al.’s (2006) and Waters’ (2013)
studies showed the opposite where management by exception (Active) was rated slightly higher
than contingent reward. Analysis of the quantitative data showed that passive avoidant leadership
style had the lowest mean score and that laissez faire had a lower score than management by
exception (Passive). These results are in alignment with findings of previous studies that were
reviewed (Biggerstaff, 2012; Waters, 2013; Verma, 2015) with the exception of Jackson’s (2013)
and Nguni et al.’s (2006) studies that showed that teachers rated their principals higher on laissez

faire than on management by exception (Passive).
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6.1.1.2. Teachers’ Perceptions of their Principals’ Leadership Styles vs. Principals’ Own
Perceptions

To compare teachers’ perceptions of the leadership styles of their principals to the principals’
perceptions of their own leadership styles, the one-way analysis of variance (ANOVA) was
conducted. Results showed that there is no statistically significant difference between teachers’
perceptions of their school principals’ transformational leadership style and principals’ own
perceptions of this style. This important finding indicates that principals are aware of their
leadership practices and can properly evaluate those. As for the dimensions of transformational
leadership, results showed that the mean scores of inspirational motivation of teachers’ perceptions
is slightly lower than that of principals’ perceptions but this difference was not statistically
significant .This contradicts the findings of Brown’s (2013) study that identified a statistically
significant difference between the teachers’ and principals’ perceptions in reference to the

inspirational motivation dimension.

The qualitative data collected, from both the focus groups with teachers and the interviews with
principals, affirmed that teachers perceived their principals’ inspirational motivation similarly to
how their principals perceived it. This alignment between the teachers’ comments and principals’
comments supports the non-significant statistical difference that was found between the
quantitative data collected from teachers and principals. The qualitative data helped developing a
better understanding of how principals practice this transformational leadership dimension as well.
Qualitative results clarified that principals try to inspire their teachers by showing them the
importance of having a vision and commitment to achieve goals, and this echoes Bass and Riggio’s
(2006) identification of inspirational motivation practices. As such, principals undertake various

motivational activities such as discussing the biography of leaders or inviting guest speakers to
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school to share with the teachers their experiences and how they achieved their vision and goals.
These real-life examples, that bring genuine experiences to teachers, inspire them far beyond what

lectures and cliché words do.

Data from focus groups and interviews affirmed that inspirational motivation is also achieved
through the positive reinforcement that the principals display. In their theory Bass and Avolio
(1997) identified this enthusiasm, optimism and persuasive communication, which was evident in
the principals’ behaviour, as characteristics of inspirational motivation. Principals are always
positive and enthusiastic in the way they behave with their teachers and speak to them during
official meetings or personal discussions and in their daily routine activities. Additionally, with
inspirational motivation, leaders are not only concerned about the long-term plans and the
advancement of the organisation, but they also focus on the professional growth of their followers
and their career advancement (Bass & Avolio, 2004). Findings of this study support this as
principals explained how they provide teachers with professional development and help them set

their career path.

As for idealised influence (Attributed) dimension of the transformational leadership, quantitative
data analysis showed that the mean score of teachers’ perceptions is slightly lower than that of
principals’ perceptions but this difference was not statistically significant and this supports
Brown’s (2013) findings. The fact that perceptions of principals and teachers in this study were
parallel was also noticeable in the qualitative data and supports the non-significant statistical
difference between teachers’ and principals’ perceptions. Bass and Avolio (2004) argued that
leaders with idealised influence (Attributed) build the trust of their followers and become their role

models. Principals explained that their professional attitude: hard work, commitment, ethics,
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fairness and integrity make their teachers trust them and look at them as their role models. The
quantitative and qualitative data collected from the teachers affirm that the principals display the
characteristics of the idealised influence (Attributed) dimension of leadership and are successful in

setting themselves as role models for their teachers.

Similarly, and in accordance with Brown’s (2013) study, the idealised influence (Behaviour)
dimension of the transformational leadership had relatively the same mean score for the teachers’
perceptions of their principals’ leadership style and the principals’ perceptions of their own
leadership style and the difference was not statistically significant. The similarity of the teachers’
perceptions to the principals’ perceptions was also confirmed in the qualitative data. Bass and
Riggio (2006) discussed that with this leadership behaviour, leaders build a common sense of
mission and vision by expressing their values and beliefs. They also explained that principals are
responsible for their actions and thus consider any anticipated ethical and moral consequences that
might happen, and this is in accordance with the behaviour of principals in this study. Principals
reported that they integrate and embed their values and beliefs in everything they do and with
whom they are working. This was affirmed by the teachers who believe that this is what creates a
common vision and mission to all and what encourages the welfare of the group. Bass and Avolio
(2004) argued that integrity, morality and fairness are the criteria that leaders with this leadership
style adopt in all their behaviours. The findings of this study support this argument as the qualitative
data collected provides sufficient evidence that principals maximise their efforts to be fair in

dealing with their teachers and that favouritism has no place in their schools.

The intellectual stimulation dimension of transformational leadership had the second lowest mean

score as per the teachers’ perceptions of their principals’ leadership style and the lowest mean score

209



as per the principals’ perceptions of their own leadership style. In contradiction with Brown’s
(2013) study, the difference between the teachers’ perceptions and their principals’ perceptions of
this leadership style was not statistically significant and the qualitative data confirmed that. Bass
and Avolio (2004) argued that leaders who practice intellectual stimulation, are expected to
increase their followers’ awareness of their own thoughts and recognition of their beliefs and values
by encouraging, supporting and coaching them. They are those who challenge their followers and
encourage them to adopt new strategies when solving problems. Principals who display this
transformational leadership behaviour should encourage teachers to question others’ beliefs and

opinions including theirs and any disagreement will be respected (Bass & Riggio, 2006).

In this study, the intellectual stimulation leadership practice was limited to encouraging innovation
as evident in the qualitative results and this supports the low mean scores that were obtained in the
quantitative results. When principals were asked to elaborate on how they apply the previously
mentioned practices of intellectual stimulation, the answers were limited. Principals stated that they
encourage their teachers to be creative and innovative by being open and accepting any new ideas
brought to them by the teachers and by providing the required resources. Teachers affirmed this
and reported that their principals support them for any initiative they take but the support identified
was limited to the principal being receptive and encouraging to the innovative initiative, as they
describe it, and to providing resources that are mostly materialistic in nature. Bass and Avolio
(2004) suggested that principals should create an environment that fosters the learning and
development of the teachers by assigning them greater responsibilities and by sharing the power.
The comments of principals and teachers showed that there are initial attempts to have a school

environment that encourages learning and development. In addition, sharing power and delegating
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tasks is still in the maturation stage as principals share power in a limited way and delegate tasks

that have a routine nature.

Teachers rated their principals the lowest on the individual consideration dimension of
transformational leadership. However, the mean score obtained from the teachers’ perceptions was
lower than that obtained from the principals’ perceptions and the difference was statistically
significant and this corroborates Brown’s (2013) findings. Antokanis and House (2015) pointed
out that leaders practice individual consideration when they provide each of their teachers the
support that is appropriate to their needs. They explained that this support might be in the form of
coaching, mentoring and counselling that is customized to fill the gaps. The principals highlighted
those practices and reported that they provide mentoring and coaching either to individuals or
groups based on their level of performance. In addition, principals indicated that they spend time
to identify their teachers’ strengths and weaknesses and to identify their needs. Identifying
teachers’ needs is a time-consuming process that requires a lot of effort on the principals’ behalf
and that takes place through lesson observations, walkthroughs to the classrooms, meetings with
department heads, and reviewing teachers’ portfolios. This supports Bass (1999) who affirmed that
principals who practice individual consideration exert considerable effort to understand the needs
of each of their teachers, provide them with a supportive climate and treat them uniquely. He
clarified that this understanding of needs is a result of a two-way communication between the

principal and the teacher, but this was not evident in the qualitative data collected from teachers.

Teachers did not mention any individual coaching, mentoring or counselling and they only
indicated the principals assign them to conduct professional development sessions in their areas of

strengths and to attend other sessions to address their weaknesses. This inconsistency between the
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teachers’ and principals’ comments in reference to coaching and mentoring might have been the
reason for a statistically significant lower mean score of individual consideration computed from
teachers’ data. Bass and Riggio (2006) also explained that principals practice individual
consideration when they delegate tasks to teachers while giving them different levels of autonomy
based on their experience. This was supported by both teachers and principals when discussing the

uncertainty avoidance and power distance dimensions of national culture.

Quantitative data analysis showed that teachers perceived their principals more transactional than
principals perceived themselves and this difference in perceptions was statistically significant. As
for the contingent reward dimension of transactional leadership, it had a lower mean score as per
the teachers’ perceptions. The qualitative data collected from teachers’ focus groups were in
accordance with that of principals’ interviews which explains the insignificant statistical difference
which contradicts Brown’s (2013) findings. Brymer and Gray (2006) indicated that with contingent
reward, principals reward followers when they fulfil the task that was previously clarified and
agreed upon. The current Abu Dhabi public schools’ hierarchy supports this as there is clarity on
who is responsible to complete tasks and to achieve goals whether in the departmental plans or in
the action plans developed by the senior leadership team in the school. Furthermore, school
principals asserted that there is continuous reinforcement from them that rewards will be obtained

when the desired objectives are met, and this was also mentioned by the teachers.

Brymer and Gray (2006) clarified that the rewards are based on both emotional and economic
exchange; nevertheless, this was not the case for principals in Abu Dhabi public schools. There
was a consensus from all principals, that the rewards they give are mainly intrinsic and moral in

nature such as certificates of appreciation because the school budget does not allow for any
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economic rewards. Antonakis et al. (2003) suggested that this type of contingent reward might be
sometimes transformational such as appreciation letters that praise the teachers and motivate them
to perform better. Principals and teachers affirmed that these appreciation certificates, along with
any words of praise, mean a lot especially when publicly shared in the presence of other teachers
and students. Bass and Avolio (2004) argued that contingent reward might motivate learners, but
this will be applicable only to complete daily routine tasks and not to long term goals or the
organisational commitment of employees. This is not in accordance with the principals’ and
teachers’ comments as they explained that these rewards have contributed a lot to their commitment
and their advancement. Some teachers were highly recommended to ADEK and this resulted in

assigning them to better positions such as heads of faculty or vice principals.

Results showed that teachers perceive that their principals tended to practice management by
exception (Active) more than principals perceive themselves and this difference is statistically
significant, and this contradicts Brown’s (2013) study that showed that the difference is statistically
insignificant. The significant statistical difference was not supported by the qualitative data as
teachers’ comments coincided with the principals’ comments; however, this might have been due
to the opposing views that emerged on the side of both, the teachers and principals. The majority
of principals asserted that they follow up on the tasks assigned to teachers and this follow up
depends on the level of experience of teachers and on the complexity of the task. They affirmed
that the purpose of this practice is to support the teachers rather than to spot mistakes for
punishment. These results are supported by Bass and Avolio (2004) who pointed out that, with this
dimension of transactional leadership, leaders assess their followers closely and continuously to

spot any deviation from agreed upon standards and to take corrective action. An opposite theme
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emerged, and some principals reported that if they spot any mistakes they punish their teachers by
blaming them and assigning their tasks to someone else. Such practices support Antokanis and
House (2015) who argued that although management by exception (Active) focuses on outcomes,

it is still a negative transaction.

Analysis of the quantitative data showed that the mean score of passive avoidant leadership
computed using the teachers’ perceptions was higher than the mean score computed using the
principals’ perceptions and this difference was statistically significant. For the management by
exception (Passive) dimension, Bass and Avolio (2004) argued that principals limit their
communications with their teachers to the minimal and only interfere after problems occur. Such
practice will have negative results on teachers’ outcomes and behaviours. Principals explained that
they delegate solving problems to teachers and they do not interfere at a very early stage and this
supports Bass and Avolio’s views on this leadership dimension. However, principals believe that
this practice has a positive impact on various individuals in the school. They explain that teachers
will develop their decision-making skills and will figure out how to solve problems that might arise
when collaborating with colleagues and in teams. Principals also added that sometimes they do not
interfere and instead delegate issues to heads of faculty and vice principals to aid them in
developing their leadership skills. Nevertheless, principals highlighted that they immediately
interfere if the problem puts any student at risk. As mentioned before, quantitative data showed
that teachers rated their principals higher on this dimension and this difference was statistically
significant and supports Brown’s (2013) findings. The qualitative data were in alignment with the
survey data, and clarified the discrepancy as all teachers agreed that their principals do not interfere

to solve problems in some cases; however, none of them indicated that this might be due to the fact
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that principals want them and others in the school to develop the skills of leadership, problem

solving, decision making and others.

Similar to management by exception (Passive), Bass and Avolio (2004) indicated that laissez faire
has a negative impact on teachers’ performance and students’ outcomes where there are no clear
guidelines given to them from their principals. They argued that these principals do not have
enough confidence or ability to lead others and thus they tend to avoid taking decisions and are
absent when needed. Principals affirmed that they do not avoid takings decisions or delay
answering questions but sometimes it is not a quick process as they need to consult with others or
to consult policies. Some of the principals highlighted that they do not interfere if it is a personal
issue between the teachers that will not impact their performance and the students’ outcomes. In
addition, and in accordance with Brown (2013), the mean score computed from teachers’
perceptions was higher than that computed from principals’ perceptions and the one-way analysis

of variance (ANOVA) showed that the difference between them was statistically significant.

A number of qualitative comments from the teachers contradicted the comments from principals
providing some explanation for the aforementioned statistically significant difference. Teachers
explained that their principals avoided taking decisions in certain cases not because they are not
capable of doing that but because they thought from a humanitarian point of view and they did not
want the teacher to bear the consequences. In such cases, and according to teachers’ views, a group
of other teachers and sometimes students will suffer. On other occasions, principals delay
answering questions which might impact both teachers and students. These results oppose the
opinion of Bass and Avolio (2004) to a certain extent as it is evident that the principals avoid taking

decisions for reasons such as avoiding any consequences that teachers might bear and not because
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they lack the required confidence or strength. On the other hand, teachers indicated that this
avoidance of taking decisions or the delay in answering questions had a direct impact on them and
an indirect impact on their students in various instances and this supports the views of Bass and

Avolio (2004).

6.1.2. Research Question 2

To answer the research question about the relationship of teachers’ perceptions of their principals’
leadership styles to teachers job satisfaction, quantitative data were collected from teachers using
the MLQ (5X- Short) in its rater form and Spector’s Job Satisfaction Survey. Some qualitative data

were also obtained from the focus group interviews with teachers.

