[image: ]





The Impact of School Senior Leadership Team (SLT) Emotional Intelligence on Teachers’ Professional Development Programs and School Performance in the UAE

تأثير الذكاء العاطفي لفريق القيادة العليا في المدرسة على التطوير المهني للمعلمين والأداء المدرسي في دولة الإمارات العربية المتحدة


by

SAMIR AOUN   


A dissertation submitted in fulfilment 
of the requirements for the degree of 
MASTER OF EDUCATION
at
The British University in Dubai

Supervisor’s Name:
Dr. Abdulai Abukari
May 2020

66 | Page

[bookmark: _Toc37058426]DECLARATION
I warrant that the content of this research is the direct result of my own work and that any use made in it of published or unpublished copyright material falls within limits permitted by international copyright conventions.

I understand that a copy of my research will be deposited in the University Library for permanent retention.

I hereby agree that the material mentioned above for which I am the author and copyright holder may be copied and distributed by The British University in Dubai for the purposes of research, private study or education and that The British University in Dubai may recover from purchasers the costs incurred in such copying and distribution, where appropriate. 

I understand that the British University in Dubai may make a digital copy available in the institutional repository.

I understand that I may apply to the University to retain the right to withhold or to restrict access to my thesis for a period which shall not normally exceed four calendar years from the congregation at which the degree is conferred, the length of the period to be specified in the application, together with the precise reasons for making that application.





_______________________
Signature of the student
SAMIR AOUN   
[bookmark: _Toc37058427]COPYRIGHT AND INFORMATION TO USERS
The author whose copyright is declared on the title page of the work has granted to the British University in Dubai the right to lend his research work to users of its library and to make partial or single copies for educational and research use.

The author has also granted permission to the University to keep or make a digital copy for similar use and for the purpose of preservation of the work digitally.

Multiple copying of this work for scholarly purposes may be granted by either the author, the Registrar or the Dean of Education only.

Copying for financial gain shall only be allowed with the author’s express permission.

[bookmark: _Toc5098942]Any use of this work in whole or in part shall respect the moral rights of the author to be acknowledged and to reflect in good faith and without detriment the meaning of the content, and the original authorship.







[bookmark: _Toc37058428]ABSTRACT
School education leadership is at a critical juncture. Despite consensus on the urgent need for leadership in transforming the educational environment, there is a clear lack of insight on the single most fundamental leadership trait to consolidate leadership qualities and catalyse overall school performance. In the existing literature outlook, a credible research gap exists on the contribution of leadership emotional intelligence to the professional development of teachers within the educational context. Focusing on the Abu Dhabi Emirate, the overall quality of education revealed through PISA and TIMSS results indicate key performance gaps. The aim of the present study was, therefore, to critically examine the impact of senior leadership team (SLT) emotional intelligence on teachers’ professional development and performance in Abu Dhabi private schools. Among the existing theories reviewed, the study builds on the collegial perspectives to educational leadership model. As part of the study methodology, a positivist-objectivist philosophical orientation is considered in a quantitative research study. The survey research strategy was employed focusing on a sample of 132 private schools within the Abu Dhabi Emirate, proportional to the three educational zones within the Emirate. Considering this sample, 107 eligible responses received and analysed. Results revealed that school leadership team emotional intelligence has a significant effect on teachers’ professional development; this is true for the interpersonal relationship (β = .367, p < 0.01), and the ability of school leadership team to adapt to situations based on existing demands (β = .224, p < 0.01). For the second hypothesis, school leadership team emotional intelligence has a significant effect on the performance of school teachers; this is true for intrapersonal relationship within leadership team members (β = .236, p < 0.01), interpersonal relationship with teaching staff (β = .393, p < 0.01), and ability to adapt to existing situations (β = .134, p < 0.01). For the third hypothesis, teachers’ professional development also has a significant effect on the performance of schools; this is true for the improvement of teaching experiences (β = .210, p < 0.05), self-critical evaluation of teachers (β = .139, p < 0.05), and formal integration of professional development into the teacher’s job description (β = .255, p < 0.01). For the fourth and final hypothesis, ADEK performance rating does not moderate the contribution of school leadership team emotional intelligence to teacher’s professional development. It is recommended that extra effort is directed at improving the overall emotional intelligence of the school leadership team. In addition, teachers’ professional development must be employed as an integral aspect of the teachers’ job descriptions, without the need to introduce additional reforms into the sector. It is also recommended that future academic researchers investigate the fundamental role of emotional intelligence in the school performance context.

Keywords: leadership, emotional intelligence, teacher’s professional development, school performance

[bookmark: _Toc37058429]ملخــــــص
قيادة التعليم المدرسي في منعطف حرج. على الرغم من الإجماع على الحاجة الملحة للقيادة في تغيير البيئة التعليمية ، إلا أن هناك افتقارًا واضحًا إلى التبصر في سمة القيادة الأساسية الوحيدة لتعزيز الصفات القيادية وتحفيز الأداء المدرسي العام. في النظرة الحالية للأدب البحثي ، توجد فجوة بحثية ذات مصداقية حول مساهمة الذكاء العاطفي القيادي في التطوير المهني للمعلمين ضمن السياق التعليمي. مع التركيز على إمارة أبوظبي ، تشير الجودة الإجمالية للتعليم التي تم الكشف عنها من خلال نتائج PISA و TIMSS إلى وجود فجوات رئيسية في الأداء. وبالتالي ، كان الهدف من هذه الدراسة هو إجراء فحص نقدي لتأثير الذكاء العاطفي لفريق القيادة العليا على التطور المهني والأداء للمعلمين في مدارس أبوظبي الخاصة. من بين النظريات الموجودة التي تمت مراجعتها ، تبني الدراسة على المنظورات الجماعية لنموذج القيادة التربوية. كجزء من منهجية الدراسة ، يتم النظر في التوجه الفلسفي-الموضوعي في دراسة بحثية كمية. تم استخدام استراتيجية البحث المسحي مع التركيز على عينة من 132 مدرسة خاصة داخل إمارة أبوظبي ، بما يتناسب مع المناطق التعليمية الثلاث داخل الإمارة. بالنظر إلى هذه العينة ، تم تلقي وتحليل 107 إجابات مؤهلة. كشفت النتائج أن الذكاء العاطفي لفريق قيادة المدرسة له تأثير كبير على التطور المهني للمعلمين. هذا صحيح بالنسبة للعلاقة بين الأشخاص (β = .367 ، p <0.01) ، وقدرة فريق القيادة المدرسية على التكيف مع المواقف بناءً على المتطلبات الحالية (β = .224 ، p <0.01). بالنسبة للفرضية الثانية ، فإن الذكاء العاطفي لفريق قيادة المدرسة له تأثير كبير على أداء المعلمين. هذا صحيح بالنسبة للعلاقة بين الأشخاص ضمن أعضاء فريق القيادة (β = .236 ، p <0.01) ، العلاقات الشخصية مع أعضاء هيئة التدريس (β = .393 ، p <0.01) ، والقدرة على التكيف مع المواقف الحالية (β = .134 ، ص <0.01).
بالنسبة للفرضية الثالثة ، فإن التطوير المهني للمعلمين له أيضًا تأثير كبير على أداء المدارس ؛ وينطبق ذلك على تحسين خبرات التدريس (β = .210 ، p <0.05) ، وتقييم النقد الذاتي للمعلمين (β = .139 ، p <0.05) ، والدمج الرسمي للتطوير المهني في الوصف الوظيفي للمعلم (β = 0.25 ، ص <0.01).اما بالنسبة للفرضية الرابعة والأخيرة ، فإن تقييم أداء ADEK لا يقلل من مساهمة الذكاء العاطفي لفريق قيادة المدرسة في التطوير المهني للمعلم. يوصى بتوجيه جهد إضافي لتحسين الذكاء العاطفي العام لفريق القيادة المدرسية. بالإضافة إلى ذلك ، يجب توظيف التطوير المهني للمعلمين كجزء لا يتجزأ من الأوصاف الوظيفية للمعلمين ، دون الحاجة إلى إدخال إصلاحات إضافية في هذا القطاع. من المستحسن أيضًا أن يبحث الباحثون الأكاديميون المستقبليون في الدور الأساسي للذكاء العاطفي في سياق الأداء المدرسي


الكلمات الرئيسية: القيادة ، الذكاء العاطفي ، التطوير المهني للمعلم ، الأداء المدرسي
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	Term
	Definition

	Leadership
	According to Bush (2007), leadership entails influencing others towards the achievement of desirable group results or outcomes. A leader is someone defines or shape the goals and mission of the group and champions actions necessary to reach existing and new goals.

	Leader
	“A leader is a man who can persuade people to do what they do not want to do, or do what they are too lazy to do” Alkahtani (2015, p. 24) – originally quoted from Harry S, Truman, 33rd President of the United States.

	Emotional Intelligence
	Alkahtani (2015, p.24) defines emotional intelligence as “a set of abilities to accurately assess the emotions of self and others, regulate the emotions to achieve the desired state and use the emotions towards achieving the expected performance”. This definition was originally adapted from Mayer & Salovey (1997).

	Senior Leadership Team (SLT)
	A group or team of administrators, teaching staff and other support staff who play an important role in the institution in school governance as well as the coordination of school activities (Fuller et al., 2005).

	Professional Development
	In-service workshops, on-the-job training programs, and other efforts directed at upgrading teachers human resource capacity (Borko, 2004; Denton & Hasbrouck, 2009). 

	School Performance (School performance ratings)
	School performance represents the positive effects of school and its actors including leadership, teachers, students, among others, in attaining the goals of the institution, mainly in relation to the academic achievement of the students and overall development of the other actors. In many global contexts, school performance is observed in a comparative manner by rating schools within a region (OECD, 2019). 
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[bookmark: _Toc37058438]1.1 Introduction
The need for the right leadership for today’s educational institutions has been attributed to, among others, the urgent need for leadership solutions to the evolving social, political and economic conditions (Dennison & Shenton 2018). Educational leaders are under constant pressure to generate signature change in the educational environment whilst continuously improving their ability to transform institutions without sacrificing overall continuity (Western 2019). Leadership in the field of education has gained significant attention over the years (Labiso et al. 2019; Klocko & Justis 2019). Interest in this area is warranted, considering school leadership has been established as a critical aspect of school effectiveness and performance (Sebastian et al. 2019).
Despite consensus on the role of leadership in institutional development in the domain of education, disagreements continue to ensue on the exact qualities of leaders instrumental to school performance. Leithwood & Jantzi (2008) and Leithwood et al. (2010) categorised educational leadership perspectives into six (6) main areas of formal, collegial, political, subjective, ambiguity, and cultural. Even though significant gaps still exist in literature support for one or more of these theoretical perspectives to educational leadership, it is important that fundamental elements required for leadership improvement are conceptualized as common denominators of these educational leadership perspectives (Barakat et al. 2019). Of key interest to the present study is the area of emotional intelligence and the need for sustained teacher professional development, as fundamental to school performance (Dee & Wyckoff 2015).
The fundamental role of emotional intelligence in leadership has been established in the education arena (Dabke 2016). Leadership performance has been increasingly linked to the professional development of teachers and the performance of the school as a whole (Cliffe et al. 2018; Elizondo-García et al. 2019; Vanblaere & Devos 2016). The intricate connection between emotional intelligence, professional development, and school performance cannot be ignored within the scope of educational leadership (Dee & Wyckoff, 2015; Cliffe et al. 2018; Elizondo-García et al. 2019). Given these alignments, it is critical that the connection between emotional intelligence, teachers’ professional development, and school performance is conceptualized to cement emotional intelligence as an underlying ingredient across all the educational leadership philosophies. 
In the UAE, the area of teachers and school leadership has remained a key subject area discourse in the academic and practical scopes (Thorne 2011; Abbas 2012; Tabari 2014). Reforms have often focused on the school and teacher leadership as central to the pursuance of the educational agenda of the UAE (Abbas 2012). Ultimately, the Government considers the educational sector as critical to the overall knowledge economy development (UAE) (UAE National Qualifications Authority 2013), and insight on how to improve leadership and teachers professional development, will be of crucial relevance to the overall improvement of the sector, against which reforms have been directed. 
It must be added that education has been recognized as central to the strategic motives of the country and the quest to create a competitive knowledge economy (Zahram et al. 2016). This consideration is of central concern to the leadership of the UAE since the formation of the union. According to HH Sheikh Zayed Bin Sulṭan Al Nahyan, Late Founder and President of the UAE:
“The wealth of any nation is its intellectuals, and the progress of people and nations is judged by the level and extent of education they reach” (Zahram et al. 2016, p. 2).
The UAE’s keen interest to enhance the educational sector through the introduction of reforms directed at the leadership and teachers’ development cannot be isolated in the global educational reforms landscape (Bush et al.2019). In countries such as Canada, Hong Kong, Australia, Singapore and Sweden, education leadership and teachers’ professionalism have been leveraged to create a synergistic effect on overall economic performance and sustainability across these countries (Moorosi & Bush 2011; Bush et al. 2019). A common trend across these countries is a renewed emphasis on educational leadership development with visible implications to the surrounding macro environment (Moorosi & Bush 2011). 