6.1.2.1. Teachers’ Satisfaction with Various Facets of their Jobs

Descriptive statistics were conducted and means and standard deviations were computed to
examine teachers’ job satisfaction. The supervision facet of job satisfaction had the highest mean
score among all the facets of job satisfaction. Moreover, there was a significant moderate positive
correlation between supervision and job satisfaction. This positive relationship was emphasised by
various researchers who explained that the support and guidance provided by supervisors is a
fundamental contributor to job satisfaction (Naeem et al. 2011; Peterson et al. 2003; Robbins &
Judge., 2013). However, other researchers refuted this relationship and argued that supervision, a
hygiene factor, is not a factor that contributes to job satisfaction (Luddy, 2005; Roelen et al. 2008).
In the context of the current structure of Abu Dhabi public schools, teachers are under continuous
supervision from and interaction with their head of faculty, academic vice principal and principal
and thus their satisfaction with this factor is of great importance to their job satisfaction. The nature

of work facet had the second highest mean score and had a significant positive medium correlation
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with the overall job satisfaction. This is an interesting finding as teaching is an extremely
demanding job that requires a lot of efforts and the researcher did not expect that teachers will rank

the nature of work, a motivator, as the second highest job facet that they are satisfied with.

Following the nature of work, teachers were satisfied with their co-workers and there was a
significant positive medium correlation between co-workers and overall job satisfaction. These
findings are in accord with the findings of various researchers who conducted studies in different
contexts and indicated that good relations with colleagues both at the professional and personal
level contribute to job satisfaction (Awang et al. 2010; Berta, 2005; Kreitner & Kinicki, 2001,
Naeem et al. 2011). These results also support Boreham’s (2006) findings that co-workers facet is
a strong predictor of job satisfaction of newly qualified teachers. Teachers experience stages of
stress and undergo lots of pressure during different periods of time during the year such as student
assessment periods and teacher evaluation periods. Thus, the emotional and social support that
individuals get from their co-workers is vital to decrease the levels of dissatisfaction that they may
encounter (Thoits, 2011). In addition, with the new school model in Abu Dhabi public schools, co-
teaching and collaborative planning are major activities that involve team work thus satisfaction

with co-worker relationships is of utmost importance.

Another important facet of job satisfaction is communications and teachers’ degree of satisfaction
with communications was higher than their overall job satisfaction and the correlation was a
significant moderate positive one. Similar findings were reported by Goris (2007) and Carriere and
Bourque (2009) who conducted studies to identify predictors of job satisfaction and concluded that
communications is an important predictor of job satisfaction. In this study, teachers expressed their

satisfaction with internal communications in the school and explained that their principals
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communicate to them all necessary information and updates in a systematic and timely manner.
Furthermore, and as mentioned earlier, teachers should collaborate in planning and sometimes co-
teach and thus proper communication with their colleagues is vital for successful relationships.
They reported that they are satisfied with that matter as they affirmed that they have open channels
of communications with their colleagues in their departments and in other departments. However,
Carriere and Bourque (2009) explained that satisfaction with communication incorporates but is
not limited to communication between leaders and subordinates, communication with colleagues,
communication of feedback and informal communication. In the context of the schools in this
study, communication with external stakeholders and mainly ADEK should be taken into
consideration. In ADEK, there is centralisation and decisions are made in ADEK headquarters and
then disseminated to various relevant departments and to schools. In organisations operating with
such a structure, proper communication policies and procedures are vital to ensure transmission of

required information appropriately and in a timely manner (Giri & Kumar, 2010).

As for the contingent reward, the mean score was lower than that of the overall job satisfaction.
Additionally, it had a significant moderate positive correlation with the overall job satisfaction and
this correlation with overall job satisfaction was the strongest among all the other facets. This
finding is in total accordance with Ali and Ahmad’s (2009) study that explored the relationships of
various facets of the job with the satisfaction of employees and concluded that rewards had the
strongest significant relation. This strong significant positive relation was also concluded in other
studies that were conducted in educational and non-educational contexts (Danish & Usman, 2010;

Jehanzeb & Rasheed, 2012).
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The teachers’ satisfaction with pay was also lower than the overall job satisfaction and had a
significant moderate positive correlation with it and this supports the findings of studies that were
conducted in various contexts (Hui et al. 2004; Mehmoud et al. 2012; Sharma & Bajpai, 2011).
This significant medium positive correlation was also found in studies that took place in public and
private education institutes in Pakistan (Khalid et al. 2012; Malik et al. 2012). On the contrary,
Brainard (2005) and Bolin (2007) concluded that there is a weak relationship between pay and
overall job satisfaction. Emirati teachers’ satisfaction with pay in Abu Dhabi public schools is low
and this might be due to the fact that they compare their salaries to salaries that other Emiratis
receive in other occupations. To the best of my knowledge, there are no studies that compare the
pay scale of Emirati teachers to the pay scale of Emiratis in other professions. However, other jobs,
in various sectors in general and in the oil and gas sector in particular, are less demanding than the
teaching profession and offer higher salaries for Emiratis. In addition, one of the reasons of the
dissatisfaction with the pay, a hygiene factor as identified by Herzberg et al (1959), is that teachers
were not satisfied with the fixed pay that does not change with the years of experience or the school

cycle.

In addition to contingent rewards, fringe benefits was another facet of the job that had the second
strongest significant positive correlation with job satisfaction; nevertheless, the teachers’
satisfaction with this facet was low, the second lowest among all facets. This low score might have
been the result of spouses being the ones who earn the benefits because, as per the United Arab
Emirates Human Resources Policy, only one of the spouses is entitled the benefits (The Federal
Authority for Government Human Resources, 2017). In most of the cases, spouses work in the

military, police, ministries or gas and oil companies and they chose to get the benefits entitlement
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as it would be at a higher scale. This finding supports Artz (2010) who argued that fringe benefits
is a factor that impacts job satisfaction and that this impact could be positive or negative. He
explained that employees might think of fringe benefits as a waste when their spouse has provision
to these benefits. Another reason for this low satisfaction with fringe benefits maybe due to the fact
that some teachers become bonded to the accommodation or the housing allowance they get
because they are from rural areas in the UAE and want to live in Abu Dhabi. This type of bonding
was identified by Art (2010) as the “job-lock™ which is brought about by an essential fringe benefit

that decreases the employees’ job satisfaction but at the same time cannot be sacrificed.

The promotion facet of job satisfaction had the lowest score among all the facets of job satisfaction
and had a significant moderate positive correlation with job satisfaction. These results support the
findings of various studies that were conducted in non-educational settings in various countries
(Khan & Aleem, 2014; Peterson et al. 2003; Wan et al. 2012). Findings of studies that were
conducted in educational contexts were also in agreement that promotion has a significant positive
relationship with job satisfaction (Malik et al. 2012; Muhammad & Huang, 2013; Zainudin et al.
2010). This low score is due to the fact that teachers do not have a planned career progression
pathway. The years of experience that they spent in the teaching profession and their performance
appraisal do not lead to any promotion. Teachers indicated that if this motivating factor is not
available, they will be less satisfied, and their performance will be impacted. Correspondingly, this
was affirmed by Al-Hazimi (2010) who argued that providing teachers with promotion
opportunities increases their satisfaction and their keenness to exert more effort that will result in

better performance.
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6.1.2.2. Teachers’ Perceptions of their Principals’ Leadership Styles and its Link to their
Job Satisfaction

To investigate the relationship between leadership styles of principals, as perceived by their
teachers, and their link to teachers’ job satisfaction path analyses were conducted. Results showed
that transformational leadership style had a statistically significant positive relationship with
overall job satisfaction; whereas passive avoidant leadership style had a statistically significant
negative relationship with overall teachers’ job satisfaction. The results of this provided a strong
empirical support for similar studies that took place in educational contexts of primary, secondary
and tertiary education. In the context of higher education, the findings were in partial alignment
with Amin et al.’s (2013) and Bateh and Heyliger’s (2014) studies. Unlike the current study,
passive avoidant leadership did not have a significant relationship in the former while transactional
leadership had a significant relationship in the latter. On the other hand, there was full alignment
between the results of this study and Sadeghi and Lope Pihie’s (2013) study that reported a
significant positive relationship between transformational leadership and job satisfaction and a

significant negative relationship between passive avoidant leadership and job satisfaction.

In school contexts, these findings are in alignment with the results of various studies that took place
in the context of Turkish schools including the meta-analysis of Aydin et al. (2013) and
Korkomaz’s (2007) study that showed that transformational leadership had the strongest significant
positive relationship with teachers’ job satisfaction. The findings of this study were in partial
alignment with other studies that were conducted in American schools and that showed that there

is a significant relationship between transactional leadership and job satisfaction (Biggerstaff,
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2012; Jackson, 2013; Thomas, 2014; Waters, 2013). The same partial alignment was with Verma’s

(2015) study that was conducted in educational organisations in the UAE.

The relationship between transformational leadership and job satisfaction was further investigated
by running path analysis on the five dimensions of transformational leadership and job satisfaction.
Results showed that the only two dimensions that had positive significant relationship with job
satisfaction were intellectual stimulation and inspirational motivation. Individual consideration
was the transformational leadership dimension that had the lowest mean score among the five
dimensions. Path analysis showed that individual consideration does not have a significant
relationship with teachers’ job satisfaction and this result was in alignment with Nguni et al. (2006).
However, various other studies had different findings and affirmed that individual consideration is

a significant predictor of job satisfaction (Biggerstaff, 2012; Waters, 2013; Verma, 2015).

According to Yukl (2010) individual consideration can be operationalised in two parts that are
“developing” and “supporting”. With the “developing” part, leaders attempt to help their followers
achieve self-actualisation and achieve full potential through coaching and mentoring (Antokanis &
House, 2015). As for the “supporting” part, leaders exert considerable effort to understand the
needs of their followers and provide them with customised support (Bass, 1999) which includes
but is not limited to respect, appreciation and consideration (Yukl, 2010). Yukl explained that the
developing part significantly impacts motivation while the supporting part significantly impacts
satisfaction. Since the individual consideration items in the MLQ (5X-Short) targeted, to a limited
extent, both the developing and the supporting parts of the dimension, the significant relationship
with satisfaction might have been masked. This interpretation is supported by Geijsel et al. (2003)

who noted that the insignificant relationship between individual consideration and job satisfaction
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might be the result of the “ambiguous” nature of this dimension. In addition, to provide the required
support, needs of the teachers should be understood and will require a lot of effort on the behalf of
the principal and a two-way communication with the teachers to be able to identify their strengths
and weaknesses. Teachers explained during the focus groups that principals try to understand their
needs and weaknesses; however, they all end up receiving or delivering professional development
training. This “one size fits for all” supporting model is not what individual consideration aims for

and that might explain the insignificance of the relationship.

The idealised influence (Attributed) and the idealised influence (Behaviour) are the two dimensions
of transformational leadership that had the highest mean scores after inspirational motivation;
however, did not have a significant relationship with teacher’s job satisfaction. These findings did
not support the findings of other studies that investigated the relationship between transformational
leadership dimensions and job satisfaction. In Waters’ (2013) study, idealised influence
(Behaviour) had a significant positive relationship with job satisfaction and both idealised influence
dimensions had moderate significant positive relationships with job satisfaction in Biggerstaff’s
(2012), Nguni et al.’s (2006) and Verma’s (2015) studies. Bass and Avolio (2004) explained that
the idealised influence of leaders help build their followers’ trust and respect and the results of the
current study affirmed this. Shieh, Mills and Waltz (2001) argued that this trust and respect boost
their energy and widen their levels of needs on Maslow’s hierarchy and eventually increase job
satisfaction. On the contrary, the results of this study did not provide any evidence that the trust

generated by idealised influence (Attributed) will result in an increased job satisfaction.

As mentioned above, intellectual stimulation had a positive significant relationship with overall

job satisfaction and this finding is in accordance with findings of studies that took place in various
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contexts (Biggerstaff, 2012; Verma, 2015) and in partial accordance with Nguni et al.’s (2006)
study. On the other hand, and in opposition to the findings of this study, Waters (2013) concluded
that intellectual stimulation was one of the two transformational leadership dimensions that did not
significantly predict job satisfaction. As discussed before, with intellectual stimulation, leaders
focus on providing enough support for their followers to develop their creativity and innovation
through encouragement and coaching (Bass & Avolio, 2004). Results showed that teachers develop
higher levels of job satisfaction when their leaders practice intellectual stimulation which in this
study had the second lowest mean score among the five dimensions of transformational leadership.
Thus, it can be concluded that encouragement and coaching, such as empowering teachers,
involving them in challenging tasks, assigning to them greater responsibilities and stimulating them
to solve problems by adopting new approaches, are all intellectual stimulation activities that
significantly contribute to increased levels of teachers’ job satisfaction. However, this somewhat
contradicts Nguni et al. (2006) who reported that intellectual stimulation has a weak significant
relationship with job satisfaction. They explained that when leaders regularly practice intellectual
stimulation, their followers perceive them as not predictable or dependable as expected and this

will result in dissatisfaction, but this is not the case with teachers in this study.

The other dimension of transformational leadership that had a significant positive relationship with
the overall job satisfaction of teachers was inspirational motivation. Similar to the alignment of the
findings on intellectual stimulation, inspirational motivation relationship with job satisfaction was
also reported by Biggerstaff (2012), Nguni et al. (2006) and Verma (2015) while this relationship
was not significant in Waters’ (2013) study. Quantitative data analysis showed that teachers rated

their principals the highest on this transformational leadership dimension that contributes
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significantly to teachers’ job satisfaction. With this inspirational motivation leaders motivate and
inspire their followers by being enthusiastic, optimistic and persuasive. These leaders are always
communicating with their followers, provoking among them team spirit and supporting them to

progress along their career path (Bass & Avolio, 2004; Bass & Riggio, 2006).

The qualitative data provided support that principals are practicing the aforementioned leadership
behaviours that motivate teachers intrinsically. Optimistic and open discussions with teachers
might contribute to the satisfaction of teachers through the communication facet of the job. In
addition, provoking team spirit might result in better co-workers’ relationships and hence more
satisfaction. Although teachers were not satisfied with their opportunities of promotion, principals’
attempts through their inspirational motivation to support them along their career path might have
contributed to their satisfaction. Principals explained that even though it is not up to them to
promote teachers, they try their best to put forward recommendations for promotions for teachers

who deserve this promotion.

Path analysis was also run to investigate the relationships between transactional leadership
dimensions and the overall job satisfaction. Results showed that contingent reward dimension of
the transactional leadership style had a statistically significant positive relationship with overall
teachers’ job satisfaction. On the other hand, management by exception (Active) was not
statistically significantly related to job satisfaction. Contingent reward dimension of transactional
leadership style had a higher mean score than management by exception (Active) and it also had a
higher mean score than intellectual stimulation, individual consideration and overall
transformational leadership. In addition, it was significantly associated with the job satisfaction of

teachers and this was in alignment with the majority of the reviewed studies (Biggerstaff, 2012;
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Nguni et al. 2006; Verma, 2015). This is an interesting finding that shows that contingent reward,
a leadership style that principals practice more than transformational leadership, significantly

impacts job satisfaction.

The qualitative data collected from principals and teachers affirmed that the majority of the
rewards provided were intrinsic in nature. Principals explained that the school budget is limited
and there is no budget allocated to rewards and if there is any amount it will be minimal. Thus,
principals reward teachers by praising them especially in the presence of their colleagues and their
students. They also reward them by issuing appreciation certificates and such activities might
contribute to their job satisfaction. This type of reward is a constructive transaction that motivates
learners and that Antonakis et al. (2003) considered a transformational behaviour rather than
transactional. This finding supports Shieh et al. (2001) who argued that when followers are praised
for their performance, their job satisfaction is enhanced. In addition, principals explained that with
the current structure within which Abu Dhabi public schools are operating, teachers have a clear
idea of their role in achieving goals or completing tasks. Such clarity might have been, in addition
to praise, another contributor to their job satisfaction. Shieh et al. (2001) affirmed that contingent
reward behaviours of the leaders contribute indirectly to the satisfaction of their followers by

reducing “role ambiguities” (p. 208).

Results showed that principals tended to practice management by exception (Active) of
transactional leadership style less than contingent reward dimension and that it had no significant
relationship with teachers’ job satisfaction. This finding is alignment with Nguni et al. (2006) and
contradicts the majority of the other reviewed studies (Biggerstaff, 2012; Waters, 2013; Verma,

2015). As discussed earlier, with management by exception (Active), teachers’ performance is
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continuously and closely assessed by their principals against a set of previously agreed upon
standards that are clear and specific. This leadership behaviour which focuses on outcomes is a
negative transaction (Antokanis & House, 2015) that tends to be ineffective but required in certain
situations (Bass & Avolio, 2004). The necessity of applying this negative transaction was aligned,
but to a certain extent, to the principals’ views. Some principals reported that they ask teachers to
withdraw from certain tasks if their performance was not up to the required standards and might
put the students at a disadvantage while other principals explained that they do this for the purpose
of supporting the teachers in completing the assignment and not for spotting their mistakes and
punishing them. This insignificant relationship between management by exception (Active) and
job satisfaction refutes Shieh et al.’s (2001) finding and their argument that this transactional
leadership behaviour is significantly related to job satisfaction in either a positive or a negative
way. They indicated that teachers’ compliance with the agreed upon standards will result in an
increased self-esteem which leads to increased job satisfaction, while failure to meet the standards

will lower their self-esteem and eventually their job satisfaction.

As for passive avoidant leadership, path analysis was also run to investigate the relationship
between the dimensions of this leadership style and job satisfaction. Results showed that laissez
faire dimension of the passive avoidant leadership style had a statistically significant negative
relationship with overall teachers’ job satisfaction. On the other hand, management by exception
(Passive) did not have a statistical significant relationship with job satisfaction. The management
by exception (Passive) of passive avoidant leadership style tended to be higher than laissez faire
dimension and had no significant relationship with teachers’ job satisfaction. This insignificant

relationship was also found in Waters’ (2013) study and Verma’s (2015) study. Other studies such
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as Biggerstaft’s (2012) study showed a significant negative relationship while another interesting
finding was that of Nguni et al. (2006) who concluded that management by exception (passive) had
a weak significant positive relationship. Principals who practice management by exception
passively, interact with their followers minimally and do not communicate to them the expected
standards or the guidelines to achieve the goals. They wait till problems occur to take reactive
corrective actions which have negative impact on the employee outcomes such as satisfaction and
performance. Lievens, Geit and Coetsier (1997) argued that this undesired impact is due to the
pressure which is put on the teachers to achieve the standards but without actually providing any

supporting resources.

Laissez faire dimension of the passive avoidant leadership had a significant negative relationship
with teachers’ job satisfaction, a finding that corroborates the finding of the majority of reviewed
studies (Biggerstaff, 2012; Waters, 2013; Verma, 2015). This supports Bass and Avolio (2004)
who argued that with this “no leadership” principals are absent and a negative impact on outcomes
is always expected. When interviewing principals, they highlighted that this avoidance of being
involved in certain issues sometimes is because these issues are personal and will not impact the
school or the students. This point of view was not accepted by teachers who affirmed that although
some of the issues might be personal; however, these will influence the teachers’ routine activities

and eventually their satisfaction.

6.1.3. Research Question 3

To answer the research question about the organisational commitment of the teachers and its

mediating role in the leadership styles-job satisfaction relationship, quantitative data were collected
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from teachers using TCM Employee Commitment Questionnaire (1997). This was in addition to
the previously mentioned leadership and job satisfaction data collected from MLQ (5X-Short) and

Spector’s Job Satisfaction Survey.

6.1.3.1.The Organisational Commitment of Teachers

Descriptive statistics were conducted where means and standard deviations were computed to
examine teachers’ organisational commitment. All the dimensions of organisational commitment
had a comparable mean score that can be considered relatively an average score. The lowest score
was that for continuance commitment which is the commitment associated with costs of leaving
the organisation. This relatively average score of continuance commitment reflects that the costs
that teachers perceive to be incurred are average, and this supports Meyer and Allen’s (1997) and
Tetrick’s (1995) conceptualization of continuance commitment that it is transactional in nature and
that these costs determine its level. This average score of continuance commitment might be the
result of the availability of other job opportunities with better pay and benefits for Emirati teachers.
In addition, it could be the pension that Emirati teachers could get after they have been in the
teaching profession for 15 years. These suggested reasons for the continuance commitment that
Emirati teachers have, support Bhatnagar’s (2005) argument that the presence of job alternatives
and the side-bets that might decrease the cost of quitting, such as time and efforts spent in the

organisation, are major antecedents to continuance commitment.

Mathebula (2004) argued that employees’ continuance commitment is a reflection of the self-
evaluation of their skills and their confidence whether these skills can provide them with alternative
job opportunities. Therefore, the level of continuance commitment found in this study might

indicate that these teachers have doubts in the skills and knowledge they have and that will provide
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them with better job opportunities. In a similar study that took place in Turkey, Cemaloglu et al.
(2012) reported that teachers have higher continuance commitment. This indicated that teachers
are more concerned with the financial and economic benefit rather than identification and
internalisation with their schools; however, this was not the case in the current study. As discussed
before, some research studies have shown that continuance commitment is the most significant
predictor of teachers’ turnover (Jonathan et al. 2013) while others studies showed its significant
relationship with job satisfaction (Odoch &Nangoli, 2014) and thus giving it attention is of utmost

importance.

The teachers’ level of normative commitment and affective commitment was the same where both
types of commitment had the same mean score. With normative commitment, employees feel that
they have a moral obligation to stay in the organisation and this obligation emerges from their
socialisation with the organisation and not from the extrinsic rewards that they get (Meyer & Allen,
1991). The normative commitment score which is higher than the continuance commitment score
shows that the Emirati teachers in Abu Dhabi public schools stay in their schools because they
think that it is the proper thing to do rather than because it is a necessity. Meyer et al. (2002) argued
that the amount of effort that employees put is related to the type of commitment they have and
determines their performance. Thus, teachers with normative commitment, who stay in their
schools because they are obliged to, will perform better than teachers with continuance
commitment who stay in their schools because it is a necessity. This difference in performance
results from the variance in the amount of effort exerted. Developing teachers’ normative

commitment is vital because in addition to its importance in contributing to performance, various
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research studies showed its significant relationship with job satisfaction (Daneshfard & Ekvaniyan,

2012).

Teachers’ level of affective commitment was the same as their level of normative commitment.
With affective commitment, employees stay in an organisation because they want to and they do
this because they have developed the feelings of comfort and personal competence (Meyer & Allen,
1997). According to Beck and Wilson (2000), this relatively high level of affective commitment of
Abu Dhabi public schools’ teachers, reflects that they have entered the stage of internalisation in
their schools and that their goals and values are congruent to those of their schools. Various scholars
affirmed that this internalisation with the organisation and alignment with its goals and values will
increase organisational citizenship and decrease behaviours of withdrawal such as absenteeism
(Bhatnagar, 2005; Meyer & Herscovitch, 2001). This increases the importance of this type of
commitment in all contexts in general and in school contexts in particular due to the impact that
teachers’ absenteeism can have on their performance and the achievement of their students (Bruno,
2002). In addition to its relationship with absenteeism, affective commitment is significantly
related to turnover and this relationship is negative in nature (Gardner et al. 2011; Larkin, 2015;
Mehmoud et al. 2016; Meyer et al. 2002; Wong & Wong, 2017). Thus, the level of affective
commitment found in this study can also be used to predict the turnover rate of teachers and one

would expect a low rate with this relatively high well developed affective commitment.

6.1.3.2.The Mediating Role of Organisational Commitment Dimensions

In the literature reviewed in this study, it was found that there is scarcity in the number of studies
that investigated the role of organisational commitment dimensions as mediators in the leadership

styles and job satisfaction relationship in general and in the educational context in particular.
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However, one of the research questions in this study aimed at investigating this mediating role.
Boot strapped tests of simultaneous indirect effects of organisational commitment dimensions,
were conducted on the relationship between transformational leadership and its dimensions and job
satisfaction. Results showed that only the affective commitment dimension is a statistically
significant mediator of the relationship and this indicates that teachers who perceive their principals
as more transformational might be more satisfied with their jobs because transformational

leadership increases their affective commitment.

This finding was in partial alignment with the findings of the very few studies that were reviewed
and that investigated the mediating effects of the dimensions of the organisational commitment on
the leadership styles and job satisfaction relationship. One of these studies is Osman and Uli’s
(2014) study that was conducted in a military context in Malaysia and that affirmed the mediating
role that affective commitment plays in this relationship. This mediating effect might have resulted
from the effect that transformational leadership style has on affective commitment and that was
affirmed in previous studies that were conducted in both educational and non-educational contexts
(Aydin et al. 2013; Cemaloglu et al. 2012; Forte, 2015; Lai et al. 2014; Tyssen et al. 2014). When
interviewed, principals affirmed that their transformational practices include motivating their
teachers, mentoring and coaching them and this might have impacted their organisational
commitment. This supports Liden et al. (2000) who identified the aforementioned transformational
leadership practices as factors that contribute to the increase in the organisational commitment of

employees.

Moreover, affective commitment was a statistically significant mediator in the relationship

between intellectual stimulation of transformational leadership and job satisfaction. This suggests
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that teachers who perceived that their principals practice intellectual stimulation might have a
higher job satisfaction because intellectual stimulation helped them develop their affective
commitment. This supports Bass and Rigio (2006) who argued that intellectual stimulation
contributes to affective commitment through the pride in action that teachers develop while
adopting innovative and creative approaches to solve problems. However, this finding, that only
intellectual stimulation affects affective commitment, is in opposition with Cemaloglu et al. (2012)
who affirmed that affective commitment is enhanced when leaders motivate, inspire and encourage
their teachers through inspirational motivation and pay attention to their individual needs and their
voices through individual consideration. The other findings that contradict this study findings are
those of Forte (2015) who concluded that the five dimensions of transformational leadership are

significantly related to affective commitment.

As for transactional leadership, results showed that none of the organisational commitment
dimensions are statistically significant mediators between this leadership style and job satisfaction.
The boot strapped tests were conducted on the dimensions of transactional leadership and results
showed that affective commitment is a statistically significant mediator in the relationship between
contingent reward and job satisfaction. This finding is in alignment with the findings of Osman and
Uli (2014) and suggests that teachers who perceive that their principals practice contingent reward
might be more satisfied with their jobs because contingent reward helps develop their overall
affective commitment towards their school. This supports Yammarino et al. (1997) who concluded
that contingent reward dimension contributes, in addition to the dimensions of transformational

leadership, to organisational commitment.
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For the relationship between passive avoidant leadership and job satisfaction, only affective
commitment was found to be a statistically significant mediator; however, this mediation was
negative. In addition, the affective commitment dimension statistically significantly mediated the
relationships between management by exception passive and laissez faire and job satisfaction and
this mediation was negative. This negative mediation indicates that if teachers perceive their
principals as more passive avoidant leaders, who practice management by exception (Passive)
and/or laissez faire, then they might have a lower job satisfaction since this leadership style and its

dimensions will lead to a decrease in their affective commitment towards their school.

6.1.4.Research Question 4

To answer the research question about the national culture of the principals and its relationship to
the leadership styles they adopt, quantitative data were collected from principals using Dorfman
and Howell (1988) questionnaire. Qualitative data were collected from the semi-structured
interviews with the principals and focus groups with teachers. This was in addition to the previously

mentioned leadership data collected from MLQ (5X-Short).

6.1.4.1.National Culture Dimensions of Principals in Abu Dhabi Public Schools

Hofstede (2017) reports the UAE scores for the four dimensions of national culture identified in
his model. His scores showed that the UAE has a culture which is collectivist in nature, high in
preference for avoiding uncertainty, in acceptance of power inequality, and neither masculine nor

feminine.

The results of this study showed that Hofstede’s scores correctly, but to a certain extent, reflect the

UAE culture. Emirati principals perceive their national culture as that which is characterised by
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high uncertainty avoidance and the mean score of this national culture dimension was the highest
among all the dimensions. Principals emphasised the importance of rules and regulations and
explained why they insist that their teachers strictly abide by the rules and regulations. Furthermore,
during the interviews with the principals, they were referring extensively to the words “ADEK
policies” in many of their responses to various questions and this affirms the importance of these
policies to them and to their leadership behaviours. Additionally, and due to the high uncertainty
avoidance that characterises the national culture of these principals, they have also highlighted that
they follow up closely with their teachers to make sure that each student in the school complies
with the general school rules and regulations. At the same time, they stated that they communicate
clearly to their teachers the significance of having a set of rules that they should set specifically to
their students and expect them to firmly follow. These findings support Klein et al. (2009) who
asserted that in high uncertainty avoidance contexts, there is great emphasis on the adoption and

implementation of strict policies, rules and regulations.