[bookmark: _Toc37058439]1.2 Background of School Leadership in UAE Educational Institutions
The United Arab Emirates (UAE) tops the Middle East region in terms of the education market maturity; however, pertinent challenges remain (PwC 2019). On the introduction of several reforms in the recent past to address these challenges, the national educational market has no doubt become increasingly attractive for investors, education providers and student alike (PwC 2019; Kippels & Ridge 2019). However, the scale and ambition of the government with regards to the educational sector remain persistent over the years. The educational sector of the UAE is strongly tied to the country’s macro-economic environment. An instance is that an increase in the cost of living in the UAE and the introduction of VAT has uncertain implications on this sector.
Due to the responsiveness of the education sector to the economic, financial, and investment climate, the government keeps a keen eye on this area to reduce the hardships of the schools and parents. In the 2018/2019 academic year, the government froze the tuition fees to protect parents (Kippels & Ridge 2019). Such interventions come with its own implications to investor commitment but have mainly focused on relaxing the socio-political anxieties and tense in the Middle East (KHDA 2017; Smart Dubai 2020). According to the 2017-2018 Global Competitive Report, the UAE ranks among the top 30 global economies and the one of the largest FDI destination in the region, with the educational sector, ranked second in terms of all private equity investments in the Middle East (Schwab 2018).
With a keen emphasis on the Abu Dhabi Emirate and schools under the auspices of the Abu Dhabi Department of Education and Knowledge (ADEK), a number of changes to its mandate have been introduced by limiting focus on private institutions only and placing ADEK under MoE (Masudi 2017; Kippels & Ridge 2019). With public schools left under the supervision of the Ministry of Education (MoE), one key challenge faced by both public and private schools in the attraction and retention of quality teachers as well as teacher professional development (Kippels & Ridge 2019; Gallagher 2019). Policy interventions have been introduced to certify teachers and offer them licenses to help maintain a minimum standard across the Abu Dhabi Emirate (Gallagher 2019). As mentioned by Racquel et al. (2018), other reforms have focused on aligning the Abu Dhabi educational system with the national, regional and Western-oriented ‘modernization standards.
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Theoretical explanation of the concept of educational leadership has remained diverse and incoherent (Leithwood & Jantzi 2008; Leithwood et al. 2010; Bush 2003). Bush et al. (2019) assert that educational leadership must be evaluated on common principles in the areas of ethics, management, and professionalism. It is on such note that the heightened need for authenticity, emotional intelligence, and the need the reflection on internal self, has been emphasized as relevant factors that complement leadership styles (Western 2019; Alkahtani 2015). Among the need to cement these underlying principles as unique and separate from leadership styles Alkahtani (2015) assert that emotional intelligence complements the leadership attributes and help guide the leader to identify which style best fit the followers and organisational environment.
Whilst a moderate amount of research has been done on the contribution of leadership styles to leadership performance (Alkahtani 2015; Crowne et al. 2017), little attempt exists on the contribution of leadership emotional intelligence to the professional development of teachers within the educational context (Cummings et al. 2018; Ngo et al. 2020). Existing studies have often conducted a review of literature in support of the connection between emotional intelligence of teachers, school leadership, with implications to professional development (Ziedonis & Ahn 2019; Ishak et al. 2010). A theoretical gap exists in how leadership emotional intelligence contributes to the professional development of teachers in an enhanced human resource environment within the education context. 
Closing this research gap remains critical to the knowledge contribution on how institutions can add to the resilience of the sector (Iskander et al. 2016; Zahran et al. 2016). At the broader macro level, knowledge in this area will provide insight on how educational systems can be engineered into the centre of global economic competitiveness through human capacity optimisation. 
[bookmark: _Toc37058442]1.3.2 Problem within the Context of the Study 
In the UAE, human development in the educational sector is considered critical to the micro (educational sector) and macro (knowledge economy) environments (Iskander et al. 2016; Zahran et al. 2016). Zahran et al. (2016) highlight the urgent need to step-up teachers and educational leadership collaboration to drive competitive results within the global context. The need for such efforts exists even though significant reforms have been introduced targeted at teachers’ professional development and school leadership (Thorne 2011; Abbas 2012; Tabari 2014). The need for insight in this area is critical as reforms have not often led to desired results. The closure of the main research gap will help educational leaders adopt the best leadership style necessary to build professional development of teachers towards school performance improvement,
Evidence of the challenges of the local education sector is revealed in the overall reduction in the quality of education, as reported by the recent Global Competitiveness Index Ranking (Figure 1.1) (PwC 2019; Schwab 2018). This data is as well affirmed by student performance indicators recorded through the Programme for International Student Assessment (PISA) results (PwC 2019). There is a clear lack of consistency in the progress made in the educational sector as supported by data from the Global Competitiveness Index Ranking and PISA. The PISA results, in particular, indicate that the UAE ranks several points below the OECD average, in all areas of mathematics, reading and science for the consecutive PISA periods of 2012 and 2015.
[bookmark: _Toc37058313]Figure 1.1 Overall Quality of Education using Global Competitive Index Rankings (2015, 2016, 2017)
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Source: PwC (2019)

[bookmark: _Toc37058314]Figure 1.2 UAE’s PISA rankings 2012-15 
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Source: PwC (2019)

A further and more critical look at the Trends in International Mathematics and Science Study (TIMSS) results indicate that the Abu Dhabi Emirate in particular lags behind by between 75 to 100-unit scores when compared with Dubai for all grades and subject (TIMSS 2020). Whereas Dubai has above national average scores, the Abu Dhabi Emirate does not only rank lower but has experienced reduced performance over the years (PwC 2019; TIMSS 2020) (Figure 1.3). 
Focusing on the case of Abu Dhabi is therefore justified in the quest to provide knowledge on how to resolve the problem of school performance, with implications to the overall UAE educational (micro) and knowledge economy (macro) agenda. Knowledge on how the Abu Dhabi Emirate can help reverse the current performance trends will be availed by closing the main research gap within this educational context, with main focus on private schools. Leadership emotional intelligence can help achieve the needed resilience in the Abu Dhabi educational sector by blending leadership emotional intelligence with professional development towards school performance improvement. This model will have at its heart, insight on human capacity optimisation within the educational context, with implications to the micro and macro educational contexts.
[bookmark: _Toc37058315]Figure 1.3 TIMSS Results (2011, 2015)
[image: ]
Source: PwC (2019), TIMSS (2020)

[bookmark: _Toc37058443]1.4 Aim and Objectives of the Study
[bookmark: _Toc37058444]1.4.1 Aim of the Study
The aim of the study is to critically examine the impact of Senior Leadership Team (SLT) emotional intelligence on teachers’ professional development and performance in Abu Dhabi Private Schools.

[bookmark: _Toc37058445]1.4.2 Research Objectives
Based on the aim of the study, the following individual objectives are presented:
I. To investigate the impact of SLT emotional intelligence on teachers’ professional development in Abu Dhabi private schools.
II. To investigate the impact of SLT emotional intelligence on teachers’ performance in Abu Dhabi private schools.
III. To investigate the impact of teachers’ professional development on teachers’ performance in Abu Dhabi private schools.
IV. To examine the difference across Abu Dhabi private schools’ performance ratings with regards to the impact of SLT emotional intelligence on teachers’ professional development.

[bookmark: _Toc37058446]1.5 Research Questions
[bookmark: _Toc37058447]1.5.1 General Research Question
What is the impact of Senior Leadership Team (SLT) emotional intelligence on teachers’ professional development and performance in Abu Dhabi private schools?

[bookmark: _Toc37058448]1.5.2 Sub Research Questions
As part of the study, the following sub research questions are established
I. What is the impact of SLT emotional intelligence on teachers’ professional development in Abu Dhabi private schools?
II. What is the impact of SLT emotional intelligence on teachers’ performance in Abu Dhabi private schools?
III. What is the impact of teachers’ professional development on teachers’ performance in Abu Dhabi private schools?
IV. Does a difference exist across Abu Dhabi private schools’ performance ratings with regards to the impact of SLT emotional intelligence on teachers’ professional development?
Upon answering these research questions, the empirical evidence will be discussed in relation to theoretical outlook to help support the study findings, towards the establishment of robust conclusions in this area. 



[bookmark: _Toc37058449]1.6 Rationale and Significance of the Study
The rationale of the study is to highlight the fundamental role of emotional intelligence in leadership teams across school communities and to make a solid connection with reference to its impact on teachers’ professional development and overall schools’ performance.
The study will make significant contributions to both academia and practices in support of education development. These are explained in more details below.

[bookmark: _Toc37058450]1.6.1 Academic Significance
In the field of academia, the study will be useful in closing the central research gap of the study. This entails the contribution of insight into the concept of educational leadership in the bid to improve the consistency of literature in this area (Leithwood et al. 2010). As highlighted as part of the research gap, little evidence exists on the role of leadership emotional intelligence to the professional development of teachers within the educational context (Cummings et al. 2018). Generally, this relationship has been supported, but without empirical evidence (Ziedonis & Ahn 2019; Ishak et al. 2010). Closing this research gap will, therefore, revalidate this assertion and pave the way for future research into the role of leadership emotional intelligence in teachers’ professional development.
It must be added that closing this research gap remains critical to the knowledge creation on how educational institutions can encourage a stronger bond between school leadership and teacher development, towards overall school development (Iskander et al. 2016; Zahran et al. 2016). Strengthening the bond between educational leadership and teachers through emotional intelligence is essential to the ethics, professionalism and overall human resource development of the educational institution as highlighted by Bush et al. (2019) and Western (2019). The study will also be significant in providing a unique theoretical perspective on how to complement school leadership styles through the adoption of emotional intelligence within the school environment.

[bookmark: _Toc37058451]1.6.2 Practical Significance
Practically, the study will be instrumental in reforming the private educational scope of the Abu Dhabi Emirate. Even though the Abu Dhabi Government and UAE consider the educational sector as vital to knowledge economy development (Iskander et al. 2016; Zahran et al. 2016), past reforms have been met with significant challenges and this is revealed in the worsening performance of schools mainly in the Abu Dhabi Emirate when compared to that of the Dubai Emirate (PwC 2019; TIMSS 2020). The overall knowledge competitiveness of the UAE remains in a staggering position as it falls significantly below that of the OECD average (PwC 2019).
Considering these developments, it has become critical that key measures and attempts are directed at creating a feasible educational environment within which the contribution to the UAE knowledge economy will be optimized (PwC 2019; Schwab 2018). The present study is of significant contribution to this area by helping reveal insight on how to achieve school performance improvement by aligning school leadership with teachers’ professional development. At the front-end of the Abu Dhabi educational sector, the quest to improve teacher capacity through the introduction of reforms is not new (Warner 2018). However, operational level challenges have often hindered the effective implementation of these reforms. The study will help generate insight on how bottlenecks between leadership and teacher development can be removed to ensure the overall effectiveness of such reforms are directed at teachers’ capacity improvement. 
Sustaining the alignment between leadership and teachers’ professional development will go a long run to improve the performance of the schools, as revealed through the TIMMS, PISA, and other global knowledge competitiveness reports. The broader knowledge economy of the Abu Dhabi Emirate, therefore, stands as at ultimate beneficiary of the insight created in the present study.

[bookmark: _Toc37058452]1.7 Scope of the Study
The study focuses on the educational sector of the UAE, with specific attention to private institutions within the Abu Dhabi Emirate. The Abu Dhabi Emirate serves as the aim focus of the present study due to the urgent need to tackle the deteriorating performance of school education. Whilst neighbouring Emirate Dubai achieved significant strides in the performance of schools over the years, there is a lack of consistent progress in the performance of schools in Abu Dhabi. Focusing on schools in this area is therefore in the right direction to ensure that the study is relevant to the context within which it is conducted, by helping solve a critical challenge of schools’ performance within this context.
The Abu Dhabi Emirate consists of three main educational zones; the Abu Dhabi Educational Zone, the Al Ain Educational Zone, and the Al Dhafra Educational Zone. Whereas the Ministry of Education takes charge of public schools in the region, the Abu Dhabi Department of Education and Knowledge (ADEK) has the main jurisdiction over primary, middle and secondary private education. According to the data on the 2017-2018 academic year, total private schools were 196 in total (MoE, 2019). Most of these educational institutions are located within the Abu Dhabi Educational Zone (64%) (Table1.1). Focusing on these educational zones is critical to consider all private educational institutions within the Emirate of Abu Dhabi. 
[bookmark: _Toc37058284]Table 1.1 Distribution of Schools (Private Education) by Educational Zone for the Academic Year 2017-2018
	Zone 
	Gender
	Kindergarten
	Cycle 1
	Cycle 2
	Secondary
	Total

	Abu Dhabi Educational Zone
	Male
	0
	0
	0
	0
	0

	
	Female
	0
	0
	0
	0
	0

	
	Mixed
	2
	8
	16
	100
	126

	
	
	2
	8
	16
	100
	126

	Al Ain Educational Zone
	Male
	0
	0
	0
	0
	0

	
	Female
	0
	0
	0
	0
	0

	
	Mixed
	0
	2
	6
	51
	59

	
	
	0
	2
	6
	51
	59

	Al Dhafra Educational Zone
	Male
	0
	0
	0
	0
	0

	
	Female
	0
	0
	0
	0
	0

	
	Mixed
	0
	1
	1
	9
	11

	
	
	0
	1
	1
	9
	11

	Total
	-
	2
	11
	23
	160
	196


Source: MoE (2019)

[bookmark: _Toc37058453]1.8 Organization of the Study
The study is organised into five main chapters (Figure 1.0). Chapter one presents an introduction to the entire study; it covers the background of school leadership in UAE educational institutions, the research gap and problem statement, research aim and objectives, research questions, rationale and significance of the study, the scope of the study, list of key definitions, and the overall organization of the study. 
Chapter two of the study elaborates on the theoretical and literature review of the study; it discusses in details key themes and inter-relationships relevant to the support of the conceptual framework. Ultimately, the chapter helps provide theoretical foundations for the study; based on these theoretical underpinnings, the research hypotheses are proposed for empirical assessment.
Chapter three presents the research methodology of the study. It covers the research philosophy, research design, research approach, and all aspects of the methodology that pertain to the strategy adopted in the areas of data collection and analysis. Key aspects of the methodology also include the population and sampling parameters, instrumentation, measurement of variables, and field data collection methods. Towards the end of the chapter, the method of analysis and ethical implications of the study are presented. As part of this chapter, a pilot study is conducted to help refine and validate the data collection instrument for empirical observation.
Chapter four commences after data collection from private educational institutions within the three main educational zones within the Emirate of Abu Dhabi. The results are presented, and the data is analysed as part of chapter four of the dissertation. The research is answered by testing the respective hypotheses using the quantitative analysis method. Chapter five presents the discussion of the study results, implications of the study to theory and practice, conclusions and recommendations to relevant stakeholders will be summarized separately in Chapter six. 







[bookmark: _Toc37058316]Figure 1.4 Study Structure


1.9 Chapter Summary
Chapter one introduces the concept of emotional intelligence in school leadership and its fundamental role to satisfy the quest towards educational reform and development. A brief background of the current school leadership adaptation to the ambitious governmental national directives is also shared with clear mentioning of the research gap and problem within the study context. The aim and objectives of the current study are clearly listed with established research questions that are further endorsed with the study’s rationale and significance. Chapter one also includes a scope that is organized in a well-structured study that is presented in five main chapters concluded with a sixth chapter inclusive of conclusions and recommendations.
[bookmark: _Toc37058454]CHAPTER TWO: LITERATURE REVIEW

[bookmark: _Toc37058455]2.1 Introduction
This chapter critically reviews significant theories in support of the current study and identifies various conceptual relationships through in depth theoretical discussions. The chapter commences with a thorough discussion of the theoretical framework of the study. It presents a critical discussion of key themes relevant to the study, including a discussion of the concept of emotional intelligence, leadership emotional intelligence and teacher’s professional development. Towards the end of the chapter, the conceptual framework is presented together with discussions in support of the research questions. 
[bookmark: _Toc37058456]2.2 Theoretical Framework
Prior to an elaboration on important themes that underlie the study, it is first and foremost critical to highlight key theoretical compositions of the various concepts within the study whose significance will be further elaborated in the conclusion of the theoretical review. These six main theoretical perspectives include the formal, collegial, political, subjective, ambiguity, and cultural leadership perspectives to educational leadership (Table 2.1). 
[bookmark: _Toc37058285]Table 2.1 Typologies of educational leadership models 
	Theoretical perspective and Leadership Model
	Source

	Formal
	Caldwell (1992); Bush (2003) 

	Managerial
	

	Collegial
	Bush (2003); Bush (2007); Chirichello (1999)

	Participative
	

	Transformational
	

	Interpersonal
	

	Political
	Miller & Miller (2001); Bush, (2003)

	Transactional
	

	Subjective
	Starratt (2001); Sackney & Mitchell (2001); 

	Post-modern
	

	Ambiguity
	Yukl (2002)

	Contingency
	

	Cultural 
	Bush & Glover (2002)

	Moral 
	

	Instructional
	


Without an attempt to review all these theoretical perspectives in school leadership, these main perspectives relevant to the study constructs and context are reviewed and critically discussed in the sub-sections that follow. An overall conclusion to theoretical review is presented to highlight their contribution to the present study

[bookmark: _Toc37058457]2.2.1 Formal perspective to educational leadership theories and criticisms
The formal perspective to educational leadership theories mainly constitutes the managerial leadership model originally pioneered by Leithwood et al. (2010). This model stipulates that the leader must remain in charge of the affairs of the institutional functions, tasks and behaviours. Within the school environment, the leader takes charge of affairs, sets goals, identifies the needs of the group, and sets priorities that involve planning, budgeting, implementation and evaluation (Caldwell 1992). The line of command and authority rests fully in possession of the leader, and the performance of the leader’s role is without emotions or affection but focused on the tasks at hand.
Even though this model of leadership is procedural and can be scientific in nature, it is important to add that the managerial leader lacks vision, a central aspect of dominant leadership models. Instead, the leader is concerned with bureaucracy, authority and hierarchy of getting things done (Bush 2019). It lacks the enthusiasm needed to motivate the school teaching staff and the group as a whole (Rutledge et al. 2017). It also lacks the implementation and adoption of innovation needed to avert imminent failure in dynamic and competing environments.

[bookmark: _Toc37058458]2.2.2 Collegial perspective to educational leadership theories and criticisms
From the collegial perspective to educational leadership theories include the transformational leadership model, participative leadership model, and the interpersonal leadership model (Bush 2019). This group of leadership models considers the shared and mutual interests of the group and the leader, as paramount to the leadership style. Led by the transformational leadership model (Bush 2003), this school leadership theoretical perspective was explored in detail by Leithwood (1994) and further developed by Bush (2019). It entails setting a school vision and goals, the provision of needed intellectual stimulation and motivation, individualised support to group members, modelling of group values, and other functions directed at the achievement of high-performance expectations within a productive school culture.
The collegial perspective to school leadership acknowledges the need to gain the commitment and trust of the followers (Mausethagen et al. 2019). Such leaders are also instrumental to the successful transition and the management of change to achieve school improvement (Gray et al. 2016). This model of leadership is considered as comprehensive and normative in influencing outcomes rather than the direction of these outcomes; this spurs or gives room for innovation and novelty in the school environment (Mausethagen et al. 2019). The participative model may offer room for democracy, which may spur communication and collaboration within the group (Bush 2019). 
The collegial leadership group of educational leadership theories have their own limitations. The limitation of the critical leading theory of transformational leadership is that it offers excessive control over the teachers (Chirichello 1999). It is more likely for this model to be accepted by the leader than those being led. Others have argued that the transformational leadership model has the tendency to demonstrate excessive heroism and charismatic features within the school environment that are rather unwarranted and may be considered rather despotic (Allix 2000). Regarding the participative leadership model, evidence indicates that the actual realization of participation within the school environment is far from being achieved (Bush 2019).

[bookmark: _Toc37058459]2.2.3 Political perspective to educational leadership theories
The political perspective to school leadership makes reference to one main model of leadership theory that is the transactional leadership (Bush 2003; Bush 2007; Bush 2019). This leadership theory focuses on the conflict between stakeholders and the need to resolve these disagreements in favour of the most powerful protagonists. In transactional leadership, Miller & Miller (2001) add that this school leadership perspective focuses on their relationship with the teachers or followers, whilst focusing on an exchange of some valued resources. This observation is in line with traditional arguments in support of transactional leadership, present within the mainstream literature (Sung et al. 2019).
According to Miller & Miller (2001), even though the transactional leadership theory focuses on the exchange process and political strategies for members of the organization, one key limitation of the political leadership approach is that it does not engage staff beyond the immediate gains that arise from the transactions. Moreover, within the school environment, political or transactional leadership has gained relevance, in schools that operate on politically sensitive global regions (Bush 2007). This school leadership style reduces resistance arising from the politics of opposition (Bush 2019). Political opposition may not only be fuelled by government political agents but may equally be affected by trade union oppositions and other advocate and interest groups (Bush 2019).  