All principals highlighted that giving instructions is a favoured practice; however, the level of
details that these instructions should have varies based on the nature of the task and the experience
and skills of the teachers. This supports Hofstede et al. (2010) who argued that uncertainty
avoidance has an impact on organisation behaviours and that leaders try to minimize risks by
setting rules. They also pointed out that teachers are expected to follow these instructions closely
as mistakes are not acceptable in such a context where the consequences might put students at a
disadvantage. Alder (2007) argued that high uncertainty avoidance might emerge from the vertical
organisational structure where “who” has the authority on “whom” is identified to keep uncertainty

to minimal but this might not be the case in the context of the schools. As discussed before, there
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is zero tolerance for putting any student at a risk or a disadvantage of any kind and this might have,
in addition to the organisational structure, contributed to the high uncertainty avoidance.
Additionally, following instructions was a practice affirmed by both teachers and principals;
nevertheless, they both indicated that there was flexibility in certain instances. Principals stated
that when their teachers are well experienced, they will be flexible and will not insist that these
teachers follow the previously set instructions as long as the desired outcome is achieved. This
finding is not in alignment with Hofstede et al. (2010) who argued that in high uncertainty
avoidance contexts, leaders do not empower their followers. This is an interesting finding that
implies that although principals expect teachers to follow instructions, they still empower them and

give them the freedom to act independently.

Another national culture dimension that Emirati principals in Abu Dhabi public schools scored
high on was collectivism. Principals perceived themselves as highly collectivist individuals and
this is in accordance with Hofstede’s evaluation of the UAE culture as a collectivist culture. They
highlighted the importance of the welfare of the group and that welfare will be only achieved by
strengthening the relationships between all school employees as schools are collective
organisations. These findings support Hofstede et al. (2010) who affirmed that in collectivist
societies, the focus is on the interest of the group and not the individual and that there are strong
ties between individuals in the same social group and in this case the school community. According
to Hofstede et al. (2010), this social group is characterised by cohesion and support among
members and loyalty to all community members. These views were affirmed by the principals who
stated that they strive to create a family environment where all members provide support,

cooperation and encouragement to each other. This sense of loyalty and obligation to the
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community members that was identified as a characteristic of collectivist cultures by Hofstede was
clearly evident in the principals’ comments. Some principals explained that their teachers go out
of their way and go the extra mile not to put any of their colleagues or their students at a

disadvantage.

Islam, the religion of the Emirati principals, might have been a significant contributor to the
strength of the ties and to the tight relationships that they described between the members of their
school communities. In addition, the small population size of the Emirati nationals and the need to
feel safe and secure contribute to such strong and tight relationships as well. All these views support
At-Twaijri and Al-Muhaiza (1996) who explained that religion and tribal structure are among the
factors that determine the collectivist characteristic of the UAE and other countries in the Gulf
region. Additionally, Hofstede et al. (2010) pointed out that in collectivist institutions each member
in the group has a unique set of skills that is appropriate to complete the task. Principals regarded
having members in the group with unique capabilities and skills of utmost importance. They also
affirmed that clear description of what needs to be done and fair distribution of the tasks is

necessary for this group to be effective and to achieve the desired group welfare.

On the contrary, Jogulu (2010) explained that this fairness might not be a characteristic of
collectivist institutions. She argued that in some institutions with collectivist cultures, some
employees might receive preferential treatment based on their social status, seniority or family
relationship. They may not have to work hard as other employees and may be favoured for easier
jobs and promotions. These views were refuted by principals as they affirmed that in the context
of their schools, the welfare of the group in general and students in particular is essential. They

highlighted that they are not ready to make any compromises with the quality of education of
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students and their emotional and physical safety to please the teachers. They affirmed that they try
to accommodate their teachers’ preferences but not at the expense of other teachers or the desired

outcome.

The paternalism dimension that was added by Dorfman and Howell (1988) had the third highest
mean score. Some of the principals explained that they cared about their teachers and tried to
support them on various issues. The support they mentioned ranged from an advice on how to solve
a serious problem with the spouse, to emotional and financial support or to a change in the schedule
to accommodate for the needs of teachers. These findings are in alignment with the views of Aycan
et al. (2000) who explained that with paternalism, leaders provide guidance, support and caring to
their followers. The care and support they provide might be initiated by their religion and by the
morals and values that they were raised upon. This close relationship between Emirati leaders and
their employees was also highlighted by O’Sullivan (2016) who argued that paternalism is

prevalent in the UAE and has a positive relationship with employee behaviour and work outcomes.

Some other principals indicated that they do not interfere in their teachers’ personal or family
problems until the teachers approach them and in certain cases they do not interfere at all and this
was an unexpected finding. This contradicts Aycan et al.’s (2000) view that paternalism is a cultural
dimension that leaders adopt in countries such as the UAE; however, this was not fully the case in
this study. Some leaders were not keen on practicing paternalism and this is evident in its relatively
average mean score. In addition, the findings do not support Wilkens’ (2001) hypothesis that
paternalism is a prevalent cultural dimension in the UAE as the score on this dimension was
relatively low. This low score might be referred to the tendency of the principals to avoid being

involved in extremely sensitive and personal issues. This might be due to the fact that it is highly

238



inappropriate, in the UAE context, for individuals who are not close family to interfere in personal
and sensitive issues. Thus, principals might really care about their teachers, but the inherited norms

and traditions could have prevented them from practicing paternalism.

The power distance dimension had the second lowest mean score, an unexpected finding that
contradicts Hofstede (2017) who reported that the UAE’s culture is that of high power distance
where inequality is acceptable, and followers expect to receive orders from their leaders who adopt
an autocratic leadership style. The qualitative data also affirmed the findings of the quantitative
data where principals frequently involve their teachers and consider their opinions before making
decisions and this takes place usually in the form of committees and not individual involvement of
teachers. These findings support Hofstede et al. (2010) who indicated that in low power distance
institutions, employees are given the chance to participate in decisions. In addition, Hofstede et al.
(2010) explained that when the power distance is low, inequality is not acceptable, and employees
are empowered. This was evident in the context of schools in this study where principals affirmed
that they do not only involve teachers by asking for their opinions and involving them in decision
making, but they also delegate tasks to them and this a form of empowerment. In addition to the
empowerment and involvement in decision making that leaders provide followers with in low
power distance, the “emotional distance” between the leaders and followers is small in that context
as well and will result in “interdependence” (Hofstede et al. 2010). This small emotional distance
and interdependence was evident in the principals’ acceptance of teachers disagreeing with their
decisions and their ideas. Principals explained that they are open to discussing any disagreement
with their teachers and are willing to take their alternative ideas and suggestions and this is a

characteristic of low power distance societies.
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The masculinity dimension had the lowest mean score and this finding is in partial alignment with
Hofstede (2107) who reported that the culture in the UAE is neither masculine nor feminine. The
qualitative data validated the quantitative data where all principals affirmed that men do not have
any advantage over women, and that they are both capable of achievement as long as they have the
necessary skills and knowledge. They also added that these views on gender are also endorsed by
the leadership in the UAE where women are being given the chance to occupy high level positions
in various decision-making entities in the countries. This supports Hofstede et al. (2010) that in
cultural contexts that are low on masculinity dimension, women are given equal opportunities as

men to progress along their career path.

6.1.4.2. National Culture Dimensions and its link to Principal Leadership Styles

The interdependent relationship between leadership and culture is of utmost importance and cannot
be ignored (Jogulu, 2010; Pauliene, 2012). This importance emerges from the relationship that
links both constructs where attitudes, behaviours and values of individuals vary with different
cultures and affect organisational leadership in different ways (Hofstede et al. 2010). Previous
leadership research studies focused on the leaders themselves, their traits and their leadership styles
(Jogulu, 2010). Recently, researchers have started focusing on studying the link of leadership
behaviour to the culture environment (Dorfman & House, 2004; Jogulu & Wood, 2006); however,

the number of these studies is still limited (Pauleine, 2012).

To investigate the relationships of national culture dimensions and principals’ leadership styles,
path analyses were performed. It was found that the only dimension of national culture that showed
a significant relationship with transformational leadership was uncertainty avoidance. Principals

who reported higher levels of uncertainty avoidance tended to adopt higher levels of
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transformational leadership. In addition, the only dimension of national culture that showed a
significant relationship with passive avoidant leadership was power distance. Principals who
reported higher levels of power distance tended to adopt higher levels of passive avoidant
leadership. On the other hand, none of the dimensions had any significant relationship with
transactional leadership. These findings are in partial alignment with Muenjohn and Armstrong’s
(2008) study that investigated the relationship between the two variables and found only one
significant relationship. Similar to this study, Muenjohn and Armstrong’s (2008) study concluded
that there are no significant relationships between any of the national culture dimensions and
transactional leadership style. On the contrary, they found that power distance, and not uncertainty
avoidance, is the only dimension linked to transformational leadership. They also found that none
of the dimensions is linked to passive avoidant leadership styles while this study showed that power

distance has a significant link to the aforementioned style.

The findings of this study also contradict the findings of Liu and Lee (2012) and Lee and Liu (2012)
that showed that the power distance dimension of national culture had a significant relationship
with transformational leadership. The results of this study did not support Wiratmadja et al.’s
(2012) study that showed that all the dimensions of national culture have positive significant
relationships with transformational leadership with the exception of the masculinity dimension.
The findings of this study did not converge with Nazarian and Atkinson’s (2013) study that showed
that all the dimensions of national culture had significant relationships with transformational and
transactional leadership styles while some of the dimensions had significant relationships with

passive avoidant leadership. The only common finding was the significant positive relationship of
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uncertainty avoidance with transformational leadership and there were no other common

significant relationships.

Most of the studies that investigated the relationships between national culture and leadership styles
limited their analysis to the relationships of the national culture to the three leadership styles and
not their individual dimensions. However, in this study data analysis was taken a step further and
path analyses were run on the relationships between national culture dimensions and the
dimensions of each of the transformational, transactional and passive avoidant leadership styles.
Findings showed that some positive and negative significant relationships existed between the

dimensions of both constructs.

Paternalism was one of the dimensions of national culture that had a significant positive
relationship with intellectual stimulation and inspirational motivation dimensions of
transformational leadership. Previous studies that were reviewed did not include paternalism as a
national culture dimension and thus this is a new finding. Principals who reported a higher level of
paternalism tended to adopt a statistically significant higher level of intellectual stimulation and
inspirational motivation. As discussed earlier, paternalism can be defined as the degree of care and
control that the older individuals in a society show to the younger individuals where the leader
should provide guidance, support and caring to the follower (Aycan et al. 2000). This guidance,
support and caring was evident in the principals’ comments where the majority of them affirmed
their willingness to support their teachers and to guide them in solving any problems and addressing
any issues that they might face on the personal or family level. As for intellectual stimulation,
leaders encourage, support and coach their followers to think innovatively and creatively (Bass &

Avolio, 2004). In addition, Bass and Riggio (2006) explained that with this dimension of

242



transformational leadership, teachers will be given the opportunity to question their leaders’ beliefs
and opinions and any disagreement is respected by the leader who does not criticise them publicly.
We can see that encouragement, support and coaching, the characteristics of paternalism, are also

intellectual stimulation behaviours and this might have determined the significant relationship.

In addition, the close relationship brought about by the paternalism dimension might encourage the
principals to accept questioning and disagreement from their teachers. At the same time, this
relationship might pave the way for teachers to have an open dialogue with their principals where
they can disagree with them and question their beliefs. As for inspirational motivation, Bass and
Riggio (2006) highlighted that leaders who practice inspirational motivation should have open
channels of communication. With paternalism, principals have closer relationship with their
teachers and this will encourage more communication through which principals can motivate,
inspire and convince. Moreover, the moral support that paternalistic principals provide was
identified by the principals as one of their inspirational motivation leadership practices and this
might have contributed to the significant relationship. As for transactional and passive avoidant
leadership dimensions, no significant relationships with paternalism were found though a
significant negative relationship between passive avoidant leadership dimensions and paternalism
was expected by the researcher. This anticipation was due to the fact that with paternalism,
principals provide their teachers with guidance, caring and support to help them solve their
problems while with passive avoidant leadership principals ignore any problems that their teachers

face.

The other dimension of national culture that had significant relationships with leadership style

dimensions was uncertainty avoidance. Uncertainty avoidance had significant positive
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relationships with transformational leadership dimensions and these were with individual
consideration and idealised influence (Behaviour). As mentioned earlier, very few studies
investigated the relationship with transformational leadership style dimensions and none of these
showed such a relationship with the exception of Lee and Liu’s (2012) study that showed a
significant negative relationship between uncertainty avoidance and intellectual stimulation. The
results showed that the uncertainty avoidance dimension had the highest mean score among the
five dimensions investigated in this study. In addition, this dimension had a significant positive
relationship with individual consideration dimension of transformational leadership. With the
customized support that leaders offer through their individual consideration practice, leaders
provide their followers with more structured instructions to implement their tasks and firmer
standards to abide by (Bass & Riggio, 2006). One of the characteristics of leaders in high
uncertainty avoidance contexts is that they tend to set instructions and expect their followers to
abide by these instructions (Hofstede et al. 2010; Klein et al. 2009). This alignment between this
characteristic of uncertainty avoidance and the individual consideration practice might have
contributed to the significant relationship between the dimensions of the two constructs. The other
significant relationship between uncertainty avoidance and the transformational leadership
dimensions was with idealised influence (Behaviour). This is an interesting relationship as the
activities related to these two dimensions have no commonalities. Uncertainty avoidance is about
spelling out detailed instructions while idealised influence (Behaviour) is related to building a

common sense of mission and vision.