[bookmark: _Toc37058460]2.2.4 Subjective and Ambiguity perspectives to educational leadership theories
The subjective perspective to educational leadership theory is mainly supported by the post-modern leadership model, whilst the ambiguity perspective is supported by the contingency model of leadership (Muraru & Pătrașcu 2017). According to Bush (2019), the post-modern leadership model centres on the subjective interpretation of the leader as essential to the management of the school. This stems from the subjective ontology that organizations are artefacts of the leaders who create them (Keough & Tobin 2001). This model supports the multiplicity of subjective truths as defined by experience and demonstrated through the practice of absolute authority.
It must be added that the post-modern leadership model argues that leaders should respect and offer attention to the varied perspectives of stakeholders within the institutions. Moreover, hierarchy does not work in such environments due to the assumption that bureaucracy has very little meaning in such fluid environments (Starratt 2001). A number of studies including Sackney & Mitchell (2001) have argued for a more consultative, participatory and inclusive leadership in line with established standards and processes. 
Contingency leadership model of leadership, on the other hand, fits the ambiguous perspective to educational leadership where leaders adopt solutions based on the requirements and organizational circumstances and problems (Leithwood et al. 2010). According to Yukl (2002), the contingency model of educational leadership fits the management of complex leadership situations with a high level of unpredictable circumstances. This leadership model, however, can present a situation of haphazard and intuitive-based management approach when the next leadership model does not warrant a successful outcome.
[bookmark: _Toc37058461]2.2.5 Cultural perspective to educational leadership theories
The final perspective to educational leadership theory is the culture leadership model. Cultural leadership cannot be defined without paying attention to the region or context of the discussion. This is based on the observation that national culture largely differs from one country to the other, and unique to the people inherent to any country (Hofstede et al. 2010). In the UAE, the cultural orientation of the people offers unique artefacts that define the leadership requirements of this country and the surrounding regions. The Abu Dhabi Emirate and GCC have attracted studies in an attempt to explain school leadership using the cultural orientation of the region (Bailey et al. 2019; Vuuren & Sayed 2017). 
Culture leadership has been referred to as the actor of leading a cultural sector (Khalifa et al. 2016). Like the definition of culture, culture leadership stems from the people and is defined in many different ways (Bailey et al. 2019). The outcome, innovation, bureaucracy, and other characteristics of this model of educational leadership depends to a large extent, the artefacts of the culture (Khalifa et al. 2016). An instance is that in a culture of long-term orientation (LTO), visionaries would most likely be appreciated instead of short-term results orientation. 
Demonstrated through the moral and instructional models of leadership, these models focus on the direction of the influence rather than nature and source (Bush, 2019). Main attention is paid to the teaching and learning as the core activities of institution influenced by the surrounding culture. According to Bush & Glover (2002), this includes the professional developments of the teachers and student performance. With a direct focus on these areas, instructional educational leadership has been defined with an emphasis on teaching and targeting student learning via teaching. The criticisms of this group of school leadership theories, therefore, depends on the cultural orientation of the region within which the school operates and the relevance of the surrounding cultural 





[bookmark: _Toc37058462]2.2.6 Conclusion to perspectives to educational leadership theories within the context of emotional intelligence and teacher’s professional development
It is important to mention that the various perspectives to educational leadership theories emphasize the unique managerial environments within which the discussed educational leadership models could flourish (Bush 2007; Bush 2019). All the theories have their respective strengths and weaknesses as highlighted. Given that the school or educational environment is favourable and fits the underlying assumptions of any specific leadership model, optimum results in the form of students and school would be achieved (Bush 2019). Moreover, in the right educational environment where any of these theoretical perspectives are adapted, teachers’ professional development would flourish if the weaknesses are curbed, and the strengths are capitalised (Ngo & Tran 2020).
Even though performance and teachers’ development has been argued as warranted outcomes of any of these school leadership perspectives (Ngo & Tran 2020), not all the leadership models support emotional intelligence as integral to the practice of educational leadership (Bush 2019). The subject of emotional intelligence has a keen inclination to unique and specific leadership traits popular with the collegial perspectives to educational leadership models, and the transactional leadership style (Mausethagen et al. 2019; Gray et al. 2016).
According to Western (2019), careful attention must be paid to existing and new theories of leadership. Not only at the same models of leadership, repeated and rephrased into new ones, but new leadership theories have proposed very little emerging new discourse to existing debates on the area. Bush (2007) add that, regardless of the leadership model considered, it is critical that emphasis is placed on tasks of managing teaching and learning. 





[bookmark: _Toc37058463]2.3 Emotional Intelligence and School Leadership
Emotional intelligence has been defined as that aspect or traits of leadership that encompasses five main areas of self-awareness, self-regulation, self-motivation, empathy and social competence (Goleman 2000). It is important that a leader is able to draw on one or more of these areas in the right time and in sufficient amount needed to achieve emotional re-orientation. For the purpose of the present study, the emotional competence inventory (ECI) originally proposed by Boyatzis et al. (2000) is considered for the measurement of educational leadership emotional intelligence in the Abu Dhabi school education context. 
According to Carmeli (2003) and Nikolaou & Tsaousis (2002), emotional intelligence is reflected in the leader’s ability to perform key activities with a high level of effectiveness whilst maintaining flexibility in the performance of key leadership duties. They add that emotionally intelligent leaders must be able to innovate and prove ownership and responsibility for their work in line with installed performance standards. Evidence exists that emotionally intelligent leaders are able to significantly contribute not only to their own performance but the performance of the group at large (Wong & Law 2002). Even though this is discussed in more detail in the later section, it is important to add that emotional intelligence remains integral to effective organizational performance (Cherniss & Goleman 2001). 
[bookmark: _Toc37058317]A number of emotional intelligence frameworks have been proposed at the leadership level. A leading one in this area is Prati et al. (2003) model of emotional intelligence in leadership. This model observes that the emotional intelligence of leaders is critical to drive team leadership and achieve team outcomes successfully (Figure 2.1).






Figure 2.1 Emotional intelligence and team effectiveness
[image: ]
Source: Prati et al. (2003)
As observed from the earlier evaluation of the educational leadership theories, it is critical to mention that emotional intelligence has remained intricate to the concept of leadership. Even though some studies have argued that a relationship exists between some leadership styles and emotional intelligence (Barbuto & Burbach 2006). Emotional intelligence has remained an integral aspect of some leadership styles, such as the transactional and authentic leadership styles (Bush 2019). Regardless of how the concept is described in the context of leadership, Goleman et al. (2002) argued that emotional intelligence is a power booster for any leadership style for that matter. 
The acknowledgement of the school leadership team is based on the premise that the leader or the principal alone cannot achieve the desired outcome of school performance, without the collaborative effort of the school leadership team. This assertion is critical building on the consideration that school leadership as a team instead of the principal alone, is critical to the understanding of how school performance is evaluated (Ngo et al. 2020). Effective school leadership, therefore, does not only involve the principal but includes other top and middle-level school leadership members who often have a direct relationship with the teachers (Clement & Vandenberghe 2001; Geijsel et al.2009). 
Based on the need for collective effort across the leadership team, the original argument for the need of emotional intelligence in school leadership may, therefore, apply to the entire leadership team of the school. Ultimately, the need for collective leadership to build on their emotional intelligence is critical to the improvement of teachers’ professional development (Ngo et al. 2020). This argument is also centred in studies that have supported that overall human resource conditions that influence teachers’ engagement do not only come from the principal but the entire leadership body of the school (Geijsel et al. 2009; Hallinger & Liu 2016; He & Ho 2017)

[bookmark: _Toc37058464]2.4 The need for Continuous Professional Development of School Teachers
The need to improve teacher’s professional development has been argued as integral to the achievement of sustainable teacher reforms implementation (Darling Hammond & Richardson 2007; Qian, Walker & Yang 2017; Timperley 2011). According to Ngo et al. (2020), teachers’ professional development commences from the pre-service education prior to becoming full time teachers, taking place within higher educational institutions, in-service training sessions and other seminars. Nonetheless, continuous professional development of teachers on the job has been considered critical to the overall performance of the teachers. 
Professional development of teachers has been argued as essential to the job embeddedness, collaborative professional activities, and the achievement of coherence across the teaching staff of the educational institution (Hallinger et al. 2017; Kwakman 2003). Teachers’ professional development also acts as a catalyst for reflective professional activities (Opfer & Pedder 2011; Timperley 2011). The overarching role of teachers’ professional development in school improvement has driven attention into this area, with the quest to conceptualize what factors can help improve and ensure effective development of teachers in the course of their teaching carrier (He & Ho 2017; Qian et al. 2017).
Recent literature has placed emphasis on the need for teachers’ professional development in developing economies where knowledge economy is usually behind the Western developed economies (Lai et al. 2016; Ngo et al. 2020). In the UAE, the knowledge economy remains a significant challenge to the global economic competitiveness of the country (Schwab 2018). Even though the country ranks 15th in terms of infrastructure and 6th in terms of ICT adoption, the UAE has an inefficient use of available human resource talents where it ranks 61st on the global competitiveness ladder (Schwab 2018). To spur innovation capability and improve in the knowledge economy ranking to OECD average, the need for professional development has been considered critical to this quest (PwC 2019; Schwab 2018).
Adding to arguments in this area, it is important to mention that the need for emotional intelligence has not only gained relevance in the academic literature but in the related school of practice as well. Teachers professional development has remained a part of in-service workshops and training programs directed at upgrading teachers human resource capacity (Borko 2004; Denton & Hasbrouck 2009). According to He & Ho (2017), these training and in-service programs cannot alone address all the professional development of the teachers due to the complexity of the educational environment and uniqueness of classroom challenges or issues. It is based on these assertions that the need for teachers professional development has been argued as fundamental to on the job factors such as job embeddedness, collaborative professional activities, and other school-based activities (He & Ho 2017; Little 2012).
On the clear contribution of training programs to teachers’ professional development, and the emphasized need for on-the-job reshaping efforts to help realise the ultimate outcome of teachers’ professional development (Saphier, King & D’Auria, 2006; Thoonen et al. 2012). These observations reveal the critical role of principals and school leadership team in ensuring that favourable environment exists within which teachers can develop professionally towards overall student and school performance improvement (Robinson et al. 2008; Timperley 2011). It is on this note that emotional intelligence is considered as fundamental to the development of leaders within the school environment. Key argument in support of these assertions represented in the section that follows. 

[bookmark: _Toc37058465]2.5 Leadership Emotional Intelligence and Teachers’ Professional Development in Schools
Based on the discussion that professional development must take place within the school environment, and that school leadership team must set up a favourable environment, it may be equally noted that some leadership practices may not support the creation of such favourable environment for teacher’s professional development. Focusing on factors that can help improve teachers' professional development, a number of factors have been proposed including the adoption of a set of favourable norms within the school environment (Barth, 1990; Geijsel et al. 2009), the development of critical systems and institutional processes to ensure teachers professional development and empowerment (Hallinger, Lee & Ko 2014; Hallinger & Liu 2016).
According to Alkahtani (2015), leadership and emotional intelligence remain fundamental antecedents of organizational commitment, and same has been hypothesized in context of the contribution of leadership emotional intelligence to teachers’ professional development (Ngo et al. 2020). The qualities and style of leaders have been held as a critical determinant of the overall employee or follower behaviour and performance (Cheong 2008; Chiang & Wang 2012), and emotional intelligence has been argued as one of the necessary skills when the emotional state of the followers are of concern. Despite the different orientation to the definition of emotional intelligence, consensus exists on the ability of emotional intelligence to contribute to a change in the emotional state of the followers as necessary to achieve intended performance improvement. 
An emotionally intelligent leader within the school environment is able to build on follower relationships, listen to the teachers, ensure that their economic, social and most importantly professional development needs are met whilst rewarding for work done, demonstrating empathy and awareness (Greenleaf 2003). In addition, emotionally intelligent school leaders are able to create the necessary influence through coaching and nurturing (Maccoby 2000). Such a leader is also good at developing plans, setting goals and motivating the followers towards the goals through emotional self-management (Humphrey 2002) and self-control (Goleman, et al. 2002).
Diving into a deeper observation of how school leadership emotional intelligence leads to the professional development of teachers, some amount of work has been done in this area including Ngo et al. (2020) and Clement & Vandenberghe (2001). Ultimately, the school leadership play a fundamental role in providing critical support to the teachers with regards to their professional development (Fullan 2005; Hallinger & Liu 2016; Sleegers et al. 2014). School leaders also contribute to the overall development of the professional learning community (Harris et al. 2017), encouraging towards a learning culture in a centralised and resourceful school environment (Thoonen et al. 2012).

[bookmark: _Toc37058466]2.6 Leadership, Teachers and School Performance Measurement
Prati et al. (2003) posit that team process and outcome are strengthened through the leader’s emotional intelligence. Ultimately, emotional intelligence has been linked to increased organizational effectiveness across a broad range of areas (Cherniss & Goleman 2001). Leaders with high emotional intelligence are able to play their leadership roles more effectively and contribute more to the overall performance of the organisation (Goleman 2000). Others, including Goleman et al.  (2002) have supported the relationship between emotionally intelligent leadership and organisational performance.
Even though educational human resources’ professional development has been described as a critical component of knowledge economy creation, within the immediate context, evidence is presented supporting the assertion that teachers’ professional development leads to students’ and school performance improvement (Ngo et al. 2020; Thoonen et al. 2012). With reference to the need for emotional intelligence across the leadership team and not only the school leader, it is also critical to add that the leader’s constructive participation and effective mobilisation of the leaders are critical to achieving the desired outcomes in the areas of teachers’ professional development (Robinson et al. 2008). Notwithstanding, such leadership also makes a significant contribution to the student and overall school performance (Ngo et al. 2020). 

The relationship between school leadership and school performance has been argued as being mediated by teachers’ professional development. In specific words, Ngo et al. (2020, p.4):
“the principal’s constructive participation and effective support for TPD is the most significant factor by which school leadership has most influences on student learning, improvement and achievements”. 
The alignment between leadership, teachers’ professional development, and school performance outcomes have led to the need to conceptualise further the role leadership emotional intelligence plays in this area (Geijsel et al. 2009; Sleegers et al. 2014; Thoonen et al. 2012). This assertion is fundamental to the present study as it aspires to consider how emotional intelligence helps improve teachers’ performance with the mediatory role of teachers’ professional development which will further support the significance of the study especially in the UAE educational context where the most significance underlying performance is highly interrelated with the school leadership team.

[bookmark: _Toc37058467]2.7 Conceptual Framework and Research Hypotheses
The conceptual framework of the study is presented in Figure 2.2 below. The model builds on three main constructs: school leadership team (SLT) emotional intelligence, teachers’ professional development, and school/ teachers’ performance. The relationship between these three key constructs has been debated thoroughly in the preliminary review of the literature. The last construct in the model constitute secondary data on school performance rating; this factor is in an attempt to determine any empirical difference across schools. For this last construct, the study will be able to assess whether high performing schools have a stronger bond between leadership emotional intelligence and teachers’ professional development. 





Figure 2.2 Conceptual Framework
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Source: Author’s own conceptualisation based on literature underpinnings

A summary of the research hypotheses is presented in Table 2.1, a total of four main hypotheses are adapted, covering all four research questions originally presented in chapter one of the present study. Key variables of the hypotheses are as well highlighted in the table. The test for mediation is only considered for the fourth hypothesis, and this will be conducted with the help of one-way analysis of covariance (ANCOVA) using IBM SPSS Statistics. 






[bookmark: _Toc37058286]Table 2.1 Research Hypotheses
	H/ RQ
	Statement

	H1
	SLT emotional intelligence has a significant effect on teachers’ professional development in Abu Dhabi private schools.

	H2
	SLT emotional intelligence has a significant effect on teachers’ performance in Abu Dhabi Private Schools.

	H3
	Teachers’ professional development has a significant effect on teachers’ performance in Abu Dhabi Private Schools.

	H4
	A difference exists across school performance ratings with regards to the effect of SLT emotional intelligence on the teachers’ professional development in Abu Dhabi private schools.


Note: School Leadership Team (SLT)

[bookmark: _Toc37058468]2.7 Chapter Summary
This chapter reviews important theories in support of the study. The chapter commences with a detailed review of key theories in support of the study. Six main theoretical perspectives of educational leadership were reviewed and critically evaluated in the context of the present study. Following a discussion of the theories, the individual components of leadership, emotional intelligence and teacher’s professional development are as well crucially discussed. The relationships between these constructs are then discussed throughout by combining the construct of leadership development, emotional intelligence with school performance. Finally, the conceptual framework is presented together with key hypotheses to be tested as part of the quantitative research methodology. The next chapter presents details on the research methodology.
 




[bookmark: _Toc37058469]CHAPTER THREE: RESEARCH METHODOLOGY

[bookmark: _Toc37058470]3.1 Introduction 
This chapter presents the research methodology of the study. It presents the research design covering the research approach, methods and strategy. The study setting, population and sampling parameters are also presented. Following the sampling methods, the measurement of variables and a description of the survey questionnaire are presented. The analysis plan is also presented, followed by the study limitations and ethical considerations. For all sections of the methodology, careful justifications for the choices of methods are offered accordingly. As part of the methodology, a pilot research study was conducted to validate the data collection instrument in the bid to ensure study reliability, validity, and overall research credibility.

[bookmark: _Toc37058471]3.2 Research Design
The study builds on the positivist ontology as explained by Guba & Lincoln
(1994) and Crotty (1998). The positivist philosophical position explains that evidence is objective when established through adherence to factual data collection and interpretation. The positivist approach depends on quantifiable observations that lead to scientific statistical analyses (Crowther & Lancaster 2008). By pursuing evidence as objective, it is essential to consider standardisation in the processes used to establish such evidence (Hussey & Hussey 1997). This permits the possibility of replicability in a structural and scientific manner; hence, research insight established as objective is more welcomed and accepted. From this perspective, the researcher has little to no form of interference in the research process. The beliefs and assumptions of the researcher do not matter with regards to the presentation of evidence. 
Establishing evidence as independent of actors’ thoughts and beliefs is therefore essential to arrive at authoritative findings that can be easily adopted by the study stakeholders, including the Abu Dhabi private schools and ADEK. It is important to add that the study considers an explanatory or causal research design in accordance with Saunders et al. (2016) research types. The causal design uses hypotheses to test the relationship between factors in a quantitative assessment. Moreover, this design fits the use of “what” questions are adapted in the present study. The remaining aspects of the research design, including the research approach, methods, and strategy, are presented in the sections that follow. These aspects of the research design considered are justified by the overall philosophical orientation of the study; that is the positivist ontological position. Furthermore, the combined attributes of objectivity, scientific empirical nature of the study along with the independent deductive nature of the interpreted results provide the selected positivist approach the credibility and validity for further impartial future research in service of educational development using collected replicable data without the need to reinitiate from scratch.

[bookmark: _Toc37058472]3.2.1 Research Approach – Deductive
The research approach depicts how the study intends to build on evidence in relation to theory and literature (Creswell & Creswell 2017). Given the two main research approaches of inductive and deductive research (Saunders et al. 2016), the deductive approach builds on the use of research hypotheses as informed by theory, to support observation, and subsequently validate the theory (Saunders et al. 2016). On the other hand, the inductive approach permits the need to build on existing literature evidence to arrive at new ones, instead of commencing from observation, without a definite end in sight. Since the deductive approach permits the use of the research hypotheses, it provides room to establish quantitative evidence directed at accepting or rejecting the set hypotheses which are considered in the present study. The deductive approach thus supports the positivist ontology and is complemented by the quantitative research methods and the survey research strategy discussed in the section that follows. 

[bookmark: _Toc37058473]3.2.2 Research Methods – Quantitative
The research methods encapsulate the processes and techniques used in the areas of data collection and analysis (Creswell, & Creswell 2017). Given the two main ends of the research methods continuum, quantitative and qualitative research have gained popularity in this area. In line with the deductive research approach, the quantitative research methods will help test the research hypotheses using statistical and numerical techniques (Saunders et al. 2016; Creswell & Creswell 2017). The quantitative research does not only serve as the core of the positivist ontology; it conforms to the positivist philosophy by numbers, statistics and numerical benchmarks to ensure overall research credibility (Gill et al. 2005). The quantitative methods permit the use of research strategies that acknowledge representation and generalization to the study population. It also permits the independent establishment of evidence and the provision of support for a more authoritative conclusion (Hair et al. 2003). 
[bookmark: _Toc37058474]3.2.3 Research Strategy – Survey Research
The research strategy represents the exact processes involved in the selection of sample respondents and data collection (Creswell & Creswell 2017). Given the five main research strategies originally proposed by Yin (2017) and Saunders et al. (2016), the survey research strategy will best serve the needs of the present study to help meet the criteria of representativeness and generalization with the help of the survey questionnaire. According to Yin (2017), the survey research strategy permits the collection of data from a large set of respondents that can be considered adequate to represent the views of the population. 
The survey research also provides room to ensure that the sampling technique offers all members of the population an equal chance of participation, removing all forms of sampling bias and ensuring sample representativeness. Moreover, the use of the structured survey questionnaire will help collect data in a quantitative and numerical manner to meet these set criteria of representativeness and generalisability. The survey strategy, quantitative research methods, and the deductive research strategy have been criticised for not permitting the study participants to express themselves in the course of data collection (Creswell & Creswell 2017). This design is again criticised for not providing room for an in-depth assessment of any phenomenon under observation (Saunders et al. 2016). 
Despite these criticisms, it is important to emphasise that the quantitative methods permit the chance to test research hypotheses and provide specific answers to the research questions of the present study. In addition, for the purpose of independence of the researcher who is a principal of one of the private schools in the region, the strict implementation of the quantitative methodology will ensure that the results and findings of the study are credible, authentic, and more authoritative independent of what the researcher and what other actors think. On this note, the research questions, hypothesis, and other aspects of the research design and methods are aligned in Table 3.1
As presented in Table 3.1, the quantitative research methods and the research design discussed in this section applies to all the study research questions. However, considering the nature of variables present for each of these hypotheses, different analytical techniques are adopted to help test the research hypotheses. 
[bookmark: _Toc37058287]Table 3.1 Research Hypotheses, Variables, and Analysis 
	RQ/H
	Variables
	Analysis

	RQ1/H1
	IV = SLT emotional intelligence 
DV = teachers’ professional development 
	Multiple Regression analysis with the help of IBM SPSS Statistics

	RQ2/H2
	IV = SLT emotional intelligence 
DV = teachers’ performance 
	

	RQ3/H3
	IV = Teachers’ professional development 
DV = School teachers’ performance 
	

	RQ4/H4
	IV = SLT emotional intelligence 
DV = teachers’ professional development 
Moderator = school performance ratings from ADEK
	Analysis of Covariance (ANCOVA) with the help of IBM SPSS Statistics


Note: 
RQ = Research Question, H = Hypothesis, IV = Independent Variable, 
DV = Dependent Variable.

[bookmark: _Toc37058475]3.3 Data Collection
[bookmark: _Toc37058476]3.3.1 Study Population
The study focuses on all private schools in the Emirate of Abu Dhabi. These schools and institutions that operate under the supervision of ADEK; about 196 in total according to the latest statistics published by the MoE, (2019). The sample unit represents the school as an institution and not the persons within the institution. A compilation of the list of all schools and their contact details, including emails, were obtained from the MoE (2019) ADEK inspection reports.  From the Abu Dhabi Educational Zone, Al Ain Educational Zone, and AL Dhafra Educational Zones, a total of 126, 59 and 11 schools were collated respectively. This served as the main population of interest for the present study.

[bookmark: _Toc37058477]3.3.2 Sampling Procedures
[bookmark: _Toc37058478]3.3.2.1 Sample Size
Given the population of 196 schools, it was important to ensure that the sample size is generalizable to the population of the study (Saunders et al. 2016). To achieve generalisation, the Slovin's Formula was used given as n = N/(1+Ne2) was used as recommended by Saunders et al., (2016) and Creswell & Creswell (2017), where:
· n = sample size being estimated
· N = population of the study; that is, 196 schools 
· e = margin of error; that is 5% or 0.05 based on Saunders et al. (2016) recommendation for academic research.
Given these observations, the sample size was estimated as follows:
· n = N / (1+Ne2)
· n = 196 / ((0.052 * 196) +1))
· n = 131.5 ≈ 132 Abu Dhabi Private Schools
This sample size (n=132) is considered adequate for the population of 196 private schools within the Emirate of Abu Dhabi. 