On the other hand, and on its relationship with transactional leadership style dimensions,

uncertainty avoidance showed a significant positive relationship with contingent reward dimension
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and this is in accordance with Nazarian and Atkinson’s (2013) finding. Brymer and Gray (2006)
indicated that with contingent reward, leaders clarify tasks that they will reward their followers for
when achieved. The clear instructions that principals provide their teachers with and their
expectation that teachers follow these instructions to fulfil the task and get the reward characterise
uncertainty avoidance and this might have been the reason for the significant positive relationship
between the two dimensions. Another significant relationship, but in this case negative, was
between laissez faire of passive avoidant leadership and uncertainty avoidance and this contradicts
Nazarian and Atkinson’s (2013) findings which showed that this relationship is significantly
positive. To the researcher, relationship between these two constructs should be negative rather
than positive and this can be explained by the nature of leadership practices of laissez faire. With
laissez faire, principals are absent when needed and do not provide their teachers with clear
guidelines to carry on their tasks (Bass & Avolio, 2004) and these are behaviours are in total

contradiction with high uncertainty avoidance work contexts.

Previous studies have shown that the power distance dimension of national culture had significant
relationships with the various dimensions of transformational leadership (Lee & Liu, 2012; Liu &
Lee, 2012). This is not supported in the current study where none of the transformational leadership
dimensions had a significant relationship with power distance. This study has shown that Emirati
principals in ADEK public schools are contributing to having a low power distance school context.
In such a context, and as the quantitative and qualitative data have shown, principals are
empowering teachers, involving them in decision making and delegating tasks to them and this is
facilitated by the short emotional distance and the interdependence that exist between the principals

and their teachers. Bass and Riggio (2006) explained that with individual consideration, leaders
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empower teachers and delegate tasks to them and this was evident in the principals’ practices in
this study. Although empowering teachers and delegating tasks to them are practices common to
both low power distance and individual consideration of transformational leadership, no significant
relationship was found between the two dimensions. In addition, the previously mentioned small
emotional distance and interdependence that characterise low power distance in Abu Dhabi public
school contexts allowed teachers to approach their principals and disagree with their ideas. This is
in alignment with the intellectual stimulation of transformational leadership; however, no

significant relationship was detected between the two dimensions.

As for transactional leadership, no significant relationships were found between its dimensions and
power distance and this contradicts the findings of Lee and Liu (2012) and Nazarian and Atkinson
(2013). The absence of a significant relationship between transactional leadership dimensions and
power distance refutes Hofstede et al. (2010) who affirmed that there is a relationship between the
power distance level that leaders possess and the management by exception (Active) of the
transactional leadership they practice. They explained that in high power distance context,
employees are less empowered, show less disagreement with their leaders and follow their
instructions to complete the tasks and this lends itself to the management by exception (Active)
dimension of transactional leadership. On the other hand, management by exception (Passive) had
a significant positive relationship with power distance and principals who reported higher levels of
power distance tended to adopt higher levels of management by exception (Passive). This aligns to
Hofstede et al.’s (2010) views that in high power distance contexts, leaders tend not to adopt

transformational leadership behaviours.
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The national culture dimension that had the lowest mean score in this study was masculinity
dimension and no significant relationships were found between this dimension and any of the
dimensions of the three studied leadership styles. This finding is in accordance with some of the
findings of previous studies that showed that masculinity dimension does not have significant
relationships with leadership styles. On the other hand, there were some studies that showed that
masculinity had a significant negative relationship with the transformational leadership dimensions
(Sadiq, 2011; Wiratmadja et al. 2012). This study showed that the principals in Abu Dhabi public
schools perceive their culture as that which is more feminine than masculine. Hofstede (2011)
argued that leaders in a feminine culture care about and nurture their followers and thus a positive

relationship with transformational behaviour was anticipated in such a cultural context.

The last relationship which was investigated was that between collectivism and the various
dimensions of leadership styles and the only significant relationship was between collectivism and
management by exception (Passive). This finding is not in alignment with Sadiq’s (2011) study
which showed that collectivism, which is low in the Maldivian context, had a negative association
with the five transformational leadership dimensions. The other findings that did not corroborate
with the findings of this study were from Nazarian and Atkinson’s (2013) and Wiratmadja et al.’s
(2012) studies where a significant relationship was found between collectivism and passive
avoidant leadership in the former and with intellectual stimulation in the latter. As for the idealised
influence (Attributed), leaders become the role models of their followers and inspire them to go
beyond their self-interests and focus on the good of the group (Bass & Avolio, 2004). Going beyond
self-interest and focusing on the welfare of the group is a transformational leadership practice that

aligns with the characteristics of a collectivist context which is dominant in Abu Dhabi public
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schools. As such, one will expect a significant positive relationship between collectivism and
idealised influence (Attributed) but it was not the case in this study. In institutions where the
cultural context is individualistic, the degree of supervision that leaders provide followers with is
minimal and this lends itself to management by exception (Passive) and laissez faire dimensions
of the passive avoidant leadership. Thus, in collectivist institutions, the relationship between these
dimensions is expected to be negative, but surprisingly the relationship between management by

exception (Passive) and collectivism was positive in the current study.

6.2. Implications of the Study

The study showed that principals practice all leadership styles but to various extents and this
supports Bass and Avolio (1997) who argued that leadership becomes more effective when leaders
combine transactional and transformational leadership styles. In addition, comparing teachers’
perceptions of their leadership styles to principals’ perceptions of their own leadership styles,
showed that principals’ assessment of their practices varies across different styles. For
transformational leadership style, principals’ assessment of four of the five dimensions coincided
with that of the teachers with the exception of individual consideration dimension and the reasons
behind this variance were clarified when interviewing the teachers and the principals. Principals
might have a different understanding of individualised mentoring and coaching or are unable to
customise these practices to the needs of their teachers. Moreover, principals were not able to
identify the strengths and the weaknesses of their teachers and this might have been either due to
the fact that they do not have the skills to evaluate their teachers’ needs or they do not have the
time to practice this exercise. Comparing principals’ perceptions of their transactional and passive

avoidant leadership styles to teachers’ perceptions showed that principals misevaluate their
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practices of the dimensions of these styles with the exception of contingent reward. This might
imply that principals did not want to disclose to what extent they practiced these behaviours
because it might seem to others that they are practicing negative leadership behaviours that are not
welcomed by teachers and that will affect their reputation as effective principals. As mentioned
before, this discrepancy also might have been due to a misunderstanding of certain principals’

behaviours by the teachers.

As for the job satisfaction of teachers, it was found that teachers are less satisfied with certain
facets of the job. To begin with, low satisfaction was found with communications and when this
level of satisfaction was further investigated, teachers clarified that this emerges from their
dissatisfaction with ADEK’s communications with them which is most of the time not clear, lacks
required details and not timely. Another two areas that teachers had low satisfaction with were pay
and promotion. This indicates that ADEK has not yet developed a well-established pay scale that
differentiates among teachers with different qualifications, years of experience, teaching cycle,
performance appraisal and others. In addition, the low satisfaction with promotion indicates that

there are no career paths planned for teachers to progress along their profession.

Transformational leadership style and its intellectual stimulation and inspirational motivation
dimensions were found to have a positive significant impact on teachers’ job satisfaction. This
implies that teachers appreciate leadership practices that challenge them and encourage them to be
innovative. This finding might also indicate that teachers’ job satisfaction increases when their
principals create an open and positive environment. Transactional leadership style was not found
to be significantly impacting job satisfaction while its contingent reward dimension had a positive

significant impact. It seems that teachers are more satisfied when they have clear expectations on
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the standards they need to meet and on the rewards that they will get for that. On the other hand,
laissez faire dimension of passive avoidant leadership had a significant negative impact on job
satisfaction where the principals, as clarified during the interviews, avoided interfering in personal
issues and this resulted in a decreased job satisfaction. This might imply that although principals
consider involvement in personal issues inappropriate, teachers appreciate any support that they
receive from their principals when facing different types of problems and this impacts their job

satisfaction.

In addition, the overall organisational commitment and affective commitment were found to have
a significant mediating role on some of the leadership and job satisfaction relationship and this
indicated that when principals’ practice transformational leadership and its intellectual stimulation
and contingent reward of transactional leadership, teachers’ organisational commitment and
affective commitment levels increase and lead to an increased job satisfaction. However, the
opposite takes place with management by exception (passive) and laissez faire of passive avoidant
leadership. As for the national culture, the high uncertainty avoidance dimension of principals had
a significant positive relationship with the individual consideration of the transformational
leadership and the contingent reward of transactional leadership and a significant negative
relationship with laissez faire of passive avoidant leadership. This implies that it is the principals’
high uncertainty avoidance which encourages them to set instructions and follow up on their
implementation and this explains the aforementioned relationships with the leadership practices.
In addition, principals’ paternalism, which was displayed in the caring, guidance and support
provided to teachers and the close relationship with them, might have been the reason for practicing

intellectual stimulation and inspirational motivation.
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6.3. Conclusion

In conclusion, the study findings showed that Emirati principals in Abu Dhabi public schools
practice all forms of leadership including transformational leadership, transactional leadership and
passive avoidant leadership but to different levels. These findings support Bass and Avolio (1997)
who argued that leadership becomes more effective when leaders combine transactional and
transformational leadership styles. In this study, transformational leadership was the most practiced
style followed by transactional leadership and then passive avoidant leadership which was the least
practiced style. In addition, comparing teachers’ perceptions of their principals’ leadership styles
to principals’ perceptions of their own leadership styles, showed that principals’ assessment of their
practices varies across different styles. An important finding is that principals’ perceptions of their
overall transformational leadership coincided with those of teachers. In addition, principals’
perceptions of their transformational leadership style were parallel to those of teachers for all
dimensions with the exception of individual consideration. Thus, it is concluded that principals
correctly assessed their transformational leadership and that they have proper awareness of the

practices of four of the five practices of this leadership style.

On the other hand, teachers’ assessment of their principals’ individual consideration practices
differed from principals’ own assessment of this transformational leadership dimension. Teachers’
think that their principals do not practice individual consideration to the level that they identified.
Comparing and contrasting the principals’ comments to the teachers’ comments clarified this
variance where teachers explained that the coaching and mentoring that they receive from their
principals is not individual or not appropriately tailored to address their individual needs. This

might have been due to a different understanding by principals and teachers of what individual
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mentoring and coaching is. In addition, there were hints from both teachers and principals that not
enough effort was exerted by the principals to identify the strengths and weaknesses of their

teachers.

On the other hand, contingent reward dimension of transactional leadership was well assessed by
the principals and their perceptions of this behaviour were in alignment with the teachers’
perceptions. Another significant finding was that principals’ perceptions of their management by
exception (Active) of the transactional leadership dimension, management by exception (Passive)
and laissez faire dimensions of passive avoidant leadership were lower and significantly different
from that of the teachers. This might indicate that principals practice these leadership behaviours
to an extent that is higher than that they are aware of. Qualitative data showed that teachers and
participants have different understanding of these behaviours which might have resulted in this
discrepancy. For example, following up on a task might be the principal’s practice to assure quality
while a teacher might see it as a passive behaviour. In addition, avoiding being involved in a
problem by the principal might be understood by the teacher as another passive behaviour while a
principal might consider it as a supportive behaviour that helps the teacher develop decision making

and problem-solving skills.

As for teachers’ job satisfaction, all facets of the job had a significant positive correlation with the
overall job satisfaction and the level of satisfaction with each of these facets was variable. The
highest satisfaction was with supervision and as per the structure in ADEK schools, this indicates
that teachers are content with their heads of faculty, vice principals and principals, and have built
good relationships with them. In addition, it was concluded that teachers’ satisfaction with the

nature of work was higher than their overall satisfaction regardless of the demanding nature of the
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profession. The level of satisfaction with co-workers was comparable to that of nature of work,
while that with communication was lower and this is the result of teachers’ low satisfaction with
communication from external entities and mainly ADEK where communications are most of the
time not clear, lack required details and are not timely. Teachers expressed relatively low levels of
satisfaction with the two extrinsic facets, contingent reward and fringe benefits, that had the two
strongest significant correlations with overall job satisfaction. Likewise, satisfaction with pay was

low however the lowest satisfaction was with the intrinsic factor promotion.

Additionally, findings showed that teachers were more satisfied when their principals displayed
transformational leadership practices and less satisfied when their principals practiced the passive
avoidant leadership. The two dimensions of transformational leadership that had a significant
relationship with job satisfaction are intellectual stimulation and inspirational motivation. When
principals practice intellectual stimulation with their teachers, they challenge them and encourage
them to adopt new approaches and to be innovative and this increases their job satisfaction. In
addition, results showed that inspirational motivation behaviour of the principals is also a
contributor to their teachers’ job satisfaction through the impact that this behaviour has on the
communication between principals and teachers and the relationships between the co-workers and
within the teams. Furthermore, this transformational leadership dimension creates a positive, open
and optimistic environment that supports teachers along their career path and this improves their
job satisfaction as well. On the other hand, individual consideration did not have a significant
relationship with job satisfaction and this contradicts findings of previous studies; however, there
might have been an impact which was masked due to the developing and supporting parts of

individual consideration and due to the nature of data collected. Unexpectedly, the two dimensions
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of idealised influence, that previous studies showed their positive relationship to job satisfaction,

were not of any significance in this study.

The transactional leadership style was not found to have a significant relationship with job
satisfaction; however, its contingent reward dimension has a significant positive relationship. This
is an interesting finding as leadership dimension is considered by some scholars more
transformational than transactional and this might have been the reason for its positive relationship
with job satisfaction. This positive association was referred to, by some researchers, to the
reduction of role ambiguities brought about by contingent reward. Another unexpected result, was
the insignificant relationship between management by exception (Active) and job satisfaction that
previous research has shown to be significant. In addition, the passive avoidant leadership of
principals resulted in decreased teachers’ job satisfaction. The management by exception (Passive)
that showed in previous studies a significant negative relationship with job satisfaction had no
significance in this study. On the other hand, laissez faire behaviour that principals explained to be
applicable only when the teachers’ issues and problems were personal, had a negative influence on

teachers’ job satisfaction.

In reference to organisational commitment, teachers’ normative and affective commitment were
relatively higher than their continuance commitment. As mentioned before, the level of
continuance commitment of the teachers is determined by the cost that they might incur if they
leave the organisation. For Emirati teachers, this cost is not high due to the availability of other
better paying jobs and the pension that they can get after 15 years of being in the profession.
Another reason behind this level of continuance commitment might be the result of the teachers’

low level of confidence in their skills that will provide them with other job opportunities. On the
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other hand, the normative commitment score was higher than the continuance commitment and it
is a reflection of the obligation of teachers to stay in their schools and the amount of effort that they
exert and that affects their performance. The affective commitment score of teachers was the same
as that of normative commitment and it reflects that the teachers have developed internalisation in
their schools and have aligned their goals and values to those of their schools. Various research
studies showed that the various types of commitment affect job satisfaction and that continuance
and affective commitment affect employees’ turnover in a negative way. Another important
relationship identified by various researchers was between normative commitment and
performance where an increased level of normative commitment leads to better performance. Also,
researchers highlighted a negative relationship between affective commitment and absenteeism,
and this is very important in school context as it impacts teachers’ performance and students’

achievement.