[bookmark: _Toc37058479]3.3.2.2 Sampling Technique
The stratified proportional sampling technique is employed in order to offer all members within the population an equal chance of participation, in the selection of the 132 schools. The selection of the sample was conducted according to the population criteria or the number of schools in the Abu Dhabi Emirate (Table 3.2). Saunders et al. (2016) observe that the stratified proportional sampling technique is suitable for the population where a random sampling or a probability sampling technique can be implemented within mutually exclusive groups called strata. This sampling method helped avoid sampling bias by offering all members of the study population an equal chance of selection, as presented in Table 3.2.
[bookmark: _Toc37058288]Table 3.2 Stratified Proportional Sampling
	Strata
	Population
	Percentage (%)
	Sample (n)

	Abu Dhabi Educational Zone
	126
	64.28%
	84.84 ≈ 85

	Al Ain Educational Zone
	59
	30.10%
	39.732 ≈ 40

	Al Dhafra Educational Zone
	11
	5.61%
	7.41 ≈ 7

	Total
	196
	100%
	132




[bookmark: _Toc37058480]3.3.3 Data Collection Procedures
After obtaining the list of private schools within the Emirate of Abu Dhabi, the stratified proportional sampling technique was implemented to randomly select 132 schools in line with the sampling technique. The informed consent form and the information sheet was then sent to the schools through their respective email addresses. The survey questionnaire was attached to the emails in the form of an online link. Using the online data collection platform for data collection has been recommended by Saunders et al. (2016) due to the reduction of data entry error, cost-effectiveness, and overall flexibility when compared with paper-based survey data collection method (Nulty 2008). 
After sending the links to the schools, reminders were sent after the second week to encourage participation. Overall, the data collection period pasted four and a half weeks, after which the online link was closed, and the data collection exercise terminated. The online automatically collated data were extracted in Microsoft Office Excel sheet format and subsequently imported into IBM SPSS Statistics for analysis after an inspection of the numerical content of the sheet. Only those who consented to the study by returning the selecting “I consent” on the online information sheet were made to progress to complete the survey questionnaire. 




[bookmark: _Toc37058481]3.4 Measurement of variables and Survey Questionnaire
[bookmark: _Toc37058482]3.4.1 Measurement of Variables
The main research model of the study has four (4) main constructs. Three of these constructs are measured with the help of primary data whilst the last construct of school performance rating is measured using secondary data on the schools being investigated; this secondary data for the schools were extracted from the ADEK annual reports published on an annual basis (ADEK 2019). The reports rate schools based on the level of performance from weak (1) to outstanding (6); these scales were considered as an ordinal or categorical scale in the event of the analysis
With the remaining variables, the first on the emotional intelligence of school leadership is measured using the emotional competence inventory (ECI) originally proposed by Boyatzis et al. (2000) and Bar-On (2004). The inventory entails four main clusters of variables; these include self-awareness, social awareness, self-management, and social skills. This data collection tool has been validated by a number of studies, including Dawda & Hart (2000), Harper & Jones-Schenk (2012), and Ranjha & Shujja (2010). The scale has been validated with a high level of reliability and validity in measuring the emotional intelligence of leadership
[bookmark: _Toc37058289]Table 3.3 Measurement of Variables – Emotional Intelligence
	Items or variables
	Source

	Intrapersonal 
	Boyatzis et al., (2000); Bar-On (2004).

	Interpersonal
	Boyatzis et al., (2000); Bar-On (2004).

	Adaptability
	Boyatzis et al., (2000); Bar-On (2004).

	Stress Management
	Boyatzis et al., (2000); Bar-On (2004).

	General Mood
	Boyatzis et al., (2000); Bar-On (2004).



Teachers’ professional development, on the other hand, was measured with the help of the teacher’s attitude towards professional development scale (Torff & Sessions 2008; Özer & Beycioglu 2010). This scale has been validated and gained a high level of validity and reliability in the measurement of teachers’ attitude towards professional development (Torff & Sessions 2008; Özer & Beycioglu 2010). For teacher’s professional development scale developed by Saberi & Sahragard (2019) was combined with this scale to help measure the construct of teacher’s professional development. A total of five items were adapted. 
[bookmark: _Toc37058290]Table 3.4 Measurement of Variables – Professional Development
	Variables
	Number of Items
	Source

	Self-Regulation
	3
	Saberi & Sahragard (2019); Torff & Sessions (2008); Özer & Beycioglu (2010) 

	Other Regulation
	2
	Saberi & Sahragard (2019); Torff & Sessions (2008); Özer & Beycioglu (2010)



The last construct on teacher’s performance was measured with the help of Ghosh & Naskar (2019) reference to the questionnaire on teacher effectiveness. The teacher effectiveness questionnaire was constructed, standardised, and meant to be completed by the teachers themselves. However, the school respondent was made to complete the survey on behalf of the teachers. Moreno-Murcia et al. (2015) Teaching Performance Questionnaire played a supportive role in the measurement of teachers’ performance.
[bookmark: _Toc37058291]Table 3.5 Measurement of Variables – School Teacher Performance
	Dimension or Variable
	Source

	Teamwork
	Ghosh & Naskar (2019)

	Encourage participation
	Ghosh & Naskar (2019)

	Clear and logical presentation of content
	Ghosh & Naskar (2019)

	Present final overview of sessions
	Ghosh & Naskar (2019)

	Interaction Facilitation
	Ghosh & Naskar (2019)



[bookmark: _Toc37058483]3.4.2 Instrumentation
The study collects data with the help of the survey questionnaire. The questionnaire used in the present study, preceded by the information sheet and informed consent form, are presented in Appendix A, B and C, respectively. The questionnaire is divided into three main sections. Section A collects data on the school demographics including areas such as the original of the principal or school leader, gender of the principal, number of persons within the school leadership team, minimum qualification to be part of the school leadership team, and recent school ratings by ADEK. The last demographic of the location of the school was manually entered by the researcher.
Section B considered five questions covering the five items used for the measurement of leadership emotional intelligence. Examples of questions asked in this area include the following as presented in Figure 3.1. Similar questions were presented in Appendix C and D covering teachers’ professional development and teacher performance, respectively. All questions in section B to Section D were measured with the help of the Likert Scale.
[bookmark: _Toc37058318]Figure 3.1 Sample questions on Survey Questionnaire
[image: ]
[bookmark: _Toc37058484]3.5 Pilot, Reliability and Validity
For the purpose of the study, a pilot study was conducted with the help of 25 participants accompanied by 3 expert reviews. The pilot results are presented in Table 3.6. The pilot was originally in an attempt to measure overall reliability and validity of the data collection instrument using the Cronbach Alpha test for internal consistency as recommended by Saunders et al. (2016). All the test for reliability were passed as Cronbach Alpha scores were all above 0.7. The pilot was originally administered to the senior leadership team and teachers within the researchers’ school, where he is the headteacher. After the pilot session, some recommendations on how to improve the questions were received. These recommendations were considered in the final version of the questionnaire presented in Appendix C.



[bookmark: _Toc37058292]Table 3.6 Pilot results
	Items or variables
	No of Items
	Cronbach Alpha 
	Remarks

	SLT Emotional Intelligence
	5
	.791
	Acceptable

	Teachers’ Professional Development
	5
	.890
	Acceptable

	School Teachers’ Performance
	5
	.715
	Acceptable


After the pilot session, the data collection instrument was sent to three educationists or experts; one works as a school inspector in ADEK, one at the Ministry of Education – UAE, and the last a school principal. These expert reviews helped enhance the survey questionnaire further, mainly with the addition of two more demographics and the adjustment of some of the questions under section B of the questionnaire. Generally, satisfactory feedbacks were received. Other measures of validity reliability and overall research credibility were maintained as part of the main data analysis phase. 

[bookmark: _Toc37058485]3.6 Data Analysis Plan
The data is analysed quantitatively with the help of IBM SPSS Statistics recommended for the purpose of academic research (Saunders et al., 2016). The use of this program for statistical analysis in the area of academic research has been firmly recommended (Hair et al., 2013). Two main forms of analysis were conducted; the multiple regression analysis was conducted to help test the first three hypotheses whilst the analysis of variance was used or the last hypotheses. To test for multiple regression, the following equation was used:
Y = a(X1) + b(X2) + c(X3) + … + α(X∞) + µ
Where:
· Y = Dependent Variable
· X1 to X∞ = Dependent Variables
· a to α = coefficient of the independent variable
· µ = constant or y-intercept of the equation
By applying the multiple regression formula to the first three hypotheses, including H1, H2 and H3, the predictiveness of the independent variables towards the dependent variable will be observed.
For the test for ANCOVA, the one-way ANCOVA test for variance will be considered. The main covariance will be the five indicators or items of the school leadership team. The dependent variable of the one-way ANCOVA will be the composite score of teachers’ professional development. The school ADEK ratings will be used as factor scores for the analysis of variance. The results will be presented using tables and graphs.

[bookmark: _Toc37058486]3.7 Limitations and Ethical consideration
[bookmark: _Toc37058487]3.7.1 Limitations and Delimitations of the Study
As part of the limitations of the study, it must be mentioned that time was a major constraint in completing the research study. This was mainly due to the busy schedule of the researcher.  The study was therefore severely challenged in this area; however, it was eventually completed on time after the researcher took time off work to make progress on completing the research. One other imitation faced is the completion of the survey questionnaire at the school leadership level. The survey included important constructs that measured the performance of teachers and their professional development. It is anticipated that some amount of bias responses may be recorded in this area. Nonetheless, considering the collection of data at the institutional level was considered critical to gain a holistic view of the Abu Dhabi private school education, in order to arrive at conclusions applicable to the sector at the macro level.

[bookmark: _Toc37058488]3.7.2 Ethical Considerations
As part of the ethical considerations of the study, it was important to ensure that full consent is obtained from all participants. The information sheet presented in Appendix A was used to inform participants about the aim of the study, the benefits, risks of participation, and their general rights of participation as recommended by Creswell & Clark (2018). As part of the information sheet, all respondents were promised full anonymity and confidentiality with regards to their participation. For the purpose of confidentiality, no personal information was collected as part of the data collection exercise. In addition, anonymity was achieved by ensuring that no form of data reported can be traced back to the schools or participants involved in the study. To add to the need for ethics, maintaining full consent was considered a critical aspect of the research ethics as recommended by Saunders et al. (2016). 
The study ethics was also in line with the ethical protocols of the British University in Dubai (BUiD), the UAE Data protection laws, including the Federal Law no. 5 of 2012 on cybercrime, and the UK Data Protection Act of 1998. These ethical protocols were in place to ensure that the study strictly abides by the ethical standards and regulations of the school community, the UAE and the global community at large.


[bookmark: _Toc37058489]3.8 Chapter Summary
This chapter presents the research methodology of the study. The chapter commences with the philosophical orientation of the study. It elaborates on the main research design covering key areas of the research strategy, approach, and methods are presented. This is followed by the data collection methods which entail the population and sampling parameters together with the data collection procedures. The measurement of variables is presented together with the data collection instrument. Towards the end of the chapter, the pilot and other measures installed to ensure overall research credibility is presented; this is followed by the analysis plan, and finally, limitations and ethical considerations. Throughout the methodology, it was important to ensure that the methods under consideration are structural, replicable, and objective. The results of the data collection exercise are presented in the next chapter of the study. 



[bookmark: _Toc37058490]CHAPTER FOUR: RESULTS AND ANALYSIS

[bookmark: _Toc37058491]4.1 Introduction 
This chapter presents the research results and findings. The results are analysed to help test the research hypotheses in line with the provision of answers to the research questions. However, prior to testing these hypotheses, the response and data overview is first presented. This is followed by a demographic analysis of the study respondents; the demographics of the study are mainly presented using mainly frequency and descriptive analysis. Following this section, a set of descriptive analysis is presented for all the items on the questionnaire, as well as the summary statistics for the main dimensions. Finally, the hypotheses of the study are presented in each remaining section of tee chapter. 
Following the descriptive analysis, the hypothesis testing commences with the analysis of the impact of SLT emotional intelligence on teacher’ professional development as pertaining to the first hypothesis. This is followed by an analysis of the impact of SLT emotional intelligent on teachers’ performance as applicable to the second hypothesis (H2). Also, the impact of teachers’ professional development on performance is as well assessed to help test the third hypotheses (H3). Finally, to test the final hypothesis, the results are presented in support of the fourth hypothesis (H4). A summary and conclusion to the analysis are presented. 

[bookmark: _Toc37058492]4.2 Response and Data Overview
The survey questionnaire was administered to the schools using the online data collection platform. Out of a population of 196 schools, a total of 132 schools were originally sampled for the study. After a period of 4 and a half weeks, only 107 of the sampled participants responded. This represents about 81.06% response rate. Overall, this response represents an above-average score for online survey research where response usually average 66% to 75% (Nulty, 2008; Raosoft Inc. 2014). The data was also screened for non-responses. The completion of all items was made compulsory once the participant commenced the completion of the questionnaire. This was important to ensure that non-response is reduced. Incomplete responses, therefore, fell among the 25 non-responses. 
The resulting data were screened for inconsistencies, unwanted responses and other unengaged responses. The screening was conducted by screening the overall variance of the individual cases of responses. Where the variance for any individual response is zero (0) for all the responses offered by a candidate, such response would be considered as unengaged and removed from the study. After screening the study, no such response was identified. The proportion of responses for the different strata are presented in Table 4.1 below.
[bookmark: _Toc37058293]Table 4.1 Response rates per Educational Zone
	Strata
	N
	n
	Responses
	Response Rate

	Abu Dhabi Educational Zone
	126
	85
	71
	83.53%

	Al Ain Educational Zone
	59
	40
	31
	77.50%

	Al Dhafra Educational Zone
	11
	7
	5
	71.42%

	Total
	196
	132
	107
	81.06%



[bookmark: _Toc37058493]4.3 Demographics 
Key demographics collected include the origin of the principal, gender of principal, number of persons in the school leadership team, the highest level of education in the school leadership team, the highest level of education of members within the school leadership team and overall ADEK rating. Important frequencies and descriptive statistics are presented in the sections that follow.

[bookmark: _Toc37058494]4.3.1 Origin of Principal
Data collected on the origin of the principal reveals that the majority of the principals were locals or from the GCC countries; this accounted for about 53% of the total respondents. The remaining schools were mainly headed by principals with Western ethical origin (46.7%). The results for these statistics are presented in Table 4.1 and Figure 4.1. This data structure captures the traditional outlook of the principal origin within the Abu Dhabi school education sector. 

[bookmark: _Toc37058294]Table 4.2 Origin of Principal
	 
	Frequency
	Percent

	Valid
	Local/ Arabic
	57
	53.3

	
	Western
	50
	46.7

	
	Total
	107
	100.0

	
	
	
	



[bookmark: _Toc37058319]Figure 4.1 Origin of Principal
[image: ]

[bookmark: _Toc37058495]4.3.2 Gender of Principal
Data on the gender of the principals within the sampled schools are presented in Table 4.3 and Figure 5.2.  A total of 35 respondents were male: this amounts of 32.7% of the total respondents. The remaining 72 respondents, amounting to 67.3%, were females. The results on the principal’s gender are presented in Table 4.3 and Figure 4.2.
[bookmark: _Toc37058295]Table 4.3 Gender of Principal 
	 
	Frequency
	Percent

	Valid
	Male
	35
	32.7

	
	Female
	72
	67.3

	
	Total
	107
	100.0





[bookmark: _Toc37058320]Figure 4.2 Gender of Principal
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[bookmark: _Toc37058496]4.3.3 Number of Persons in School Leadership Team
The third question inquired about the number of persons within the school leadership team. Data on this area is presented in Table 4.4 and Figure 4.3. The largest size for the school leadership team was between 11 to 15 members. This team size accounted for about 53.3% of the respondents; a total of 57 schools had SLTs within this group size.  This was followed by the group with membership between 6 and 10; this group size accounted for approximately 25% of the schools investigated. The minimum group size recorded was that between 1 and 5; this group accounted for 8.4% of the respondents, numbering nine (9) schools in total. 
[bookmark: _Toc37058296]Table 4.4 Number of Persons in School Leadership Team
	 
	Frequency
	Percent

	Valid
	1-5
	9
	8.4

	
	6-10
	27
	25.2

	
	11-15
	57
	53.3

	
	16-20
	14
	13.1

	
	Total
	107
	100.0





[bookmark: _Toc37058321]Figure 4.3 Number of Persons in School Leadership Team
[image: ]



[bookmark: _Toc37058497]4.3.4 Highest level of Education of School Leadership Team
The most popular highest level of education of the school leadership team was postgraduates; this accounted for about 65.4% of the study respondents totalling 70 schools. This was followed by the schools with undergraduate level qualifications as the highest level of qualification among the school leadership teams (SLT). This group recorded 35 schools, representing 32.7% of the total schools. The lowest group in this category was the leadership team with high school/diploma as the highest level of education; only two SLTs had teams with this kind of leadership level qualification. The results of the study are presented in Table 4.5 and Figure 4.4. 
[bookmark: _Toc37058297]Table 4.5 Highest Level of Education of School Leadership Team
	 
	Frequency
	Percent

	Valid
	High School / Diploma
	2
	1.9

	
	Undergraduate
	35
	32.7

	
	Post Graduate
	70
	65.4

	
	Total
	107
	100.0

	
	
	
	





[bookmark: _Toc37058322]Figure 4.4 Highest Level of Education of School Leadership Team
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[bookmark: _Toc37058498]4.3.5 Latest ADEK Rating for Sampled Schools
The latest school ratings offered by ADEK based on each school’s last inspection report is presented in Table 4.6 below. A pictorial representation of these details is presented in Figure 4.6. A total of 39 schools (36.4%) were rated acceptable. This was closely followed by the schools rated good with 36 schools (33.6%). These two school ratings along accounted for about 70% of the total school participants. The least rating was “satisfactory”; 2 schools were rated satisfactory (1.9%) whilst three (3) schools (2.8%) were rated weak. The remaining 25% was shared between the ratings of “Very Good” and “Outstanding”.
[bookmark: _Toc37058298]Table 4.6 ADEK Rating
	 
	Frequency
	Percent

	Valid
	Weak
	3
	2.8

	
	Satisfactory
	2
	1.9

	
	Acceptable
	39
	36.4

	
	Good
	36
	33.6

	
	Very Good
	17
	15.9

	
	Outstanding
	10
	9.3

	
	Total
	107
	100.0



[bookmark: _Toc37058323]Figure 4.5 ADEK Rating
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[bookmark: _Toc37058499]4.3.6 Summary of Demographics
In a cross-tabulation of the study demographics with the ADEK ratings, data on this area is presented in Table 4.7. The chi-square test for independence was also tested for these cross-comparisons. Data revealed that gender, number of persons in SLT, highest level of education among SLT, and principal origin, are not statistically dependent on the ADEK performance results recorded. However, the different zones within the Emirate of Abu Dhabi recorded some dependence on the ADEK ratings. These results imply that none of the demographics gathered correspond with the ADEK performance but only the region where data was collected. 
These results also help view the structure and distribution of data within the demographics in support of the assertion that data was not collected from a single group of people. This is critical to support the normality of the data collected from the study samples. The cross-tabulation is, therefore, a good measure of the study outlook as well as the nature of significant differences across the study groups. 


[bookmark: _Toc37058299]Table 4.7 Cross-tabulation between demographics and ADEK Ratings 
	
	Weak
	Sat
	Acc
	Good
	Very Good
	Outstand
	Total

	Gender of Principal
	Male
	0
	0
	12
	11
	6
	6
	35

	
	Female
	3
	2
	27
	25
	11
	4
	72

	Number of Persons in School Leadership Team
	1-5
	0
	0
	3
	1
	2
	3
	9

	
	6-10
	0
	0
	11
	11
	2
	3
	27

	
	11-15
	3
	1
	19
	21
	9
	4
	57

	
	16-20
	0
	1
	6
	3
	4
	0
	14

	Highest level of education of School Leadership Team
	High School / Diploma
	0
	0
	0
	1
	1
	0
	2

	
	Undergraduate
	0
	0
	15
	8
	6
	6
	35

	
	Postgraduate
	3
	2
	24
	27
	10
	4
	70

	Origin of Principal
	Local/ Arabic
	2
	2
	21
	15
	10
	7
	57

	
	Western
	1
	0
	18
	21
	7
	3
	50

	Territory*
	Abu Dhabi
	3
	2
	16
	23
	17
	10
	71

	
	Al Ain
	0
	0
	18
	13
	0
	0
	31

	
	Al Dhafra
	0
	0
	5
	0
	0
	0
	5

	Total
	3
	2
	39
	36
	17
	10
	107




[bookmark: _Toc37058500]4.4 Descriptive Statistics
The descriptive statistics of the study are presented in Table 4.8. The table presents the mean, standard deviation, skewness, standard deviation, standard error of skewness, kurtosis, and standard error of kurtosis. It covers three main variables and the individual items used to measure these variables. The first variable is the school leadership team (SLT). The school leadership team had an overall average score of 3.94 on a five-point Likert scale. Teachers’ professional development (TPD) had an average score of 3.9963, and schoolteachers’ performance (STP) had an overall mean score of 4.05. The mean scores for all the items on the questionnaire were above the mid-score of 2.5 on the 5-point Likert scale. The standard deviation for all the items was also below |2|. Likewise, the skewness as a measure of the symmetry of data was also below the absolute value of 2, additional support for the normality of the data distribution. The kurtosis of data was also generally below |2| even though some items used to measure SLT and STP indicated characteristics of heavy-tailed data (Table 4.7). 
[bookmark: _Toc37058300]Table 4.8 Descriptive Statistics
	
	Mean
	Std. Dev
	Skew
	Std. Error
	Kurt.
	Std E.