As for the mediation effect of organisational commitment dimensions, results showed that affective
commitment is a significant mediator in the relationship of transformational leadership and its
intellectual stimulation dimension on one hand and job satisfaction on the other hand. On the
transactional leadership style, affective commitment was a significant mediator in the contingent
reward and job satisfaction relationship. On the other hand, affective commitment had a negative
significant mediating effect on the relationships between management by exception (Passive) and

laissez faire dimensions of the passive avoidant leadership and job satisfaction.

It was also concluded that principals in Abu Dhabi public schools are characterised by a culture of
high uncertainty avoidance which characterizes the UAE culture in general. This cultural

dimension had significant relationships with individual consideration and idealised influence
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(Behaviour) of transformational leadership, two new relationships that were not found in previous
studies. Two other significant relationships of uncertainty avoidance were with contingent reward
of transactional leadership and laissez faire of passive avoidant leadership and this corroborated
findings from previous studies. The second culture dimension that the principals were highly
characterised with was paternalism. Paternalism was significantly related to the intellectual

stimulation and inspirational motivation of transformational leadership.

On the other hand, and in contradiction with previous studies, power distance and collectivism did
not have significant relationships with leadership style dimensions with the exception of
management by exception (Passive). As for masculinity, no significant relationships were found
and this refutes previous findings that this dimension has a significant negative relationship with

transformational leadership.

6.4.Limitations

This study contributed to the literature on leadership, organisational behaviour and national culture
within public schools in the Emirate of Abu Dhabi in the UAE; nevertheless, it still had a number
of limitations. Thus, when interpreting the findings of this study, these limitations should be taken
into consideration as limitations are variables that the researcher cannot control but could affect

the outcome of the results (Gay, Mills & Airasian, 2009).

One limitation is the sample size of 438 teachers and 52 principals which is relatively small when
compared to the total population of 4555 Emirati teachers and 240 Emirati principals and this limits
the ability to generalize the results to the entire population. A second limitation emerges from the

data being self-reported as the accuracy of the results depends on the honesty of the respondents in
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answering the questions and that might result in over or under reporting of a phenomenon or a
behaviour. In addition, with self-reported data, respondents might respond in a way that is socially
desirable and that does not reflect their actual perceptions. Dillman, Smyth and Christian (2009)
explain that with self-reported data, participants respond in a way that they assume pleases the
survey administrator or the interviewer. Moreover, although participants were assured the

anonymity of confidentiality of the responses, the social bias might have affected their responses.

Another limitation was that a number of surveys were deleted from the responses because they
were not completed. This might have been due to the length of the survey especially the teachers’
survey which was relatively long. Another reason might have been the time of the year during
which the surveys were distributed. The surveys were distributed during May and early June and
this is the time of the year where the teachers are very busy marking exams, completing assessments
and finalising their grades. At the same time, it is a very busy time for the principals completing

the evaluations of teachers, updating the school plan and scheduling for the next academic year.

The fact that the researcher could not contact the teacher participants directly might have had an
impact too. As per the approval granted from ADEK, the first point of contact in the school is the
principal who will decide whether to take part in the study or not. When the principals were
contacted, quite a few apologised and refused participating in the study. Some principals explained
that their teachers are overwhelmed with too many tasks, others indicated that they are preparing
for or going through their inspection cycles, while very few said that they are not interested.
Principals who did not take part in the study might be those who adopt a certain leadership style
that impact teachers’ satisfaction in a negative way. Thus, the exclusion of these principals and

their teachers from the study might have resulted in identifying the transformational leadership as
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a more prominent leadership style of Emirati principals in Abu Dhabi public schools. Another
skewed result might have been that of job satisfaction where teachers who are less satisfied were

not given the chance to participate in the study due to their principals’ refusal to participate.

6.5. Recommendations

After analysing the collected data, presenting the findings and discussing the research questions,
some recommendations were suggested for the school principals in Abu Dhabi public schools,
cluster managers and various divisions and policy makers in ADEK. In addition, a number of
recommendations for future research were identified and that can add to and strengthen the research

findings.

To begin with, cluster managers are recommended to encourage principals to continuously
challenge their teachers to be innovative, to communicate with them continuously and to create a
positive environment. They are also recommended to mentor and coach their teachers. However,
results have shown that some of the principals lack the skills and the strategies through which they
can develop their teachers’ innovative abilities, communicate with the teachers as required, have a
conducive school environment, and coach and mentor. Thus, cluster managers along with the
professional development division in ADEK are required to conduct needs analysis with all
principals to identify the areas of improvement and provide the required training that addresses
these issues. The professional development division should also equip principals with the required

knowledge and skills that are necessary to assess their teachers’ strengths and weaknesses.

Cluster managers conduct the yearly performance appraisal and evaluation for the principals who

are heading the schools in their cluster. Thus, these cluster managers are recommended to
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encourage and train principals who report to them to continuously reflect and evaluate their
practices. These cluster managers should also conduct awareness workshops with their principals
on how to self-assess and on the importance of this self-assessment for improvement. With this
exercise principals should be able to identify their weakness in practicing the leadership behaviour
that is appropriate to the situation and seek guidance and support to address this flaw in their

practice.

As for ADEK, some recommendations were provided for divisions. To begin with, policy makers
in the school operations division in ADEK are recommended to design and implement policies that
require school leadership to provide the needed mentoring and coaching for teachers. The challenge
of time constraints might arise from the principals’ wide range of responsibilities especially in big
schools and that would prevent them from mentoring and coaching their teachers. To overcome
this challenge, each school should include in its school improvement plan how other members of
the leadership team such as vice principals and heads of faculty can support the principals. The
school operations division in ADEK is recommended as well to review its communications policies
and procedures with schools and implement the revised policies and procedures. All
communications should satisfy a set of criteria, which includes but is not limited to, clarity, being
detailed enough and timely. In addition, implementing the revised communications policies and
procedures should be evaluated by quality assurance division through satisfaction surveys that are

sent to teachers in schools and through the internal auditing processes.

On the other hand, human resources division in ADEK is recommended to revise its pay scale to
account for differences in teachers’ qualifications, years of experience, contact hours in schools,

performance and other relevant factors. Also, the human resources division and the professional
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development division in ADEK are recommended to work together to develop career ladders that
can be the traditional vertical career ladder that provides progression to teachers who are interested
in taking leadership positions. Additionally, dual career ladders can be also adopted to provide
teachers who are not interested in leadership positions to be valued, and to progress to a higher
position where they get better pay, while they support other teachers with less experience. and

contribute to their schools.

Moreover, principals are also encouraged to be more open with their teachers and to communicate
to them the reasons behind certain practices. This will result in avoiding teachers’ labelling of a
principal behaviour as passive while in reality it is a behaviour that aims at developing the teachers’
skills. In addition to that, principals are recommended to augment their transformational behaviours
with contingent reward behaviour of the transactional leadership as this behaviour proved to be a
significant contributor to increased job satisfaction. It is the role of the cluster manager here to
work closely with the principals to identify when and how this behaviour should be implemented
based on various school contexts. To avoid any negative association with job satisfaction,
principals are recommended to know their teachers more and interfere in their personal issues if

they wish to.

A number of recommendations were identified for further research. Findings of the study indicated
that context factors other than culture might have impacted the leadership practices of the principals
and thus a study that investigates the impact of various contextual factors on the leadership
practices of Abu Dhabi school principals is highly recommended. Such a study will be also
enriched by incorporating other leadership styles such as distributive leadership in the theoretical

framework. Considering the sample size in this study and the convenience sampling that was used,
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the results cannot be generalised to all the public schools in Abu Dhabi, and a study which is similar
to the current study but at a larger scale and with random sampling is recommended. Another
recommendation is to conduct the study in public schools in the other emirates as this might enrich
the findings as leadership practices might vary if the school context is different. Comparative
studies that include in the samples Emirati principals and expatriate teachers, expatriate principals
and Emirati teachers and expatriate principals and teachers would allow identifying similarities and
differences in leadership practices and organisational commitment and job satisfaction levels of
teachers. It would also allow comparing how the relationships between these constructs vary with
the nationality of the principal and the teacher. Considering the number of male principals to female
principals in this study, another study is recommended to compare the impact of gender differences

on the leadership practices.
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Appendices

Appendix A: The Principal Questionnaire (Arabic and English)
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Overview of the study

Dear Participant,

The purpose of the study is to examine the leadership style of principals and how it relates to
the organizational commitment and job satisfaction of teachers, and how the national culture
dimensions of the principals affect these relationships in the context of Abu Dhabi public
schools. The researcher would like you to take part in this survey questionnaire which should
take around 10-15 minutes to complete. All information received will be treated anonymously
and with utmost confidentiality, and subsequently transferred to electronic password protected
documentation. At the conclusion of the study, the original data will be destroyed. Neither your
name, your school name nor any other distinguishing factor will be identifiable or referred to.
Participation in the study is completely voluntary. You may discontinue your participation in this
research at any time. If you have any questions about the study, please direct them to
hkadbey@ecae.ac.ae or 0557742591. You also have a right to be informed of the completed
results of the study and to be alerted of final publications: if this would be of interest to you
please add your email address below.

Thank you very much for your time and cooperation.

Hanadi Kadbey

1. Please add your email address if you would like to receive the completed results and any
publications of the study.
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General Information

* 2. Gender

~
D) Male

~

D, Female

* 3. Highest Education Degree
~ .

() High school

q ) Bachelor’'s degree

/3 Master’'s degree

¢ ﬁ) Doctorate degree

4. Age

less than 25 years

25-35 years

YRVRWY,

36-46 years

47-57 years

U

58 years and above

* 5. Nationality

Emirates Nationality

R
/3 Other Arab Nationality
’Iij Non-Arab Nationality

* 6. What is the name of your school?

* 7. Number of years as a Principal

™

) Less than one year

_ ) 1lyear
N

) 2-5 years
N

) 6-9 years

! ) 10 years or more

* 8. Number of years as a principal in the current school
Less than one year

~
A
N
) 1lyear

N -
) 2-5 years
\_7 / 6-9 years
) 10 years or more
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National Culture Dimensions

This question is to describe the national culture dimensions that characterise you. Please
identify to what extent do you agree with each statement in this question.

9.
To what extent do you agree with the following statements?

Strongly Strongly
Disagree  Disagree  Undecided Agree Agree

It is important to have job requirements and instructions
spelled out in detail so that teachers always know what they
are expected to do.

A principal should expect teachers to closely follow instructions
and procedures.

Rules and regulations are important because they inform
teachers what the school expects of them.

Standard operating procedures are helpful to teachers on the
job.

Instructions for operations are important for teachers on the
job.

Group welfare is more important than individual rewards.
Group success is more important than individual success.

Being accepted by the members of your workgroup is very
important.

Teachers should only pursue their goals after considering the
welfare of the group.

A principal should encourage group loyalty even if individual
goals suffer.

Individuals may be expected to give up their goals in order to
benefit group success.

A principal should make most decisions without consulting
teachers.

It is frequently necessary for a principal to use authority and
power when dealing with teachers

A principal should seldom ask for the opinions of teachers.

A principal should avoid off-the-job social contacts with
teachers.

Teachers should not disagree with management decisions.
A principal should not delegate important tasks to teachers.

Meetings are usually run more effectively when they are
chaired by a man.

It is more important for men to have a professional career than
it is for women to have a professional career.
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Strongly Strongly
Disagree  Disagree Undecided Agree Agree

Men usually solve problems with logical analysis; women
usually solve problems with intuition.

Solving school problems usually requires an active forcible
approach which is typical of men.

It is preferable to have a man in a high level position rather than
a woman.

A principal should help teachers with their family problems
A principal should help teachers solve their personal problems.

A principal should take care of teachers as if they were family.

Leadership Style

This question is to describe your leadership style as you perceive it. Please answer all
statements by judging how frequently each one fits you.

10. Please judge how frequently each of the following statement fits you.

Frequently,
Once in a if not
Not at all while Sometimes Fairly often  always

| provide my teachers with assistance in exchange for their
efforts.

| re-examine critical assumptions to question whether they are
appropriate.

| do not interfere until problems become serious.

| focus attention on irregularities, mistakes, exceptions, and
deviations from standards.

| avoid getting involved when important issues arise.

Participation in an interview

The researcher would like to conduct an interview with principals to discuss the above surveyed
topics. Please provide your contact details (email address and mobile phone numbers) if you
would like to be interviewed.

N.B. All collected data (from the survey and the interview) will be treated anonymously and with
utmost confidentiality

11. Please add your contact details

Email Address

Mobile Phone Number
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Appendix B: The Teacher Questionnaire (Arabic and English)

awl )l e asle axal

J)Lisoll 5 ju e

wwiwdall VL aboli )l a12.Sg gulaall S a0 8310 loas awl)agd caadl 1sn o yoall
shyaall o) anidogll aslaidl slal ol BuSg (pralnal sa) idogll Lo Jlg
alogal (18 arogSall Yo laall L] 8 laMall 03n sle i

pisw vallaSiaw) au85 2015 lg> callois 28 5illg OluimV I 8 JLis ol coldl 290
caolil appall e bloall go I, Lisall asgd & zhadVl 995 o wlogleall 8518 go Jolaill
SLll ja0xi pisaw iawl )l 030 dslgi (99 < jaw a0l drano anig iSll atiiig ol Lglti pi oy
aaw yrall pasl ol paw¥l Jio I lisall asgg) jusni Jalgs s sl o, LisVl iz ol rasbiaVl

w9 awlyoll 03 59 LS Line e B8 gill Lilfals s lolas axcglo awl joll 0in n9aS,Linall
wdg gi

0557742591 a8, ciils e JLasVI ol hkadbey@ecae.ac.ae > « alisl sl Lisd YIS 15]

ol lggs2si

JLuw¥ oliol s golsl crig iSIVN s yulls Linsg ji oz s « aanlyall gilis e EMbYL cak yi caiS ol
wilgill 8l o asuni

ilixe pSiglaig pSisgl Mo j | S

1 Wi sl alolS)l gl ol Jsaol b i S 15] s ol s sV 3yl olsisll aslio] £l

305



aole -.;'.aLn,ln.o

* 2. izl

O 5

O il

* 3. eVl Gaudsill Jngoll
\_J dole &gl

) oususllS ealea

() awele solg

() obisiSs eolgss

4. yosll

() aiw 2500 Jsl

() 25-35aiw

() 36-46 aiw

() 4757 aw

() 58 sl ol aiw
* 5. duwixll

*B.S;dam)lnp.wll.a

306



* 7. auwo0ll 03b 08 wlaimll 228
aiw 1ye ._in
1 diw
2-5 wlgiw
6-9 < lgiw

LisT ol 100l giuw

* 8. Wl el 5L5 go sl 228
aiw 1yo Jsl
1 aiw
2-5 wlgim
6-9 wlgiuw

ST ol 10l giu

307



winlo gl Lol

sl o)l Lol 520 ciiog) ob Jlgaull lin
S J1sadl lls go dislge Sao asami sls

9.
Sadll ol Lall e 5319 Sao Si

solgl ¥V sl

ks aolgl ¥ loe Solgl B uis

ar psdl sall Jasdl e Vsle Dol puolisl uil el
ot 9 a8,ill x> aliiio yo s la> Jlin

alas shil 09 a2 385 )20 4120 0

leaks Juaz| cill wllaaVl s vels s Ll

atziwl sUl il Gl Lozl s Jors o959l Losis

Uanlly plitdl Juss Liiasyae o8 wlsl,zlg 2£lg aac Jlin
Lo 1ol auzll

pgre Josl pusll gull 2Ll L
al izo ¥ alag ol Lilol el L
[z 930 (piai 20 08 Jualsill
Lioj 8aclis g la> alils wlglall

able yo 0 Yolamy 62az 6 9:00 pgles U954 el

wro Jole jaf (pianyro puae

wliliaVl plaxaS (g 83u> lgads Juami aill ol LoVl
S5V g laall Lgoais all

soadill il @ pgdl sall Jasdl gl sl Y LI
a byl ClsLa Y e Josis L 1ol 2987 oo alisl L

oslas panl Wsg ot o9 a8l aga Jasl ol e ol =l
aere Jacl guall

wlat 8 Lgs podl il JlacVl sl
o anmidl asolg jut awyrall 0an bl

Sall oYL LS8 Losis awjaall (19 juasill pans jxisl
oLin Latil

will &gl awyaall 05n o9 Litdag gulidl padi,
SV G laadl 6 Ly Ogeniiiu

o aall e lina, flmylwmthjlﬁh)&h{

308



9lglV
& it S9lsl ¥ uloe

awyaall 0in 9 Oglony uill dilgV alids wlslsall
Jonll 09 032V gl 5al

Mol po crlons giaiuwnl Lil

awaedl J50s s 20 Lo el ¥ il el Lo LiLe
wlans nalst) jaalls yaisl U

wailgll 83l (a9 azliall yoall e Lo JL aal Ll

2af LgiSl g lgals Juami ol yosittall o wljliiol lin
635>9o

awsyaall juaal LI LI
awyaall 9 anliSll JloeVI o sl sal

0lSG Ol cm il asi L lodl 918G 53962 ol il Y LI
le-

axd il (59 o9 e el L
aw el 9 ez licelly wlisLivall (o uisil Jlin

aoli 0_giou ADgo pat .JA.IJI ul.n.?l'g

309

Solgl

.9-"'_9i

& diss



owsswgall pLsYI

i 20 925 Lol il s anangall doljill ciuog) o Jlguall lin
AW gl wlle go Lisislgo Sxo rsazi sl> I

10.

Cadll ol,lall s 5919 Sae sl I

s9lgl ¥V 891l
auiy  golglV uloe solol B

03 9 anigall uili> ity sLiad 1a> Tamaw 0951 99w
GMIJA.A."

b 1329 0l iawyrall ein JSlise ol la> el L

awjaall 0an o] "sLaiVL" 599 jguis 5
awaall oigs " nlole Job )l sasi|
awaall 03d " unl o 552" il il
walli n9 S ailSe amiall oin Jiz
awaall 0an o9 sl el sh aail ¥ i |

S ialall cadoll (18 awyrall J 6 51,8 ol il ¥
wallio go s oIS o) iz Libe

OV i e xS Ol sl jiinl 9 gan
Vg gt awyrell 0in

VL Henis sad OV okl cdgll (n9 (miwwya0 Jl )

les oalolall ol
orianydal Il o-.'.-‘i

il cadoll 8 a0 il Ol iz cmaall o 9Samn
s ool gl iz

5995 als gn awaall 0an I, ablall wlubwll 535 o)
S5V astalagll LilaJl

ols st ;9 659 0 alluse 98 (i 20 9 slall o) Al
slguw 2>

0id J i 9,58 1] Bz alds ol bs sal ol sl
ﬁ.ulJl.A."

58 cuSl anssall 8 52g2 o paiSH g8 ol il 5l
So2l aw oo 19 Jonll 9

OV sy 30 5 58 O Jisnaaw (silsz o LS s 52 0

310



o 90t oS I yxal 5ol Load

133 wlile gea> le alsVl slo 1 .0, gu0ii LS i yro ira) 62Ltll bani tuog) gb Jlguull lsn
lgio JSI J pa00 Lo a0 2azis Jlganll

11.
adWl atogll o libull J s aw)las Sxo a3z sl I
245 (0
oboVl e
oSs ol ol
Il [sb Lol (A]F3 Lails
S9¢> Julio saelunall ) paiy
0o 3Tl aswwjrall Jandl i oluio 3 (29 S0l suns
arlio gl
sal> o MCirall puaai iz Joan Y
Sulrall e az Ll
dogo LLad gl aie J5aill caizis.
allios (9 &S Liall

Wbuiw)l s (9 6,9530ll puinlgall auudliol Huw ool po wMilis slo] (18 s sl gl
Jlaidl cailgll 06,9 (g STV 2yl Laug i slo 1 aS ) Lisall (09 cag i cuiS O]
9 ] sgiias (abloally gluiw] o) lgraz pis il ULl 4918 go Jolridl pivaw : dda>Mo
12,
Jlail dsails 09, 9 (rig siSIVI Jaum Linsg i sl
wnig SV sl

JLaidl wilgll a9,

311



Overview of the study

Dear Participant,

The purpose of the study is to examine the leadership style of principals and how it relates to the
organizational commitment and job satisfaction of teachers, and how the national culture
dimensions of the principals affect these relationships in the context of Abu Dhabi public schools.
The researcher would like you to take part in this survey questionnaire which should take around
10-15 minutes to complete. All information received will be treated anonymously and with utmost
confidence, and subsequently transferred to electronic password protected documentation. At the
conclusion of the study, the original data will be destroyed. Neither your name, your school name
nor any other distinguishing factor will be identifiable or referred to. Participation in the study is
completely voluntary. You may discontinue your participation in this research at any time. If you
have any questions about the study, please direct them to hkadbey@ecae.ac.ae or 0557742591. You
also have a right to be informed of the completed results of the study and to be alerted of final
publications: if this would be of interest to you please add your email address below.

Thank you very much for your time and cooperation.

Hanadi Kadbey

1. Please add your email address if you would like to receive the completed results and any publications of
the study.
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General Information

* 2. Gender

ﬁ
() Male

M
) Female

*

3. Highest Education Degree
\) High school
( ] Bachelor's degree

() Masters degree

() Doctorate degree

4, Age

() less than 25 years
() 25-35 years

() 36-46 years

() 47-57 years

() 58years and above

*

5. Nationality

' : . .
() Emirates Nationality

N N
) Other Arab Nationality

™ . -
) Non-Arab Nationality

* 6. What is the name of your school?
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* 7. Number of years in this school
() Less than one year
‘ 1year
: q 2-5 years
() 69years

( J 10 years or more

* 8. Number of years under the supervision of the current principal
() Less than one year
() Lyear
() 25years
6-9 years

") 10 years or more
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Job Satisfaction

This question is to describe your job satisfaction. Please identify to what extent you agree with
each of the statements.

9. To what extent do you agree with the following statements?

Strongly Strongly
Disagree  Disagree  Undecided Agree Agree

| feel | am being paid a fair amount for the work | do.

There is really too little chance for promotion on my job.
My school principal is quite competent in doing his job.
| am not satisfied with the benefits | receive.

When | do a good job, | receive the recognition for it that | should
receive.

Many of our rules and procedures make doing a good job difficult.
| like the people | work with.
| sometimes feel my job is meaningless.

Communications seem to be good within this school ~

Raises are too few and far between.

Those who do well on the job stand a fair chance of being
promoted.

My school principal is unfair to me.

The benefits we receive are as good as most other schools offer.

| do not feel that the work | do is appreciated.
My efforts to do a good job are seldom blocked by red tape.

| find | have to work harder at my job because of the
incompetence of people | work with.

| like doing the things 1 do at work.

The goals of this school are not clear to me.

| feel unappreciated by the school when | think about what they
pay me.
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People get ahead as fast in this schoal as they do in other
schoals.

My school principal shows too little interest in the feelings of
teachers.

The benefit package we have is equitable.
There are few rewards for those who work here.
| have too much to do at work.

| enjoy my co-workers.

| often feel that | do not know what is going on with the school.

| feel a sense of pride in doing my job.

| feel satisfied with my chances for salary increases.

There are benefits we do not have which we should have.

I like my school principal.

| have too much paperwork.

| don't feel my efforts are rewarded the way they should be.

| am satisfied with my chances for promotion.

There is too much bickering and fighting at work.

My job is enjoyable.

Work assignments are not fully explained.
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Organisational Commitment

This question is to describe your organisational commitment, i.e. your commitment to your school.
Please identify to what extent you agree with each of the statements

10. To what extent do you agree with the following statements?

Strongly
Disagree Undecided Agree Strongly
Disagree Agree

| would be very happy to spend the rest of my career in this
school.

| really feel as if this school’s problems, if any, are my own.

| feel a strong sense of "belonging” to my school.

| feel “emationally attached” to this school.

| feel like "part of the family" at my school.

This school has a great deal of personal meaning for me.
1 do not feel any obligation to remain in my school.

Even if it were to my advantage, | do not feel it would be right to
leave my school now.

1 would feel guilty if | left my school now.
This school deserves my loyalty.

1 would not leave my school right now because | have a sense of
obligation to the people in it.

| owe a great deal to my school.

It would be very hard for me to leave my school right now, even if
| wanted to.

One of the few negative consequences of leaving this school
would be the scarcity of available alternatives.

Right now, staying with my school is a matter of necessity as
much as desire.

| feel that | have too few options to consider leaving this schaol.

If | had not already put so much of myself into this school, | might
consider working in another school.

Too much of my life would be disrupted if | decided to leave my
school now.
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Perceived Leadership style of your principal

This question is to describe the leadership style of your principal as you perceive it. Please answer
all statements in this question by judging how frequently each statement fits your principal.

11. Please judge how frequently each of the following statement fits your principal.

Onceina
Not at all while Sometimes Fairly often Frequently,
if not always

Provides me with assistance in exchange for my efforts.

Re-examines critical assumptions to guestion whether they are
appropriate.

Fails to interfere until problems become serious.

Focuses attention on irregularities, mistakes, exceptions, and
deviations from standards.

Avoids getting involved when important issues arise.

Participation in an interview

The researcher would like to conduct an interview with teachers to discuss the above surveyed
topics. Please provide your contact details (email address and mobile phone numbers) if you would

like to be interviewed.
N.B. All collected data (from the survey and the interview) will be treated anonymously and with

utmost confidentiality

12. Please add your contact details

Email Address

Mobile Phone Number
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Appendix C: Focus Group Interview Guide (Arabic and English)
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14

15

16,

Focus Groups Guide for Teachers

How does your principal reward you in exchange for your efforts? Does shefhe reward
everybody in the same way? If not, what factors do you think they should take into
consideration?® How does shefhe clarify who is responsible for what in achieving goals?
How does shefhe explain explicitly what the reward for achisvement will be? How does
shefhe express satisfaction when a task is completed?

While you are working on a task that was agreed upon earlier, to what extent does she/he
follow up to check on the process? What does shefhe do if they spot any mistakes? How
does she/he alert you if you are deviating from the standards?

At what stage of problems does she/he interfere?

When does she/he awvoid making decisions? When does she/he delay answering
guestions? With what type of issues does she/he avoid getting involved?

What type of coaching and mentoring does shefhe provide you with? Is it group or
individual? How does she/he deal with the individual needs and abilities? How does
she/he help you develop your strengths?

Can you give me some examples of how she/he inspires and motivates you?

Can you give me some examples of how she/he encourages you to solve problems and
complete tasks? Challenges you, suggests new creative and innovative ways?

What does she/he do to be your role model? What does she/he do to build the trust in
you?

How she/he share with you their values and beliefs to build a common sense of vision and
mission? Give examples of how wyour principal considers the moral and ethical
consequences of your decisions?

Comment on your satisfaction with communication in reference to the overall
communication, goals, what is happening in the school, assignments and Tasks
Comment on your satisfaction with contingent rewards in reference to recognition,
appreciation and rewards.

Comment on your satisfaction with promotion in reference to chances and time frame
How are job requirements, instructions, what is expected is given to you? To what extent
does your principal expect you to closely follow instructions and procedures?

When does your principal involve you in making decisions? Give examples of situations
during which hefshe asked for your opinions. Does hefshe awvoid off-the-job social
contacts with you? What will be his/her reaction and response when you disagree with
management decisions? Does hefshe delegate important tasks to you? Give examples.
Give examples of when your principal gets involved in a personal matter such as solving a
family problem

How does he/she encourage group welfare and group success?
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Appendix D: Semi-structured Interview Questions (Arabic & English)
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10.

11.

12

13.

Interview Guide for Principals

How do you reward your teachers in exchange for your efforts? Do you reward everybody
in the same way? If not, what factors do you think you should take into consideration™
How do you clarify who is responsible for what in achieving goals? How do you explain
explicitly what the reward for achievernent will be? How do you express satisfaction when
a task is completed?

While teachers are working on a task that was agreed upon earlier, to what extent do you
follow up to check on the process? What do you do if you spot any mistakes? How do you
alert the teachers if they are deviating from the standards?

At what stage of problems do you interfera?

When do yvou avoid making decisions? When do you delay answering guestions? With
what type of issues do you avoid getting invalved?

What type of coaching and mentoring do you provide to your teachers? Is it group or
individual? How do you deal with the individual needs and abilities? How do you help
teachers develop their strengths?

Can you give me some examples of how you inspire and motivate your teachers?

Can you give me some examples of how you encourage your teachers to solve problems
and complete tasks? Challenge them, suggest new creative and innovative ways?

What do you do to be your teachers’ role maodel? What do vou do to build the trust in
your teachers?

How do you share with the teachers your values and beliefs to build a commaon sense of
visibn and mission? Give examples of how you consider the moral and ethical
consequences of your decisions?

How are job requirements, instructions, what you expect from teachers is given to them?
To what extent do you expect teachers to closely follow wour instructions and
procedures? To what extent do you think rules and regulations are important in informing
teachers what the school expects of them? Give some examples. To what extent dao you
think instructions for procedures are important in informing teachers on the job? Give
some examples.

When do you use authority and power when dealing with teachers? When do you invalve
teachers in making decisions? Give examples of situations during which you ask for the
opinions of teachers. Do you think principals should avoid off-the-job social contacts with
teachers? What will be your reaction and response when teachers disagree with
management decisions? Do you agree with delegating important tasks to teachers? Give
examples.

Give examples of when you get involved in a personal matter such as solving a family
problem

How do you encourage group welfare and group success?
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Appendix E: Confirmatory Factor Analysis (CFA)

Item Cronbach’s Alpha Estimate S.E.
Pay 0.6l
Pay 1 0.30 0 55%=% 0.04
Pay 2 0.60 0O _3g*** 0.05
Pay3 0.54 0 p2=== 0.04
Pay 4 0.51 0 55%== 0.04
Promotion 0.57
Promotion 1 055 S i 0.05
Promotion 2 0_50 0 S5%=* 0.04
Promotion 3 0.55 0 3gp== 0.05
Promotion 4 0.30 0. g2x=* 0.04
Supervision 078
Supervision 1 070 0 Topex 0.02
Supervision 2 0.69 0 Top=x 0.02
Supervision 3 083 0_SQ=== 0.04
Supervision 4 0.68 Q. 77x=x 0.03
Fringe benefits 0.67
Fringe benefits 1 0.62 0 S5=== 0.04
Fringe benefits 2 0.60 0 60=== 0.04
Fringe benefits 3 0.35 0.66*=* 0.04
Fringe benefits 4 0.63 0 _4gpe=x 0.04
Contingent rewards 0.67
Contingent rewards 1 0.62 0 p5=== 0.03
Contingent rewards 2 0.57 0. ga=== 0.04
Contingent rewards 3 0.65 U 0.04
Contingent rewards 4 058 0. 5e=*= 0.4
Operating Conditions 0.15
Operating Conditions 1 o3  e— e
Operating Conditions 2 o2z —— -
Operating Conditions 3 001 —— e
Operating Conditions 4 01— e
Coworkers 0.59
Coworleers 1 0.50 0_50=== 0.05
Coworkers 2 0.52 0. 51%** 0.05
Coworkers 3 0.52 0. g7===* 005
Coworkers 4 0.55 0_5%== 0.04
WNature of Work 0.67
Nature of Work 1 0.68 0.g5%** 0.0%
Nature of Worke 2 0.62 0 35%%* 0.06
Nature of Work 3 0.62 0 32 == 0.06
Nature of Work 4 0_50 0.55%%= 0.05
Communic ation 0.74
Communication 1 0.73 0.61=%*= 0.04
Communication 2 0.64 0. *x 0.03
Communication 3 0.67 0.66*** 0.03
Communication 4 0.69 0.61%** 0.04
T otal 0_R9
Sample size 438

Note:*p-01.05. **p=0.01. ***p=0.001. EMSEA=0.04 .CFI=0.92.TLI=0.90.5ENMR=0.06
Reliability Tests and factor loading of the Job Satisfaction Survey Items
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Item Cronbach’s Alpha Estimate S.E.
Intellectnal Stimulation 0.82
Intellectual Stimulation 1 0.77 I 0.02
Intellectual Stimulation 2 0.84 0. 5g=== 0.03
Intellectual Stimulation 3 0.76 0. g==* 0.02
Intellectual Stimulation 4 0.73 0 gq=== 0.02
Inspirational Motivation 0.89
Inspirational Motivation 1 0.87 0.76%%* 0.02
Inspirational Motivation 2 0.8 0. 73%%* 0.02
Inspirational Motivation 3 0.84 DgT=x* 0.0
Inspirational Motivation 4 0.85 0.8g=** 0.02
Individual Consideration 0.64
Individnal Consideration 1 0.53 0. 73%%* 0.03
Individnal Consideration 2 0.74 0. 1g==* 0.05
Individnal Consideration 3 0.52 D57=x* 0.04
Individnal Consideration 4 0.46 0. g5==x* 0.02
Idealised Influence (Attributed) 0.66
Idealised Infnence (Attributed) 1 0.51 0 75%%= 0.02
Idealised Influence (Attributed) 2 0.82 D23=x* 0.05
Idealised Influence (Attributed) 3 0.52 D 7=x* 0.02
Idealised Influence (Attributed) 4 0.53 0 gq=== 0.02
Idealised Influence (Behaviour) 0.69
Idealised Influence (B ehaviour) 1 0.77 0.29%== 0.05
Idealised Influence (B ehaviour) 2 0.53 (.g2=== 0.02
Idealised Influence (B ehaviour) 3 0.62 0.p2=== 0.03
Idealised Influence (B ehaviour) 4 0.55 0.78%*= 0.02
Total 0.93

Sample size 438

Note: *p=0.05. **p=0.01. ***p=<0.001. RMSEA=0.04 .CFI=0 98. TLI=0.98.SEMRE=0.03

Reliability Tests and factor loading of Transformational Le adership Items
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Items Cronbach’s Alpha Estimate S.E

Contingent Feward 0.82
Contingent Reward 1 0.82 0.61*** 0.03
Contingent Feward2 0.76 0. 7o%== 0.02
Contingent Reward3 0.75 (). 7oex= 0.02
Contingent Feward4 0.77 0. g2=*= 0.02
Management by Exception (Active) 0.60
Management by Exception (Active) 1 0.54 -0.06 0.05
Management by Exception (Active) 2 0.50 0. 14%*= 0.05
Management by Exception (Active) 3 0.50 0.18%* 0.05
Management by Exception (Active) 4 0.60 0.p5**= 0.03
Total 0.75
Sample size 438

Note:*p=0.05. **p=<0.01. ***p=0.001. RMSEA=0.05 .CFI=0.99.TLI=0.98.SRME=0.02

Reliahility Tests and factor loading of Transactional Lead ership Items

Items Cronbach’s Estimate S.E.
Alpha
Management by Exception (Passive) 0.60
Management by Exception (Passive) 1 0.56 0.2]1%** 0.06
Management by Exception (Passive) 2 0.43 (. 55%== 0.05
Management by Exception (Passive) 3 0.45 0.51%= 0.05
Management by Exception (Passive) 4 0.41 0.61**= 0.05
Laissez Faire 0.64
Laissez Faire 1 0.57 0 52%%= 0.05
Laissez Faire 2 0.59 0. 4g==* 0.06
Laissez Faire 3 0.533 0. 57%=* 0.05
Laissez Faire 4 0.59 0.56%%* 0.05
Total 0.73
Sample size 438

Note:*p=0.05. **p=0.01. ***p=<0.001. RMSEA=0.04 .CFI=0.98.TLI=0.97.5SRMR=0.03

Reliability Tests and factor loading of passive avoidant leadership Items
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Item Cronbach’s Alpha Estimate S.E.
Affective Commitment 0.86
Affective Commitment 1 0.86 (.5 %== 0.03
Affectrve Commitment 2 0.90 (.33%== 0.04
Affective Commitment 3 0.81 (.90 === 0.01
Affective Commitment 4 0.81 (.90 === 0.01
Affecttive Commitment 5 0.82 (.90 === 0.01
Affectrve Commitment 6 0.82 ().Bg=== 0.01
Normative Commitm ent 0.83
Normative Commitment 1 0.82 1 0.04
Normative Commitment 2 0.85 ().35%== 0.04
Normative Commitment 3 0.78 0.73%== 0.03
Normative Commitment 4 0.79 (. 79%==* 0.02
Normative Commitment 5 0.79 (. 72%%= 0.03
Normative Commitment 6 0.79 () B2 === 0.02
Contimmance Commitment 0.60
Contimmance Commitment 1 0.59 (.7 === 0.03
Continmance Commitment 2 0.52 -0.09 0.05
Continnance Commitment 3 0.58 (.p5%%= 0.03
Contimmance Commitment 4 0.50 0.02 0.05
Continmance Commitment 5 0.50 0.03 0.05
Contimance Commitment 6 0.55 0.2 %==* 0.03
Total 0.92

Sample size

438

Note:*p=0L05. **p=<0.01. ***p=0.001. RMSEA=0.05.CFI=0.97.TLI=0.96.SRME=).04

Reliability Tests and factor loading of Organisational Commitment Items
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Appendix F: Approval from the British University in Dubai

daslall The 5
i d e || British University
o d_*jLI:,._r(“ J_'df,:. 4 l in D:lba]
www.buid.ac.ae
11 October 2015
T t M. C

This is to certify that Ms Hanadi Kadbey - Student ID No. 120182 is a registered
student in the PhD in Education programme in The British University in Dubai,
since September 2012

Ms Kadbey is currently working on her research litted “Relationships between
Principals’ Leadership Styles and Teachers' Job Satisfaction in Abu Dhabi Public
School: The Role of Organizational Commitment and National Culture®, Her research
requires gathering data through a questionnaire, interviews, observations and other
tools. Your permission to conduct her research in your organisation is hereby
requested. Further support provided to her in this regard will be highly appreciated.

This__lsu isgued on Ms Kadbey's request.

Head ofstA&:niguﬁtratlon
S Unive2?
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Appendix G: Approval to Use MLQ (5X-Short)

For use by Hanadl Kaobey only. Received from Ming Garten, Inc. on January €, 2016

m?nd garden
www.mindgarden.com

To whom it may conoem.

This letter is to zTant permission for the abowe named person to use the followine copyright
marerial fior bisher thesis or dissematon research:

Instament: Mulffacior Leadership (uesionnaire

Aurhars: Bruce dvelfo and Bernard Bass

Copyright: 995 by Bruce Avelic and Bernard Bass

Fiwe sample items from this instnament may be reprodoced for inclusion in a propesal, thesis, or

The entire instrument may not be incheded or reproduced at any fime m any other published
marerial

Sincensly,

oy,

Baobert Mozt
Mind Garden, Inc.
www . mindrarden com

£ 1935 Bruce Avodo and Bermard Bass. Al rghts reserssd in ol media,
Pubiished by Mird Ganien, mC., WL minogard e oo
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Appendix H: Academic License to Use TCM Survey

Tug 11720171007 P
nnoVerity <no-reply@innoveriy ca
TCM Emplayee Commitment Survey - Fle Downlaad is now Available!

To Hanad Kadbey

Hello Hanadt,

Thak you for your purchase of Academic License. You may log i to download the product at this URL: https:/nnoveny com/shop/ Download Ppid=34dcf78c2007a

Log tn using your email address above. Your aceess password has been set to: cAqaGAYT
Please save this message, or the URL for future reference.

Regards,
TCM Emplovee Commitment Survey
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Appendix I: Approval from ADEK

wadeill ppbn gl wlas
Abu Dhobi Education Council
T Evoottonted Ldas ol s

Dste: 15" November 2015 2015 seades 15 1pglall
Ref: ted )l
To: Public Schools Principals, I laaJi sl
Subject: Letter of Permission el Asge Japass 18090l
_Dear Principals, 1Ay Aaalo Aude

The Abu Dhabi Education Councll would like to wallzes ps) @ g ol ekl cauboil Gulzed St
express its gratitude for your genercus efforts & Gol_all cyleily Qs Sl aSsspsd adally S
sincere cooperation in serving our dear students. Al Lkl asasd

You are kindly requested to allow the researches) wie pudaill (aub gl Gadxs a_slie; oSeMc| 3554
Hanadi Nabih Kadbey , to complete ber Qe SO Sl Loy ol @l )l poinga

research on: ok vals
Relationships between Principals’ Relationships between Principals’
Leadership Styles and Teachers' Job Leadership Styles and Teachers' Job
Satisfaction in Abu Dhabi Public Satisfaction in Abu Dhabi Public
Schools: The Role of Organizational Schools: The Role of Organizational
Commitment and National Culture Commitment and National Culture
Please indicate your approval of this permission by Lpiacl ey Al Gopo Jog—wuis o S0l ooy W10
fadiitating her meetings with the sample groups at | Adadl & ol ol o] ole

your respected schools.

For further information: please cantact Mr Helmy Sasw ok [ il IV oor e A adc ¥
Scada on o2/é150140 02/6150140 wlgdl olc

Thank you for your cooperation, / f—\ pS5ales s 280 S0

Sincerely yours,

330



Appendix J: Consent Forms
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Dear Principal,
Thank-you very much for agreeing to take part in this interview.

The interview should take around 45 to 60 minutes to complete.

All information received will be treated anonymously and with uvtmost confidence, and
subsequenthy will be transcribed to an electronic password protected documentation and the

original recorded data will be destroyed. MNeither your name, your present institution or any other
distinguishing factor will be identifiable or referred to.

Participation in the study is completely voluntary. You may discontinue your participation in this
research at any time. ¥ou also have a right to be informed of the completed results of the study

and to be alerted of final publications: if this would be of interest to you please add your email
address below.

Optional
Marme: Email:
Signature: Date:

Thank-you again, your time and information is much appreciated.

Hanadi Kadbey
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Dear Teacher,
Thank-you very much for agreeing to take part in this focus group.

The focus group should take around 45 to 60 minutes to complete.

All information received will be treated anonymously and with vtmost confidence, and
subsequently will be transcribed to an electronic password protected documentation and the

original recorded data will be destroyed. Neither your name, your present institution or any other
distinguishing factor will be identifiable or referred to.

Participation in the study is completely voluntary. You may discontinue your participation in this
research at any time. You also have a right to be informed of the completed results of the study

and to be alerted of final publications: if this would be of interest to you please add your email
address below.

Optional
Mame: Email:
Signature: Date:;

Thank-you again, your time and information is much appreciated.

Hanadi Kadbey
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