	SLT_EI1
	4.1308
	1.06474
	-1.461
	.234
	1.773
	.463

	SLT_EI2
	4.1121
	.98409
	-1.379
	.234
	2.039
	.463

	SLT_EI3
	4.0000
	.97129
	-1.070
	.234
	1.400
	.463

	SLT_EI4
	3.7757
	.73084
	-.953
	.234
	2.720
	.463

	SLT_EI5
	3.6822
	1.10401
	-.153
	.234
	-.846
	.463

	SLT_Avg.
	3.9402
	.62599
	-1.465
	.234
	2.845
	.463

	TPD1
	4.1028
	1.01809
	-1.084
	.234
	.565
	.463

	TPD2
	3.9533
	1.07618
	-.924
	.234
	.329
	.463

	TPD3
	4.0187
	1.09010
	-1.017
	.234
	.420
	.463

	TPD4
	3.9720
	.92612
	-1.033
	.234
	1.107
	.463

	TPD5
	3.9346
	.95434
	-.863
	.234
	.549
	.463

	TPD_Avg.
	3.9963
	.90782
	-1.461
	.234
	1.810
	.463

	STP_1
	4.1215
	1.07905
	-1.440
	.234
	1.608
	.463

	STP_2
	4.0841
	1.01052
	-1.289
	.234
	1.575
	.463

	STP_3
	4.0187
	1.09010
	-1.017
	.234
	.420
	.463

	STP_4
	3.8879
	.71806
	-1.232
	.234
	3.018
	.463

	STP_5
	4.1308
	.96235
	-1.238
	.234
	1.313
	.463

	STP_Avg.
	4.0486
	.80416
	-1.913
	.234
	4.147
	.463

	Valid N (listwise)
	
	
	
	
	
	


Note: SLT_EI = Student Leadership Team Emotional Intelligence; TPD = Teachers Professional Development; STP = School Teachers Performance

[bookmark: _Toc37058501]4.5 Impact of SLT emotional intelligence on teachers’ professional development 
For the first hypothesis, the impact of emotional intelligence on teacher’s professional development was observed with the help of multiple regression analysis. The results of the analysis are presented in Table 4.9, Table 4.10 and Table 4.11 below. The model summary indicates an R squared value of .599 and an adjusted R squared result of .327. This explained variance within the research model is statistically significant (F = 11.4, p < 0.001). These results indicate that SLT emotional intelligence significantly explains the variance in the teacher’s professional development (TPD). A closer look at the significant predictors in Table 4.10 also reveals that two out of five predictors are statistically significant. These predictors are highlighted in Table 4.10. 
[bookmark: _Toc37058301]Table 4.9 Model summary – H1
	Model
	R
	R Square
	Adjusted R Square
	Std. Error of the Estimate

	1
	.599a
	.359
	.327
	.74475

	a. Predictors: (Constant), SLT_EI1, SLT_EI2, SLT_EI3, SLT_EI4, SLT_EI5



[bookmark: _Toc37058302]Table 4.10 ANOVA- H1
	Model
	Sum of Squares
	df
	Mean Square
	F
	Sig.

	1
	Regression
	31.339
	5
	6.268
	11.300
	.000b

	
	Residual
	56.020
	101
	.555
	
	

	
	Total
	87.359
	106
	
	
	

	a. Dependent Variable: COMPUTE TPD_Avg=MEAN(TPD1,TPD2,TPD3,TPD4,TPD5)

	b. Predictors: (Constant), SLT_EI1, SLT_EI2, SLT_EI3, SLT_EI4, SLT_EI5



[bookmark: _Toc37058303]Table 4.11 Coefficients - H1
	Model
	Unstandardized Coefficients
	Standardized Coefficients
	t
	Sig.

	
	B
	Std. Error
	Beta
	
	

	1
	(Constant)
	1.842
	.550
	
	3.347
	.001

	
	SLT_EI1
	.013
	.111
	.015
	.119
	.906

	
	SLT_EI2
	.367
	.124
	.398
	2.958
	.004

	
	SLT_EI3
	.224
	.118
	.240
	1.898
	.061

	
	SLT_EI4
	-.074
	.103
	-.060
	-.718
	.474

	
	SLT_EI5
	-.007
	.067
	-.008
	-.103
	.919

	a. Dependent Variable: COMPUTE TPD_Avg=MEAN(TPD1,TPD2,TPD3,TPD4,TPD5)



Based on the analyses tables presented, the first hypothesis (H1) is accepted that school leadership team is a significant predictor of teacher’s professional development. This observation is true the interpersonal relationship between the leadership team and teaching staff (β = .367, p < 0.05), and the adaption of school leadership team to situations based on existing demands (β = .367, p < 0.05). This observation is however not true for the positive mood of the school leadership team, the leadership team’s ability to manage stress among the teaching members well, and the leader’s promotion of intra-personal relationship within the leadership team.
[bookmark: _Toc37058502]4.6 Impact of SLT emotional intelligence on the performance of schoolteachers
For the second hypothesis, the effect of the SLT emotional intelligence on the performance of schoolteachers was examined with the help of multiple regression analysis. The results are presented in Table 4.12, Table 4.13, ad Table 4.14. The model summary table indicates that R2 = .879 with adjusted R2 = .762. These results may be considered high and statistically significant, as indicated by the ANOVA test for the difference between the residuals and the regression results (F = 68.691, p < 0.001). Aside from the ANOVA results, the test for coefficients also revealed that three out of five items were statistically significant (Table 4.12).
[bookmark: _Toc37058304]Table 4.12 Model Summary – H2
	Model
	R
	R Square
	Adjusted R Square
	Std. Error of the Estimate

	1
	.879a
	.773
	.762
	.39272

	a. Predictors: (Constant), SLT_EI1, SLT_EI2, SLT_EI3, SLT_EI4, SLT_EI5



[bookmark: _Toc37058305]Table 4.13 ANOVA – H2
	Model
	Sum of Squares
	df
	Mean Square
	F
	Sig.

	1
	Regression
	52.970
	5
	10.594
	68.691
	.000b

	
	Residual
	15.577
	101
	.154
	
	

	
	Total
	68.547
	106
	
	
	

	a. Dependent Variable: COMPUTE STP_Avg=MEAN(STP1,STP2,STP3,STP4,STP5)

	b. Predictors: (Constant), SLT_EI1, SLT_EI2, SLT_EI3, SLT_EI4, SLT_EI5



Based on these observations, the second hypothesis of the study is accepted that school leadership team emotional intelligence has a significant effect on the performance of schoolteachers. This hypothesis is accepted for the emotional intelligence items of the school leadership promotion of interpersonal relationship within the leadership team (β = .236, p < 0.001), the interpersonal relationship between leadership and teaching staff (β = .393, p < 0.001), the school leadership team adaptation to situations based on existing demands (β = .134, p < 0.05). The results were, however, not statistically significant for the two items of stress management, and the leadership remaining in a positive mode.

[bookmark: _Toc37058306]Table 4.14 Coefficients – H2
	Model
	Unstandardized Coefficients
	Standardized Coefficients
	t
	Sig.

	
	B
	Std. Error
	Beta
	
	

	1
	(Constant)
	.765
	.290
	
	2.636
	.010

	
	SLT_EI1
	.236
	.058
	.313
	4.048
	.000

	
	SLT_EI2
	.393
	.065
	.481
	6.008
	.000

	
	SLT_EI3
	.134
	.062
	.162
	2.152
	.034

	
	SLT_EI4
	.019
	.054
	.017
	.351
	.727

	
	SLT_EI5
	.023
	.035
	.031
	.641
	.523

	a. Dependent Variable: COMPUTE STP_Avg=MEAN(STP1,STP2,STP3,STP4,STP5)



[bookmark: _Toc37058503]4.7 Impact of teachers’ professional development programs on the performance of schools
For the third research hypothesis, the impact of professional development programs on the performance of schools is presented in Table 4.15, Table 4.16, and Table 4.17. The analysis was conducted with the help of multiple regression analysis. The model summary indicates that the model is statistically significant with an R2 value of .866 and an adjusted R2 value of .737. These statistics were significant in the test for difference in the ANOVA (F= 60.330, p < 0.001). These results were revealed in the significance of three main items presented in the coefficient table. 
[bookmark: _Toc37058307]Table 4.15 Model Summary – H3
	Model
	R
	R Square
	Adjusted R Square
	Std. Error of the Estimate

	1
	.866a
	.749
	.737
	.41260

	a. Predictors: (Constant), TPD1, TPD2, TPD3, TPD4, TPD5 



[bookmark: _Toc37058308]Table 4.16 ANOVA – H3
	Model
	Sum of Squares
	df
	Mean Square
	F
	Sig.

	1
	Regression
	51.353
	5
	10.271
	60.330
	.000b

	
	Residual
	17.194
	101
	.170
	
	

	
	Total
	68.547
	106
	
	
	

	a. Dependent Variable: COMPUTE STP_Avg=MEAN(STP1,STP2,STP3,STP4,STP5)

	b. Predictors: (Constant), TPD1, TPD2, TPD3, TPD4, TPD5



[bookmark: _Toc37058309]Table 4.17 Coefficients – H3
	Model
	Unstandardized Coefficients
	Standardized Coefficients
	t
	Sig.

	
	B
	Std. Error
	Beta
	
	

	1
	(Constant)
	1.112
	.186
	
	5.969
	.000

	
	TPD1
	.210
	.090
	.266
	2.340
	.021

	
	TPD2
	.139
	.067
	.185
	2.061
	.042

	
	TPD3
	.255
	.073
	.345
	3.492
	.001

	
	TPD4
	.039
	.074
	.045
	.527
	.599

	
	TPD5
	.089
	.081
	.106
	1.099
	.274

	a. Dependent Variable: COMPUTE STP_Avg=MEAN(STP1,STP2,STP3,STP4,STP5)




Given these results, the third hypothesis of the study is accepted that teachers’ professional development has a significant effect on their performance. This hypothesis is true for the following aspects of teachers professional development; teaching experiences inside the class are always improved for the teachers (β = .210, p < 0.05), teachers are offered the chance to undertake self-critical evaluation for their development (β = .139, p < 0.05), and asking colleagues for help has been formally integrated into the teacher’s job description to enhance their development (β = .255, p < 0.01). The hypothesis was however not true for the items of teachers briefed on (1) institutional teaching tips, rules and regulations periodically to encourage professional development, and (2) peer coaching is encouraged among the teaching staff in the school.

[bookmark: _Toc37058504]4.8 Difference across school performance ratings with regards to SLT emotional intelligence contribution to professional development programs
For the fourth hypothesis, the test for a difference between school performance ratings was sought with regards to the effect of SLT emotional intelligence on teachers’ professional development. This analysis was conducted with the help of the analysis of covariate test or the one-way ANCOVA. To run this test, the General Linear Model – Univariate test was used. The analyses are presented in Table 4.18, Table 4.19, and Figure 4.6.
[bookmark: _Toc37058310]Table 4.18 Test for Between-Subject Effects – H4
	Source
	Type III Sum of Squares
	df
	Mean Square
	F
	Sig.
	Partial Eta Squared

	Corrected Model
	32.452a
	10
	3.245
	5.674
	.000
	.371

	Intercept
	6.238
	1
	6.238
	10.907
	.001
	.102

	SLT_EI1
	.002
	1
	.002
	.003
	.953
	.000

	SLT_EI2
	4.896
	1
	4.896
	8.560
	.004
	.082

	SLT_EI3
	1.921
	1
	1.921
	3.359
	.070
	.034

	SLT_EI4
	.445
	1
	.445
	.778
	.380
	.008

	SLT_EI5
	.012
	1
	.012
	.021
	.885
	.000

	Rating
	1.114
	5
	.223
	.389
	.855
	.020

	Error
	54.906
	96
	.572
	
	
	

	Total
	1796.160
	107
	
	
	
	

	Corrected Total
	87.359
	106
	
	
	
	

	a. R Squared = .371 (Adjusted R Squared = .306). DV = TPD



[bookmark: _Toc37058311]Table 4.19 Univariate Test – H4
	
	Sum of Squares
	df
	Mean Square
	F
	Sig.
	Partial Eta Squared

	Contrast
	1.114
	5
	.223
	.389
	.855
	.020

	Error
	54.906
	96
	.572
	
	
	

	The F tests the effect of ADEK Rating. This test is based on the linearly independent pairwise comparisons among the estimated marginal means.



[bookmark: _Toc37058324]Figure 4.6 Difference across schools based on their ADEK ratings
[image: ]

The results indicate that ADEK ratings are not a significant moderator of the contribution of school leadership team emotional intelligence to teacher’s professional development. The univariate test for difference presented in Table 4.19 indicates that the test for moderation was not statistically significant (F = .389, n.s). Figure 4.6 illustrates a “W” shaped curve with no direct slope as one moves from a weak to high ADEK performance. Ultimately, the test for moderation is weak for “very good” and “outstanding”, high for schools rated “good”, and moderate for schools rated “weak, “satisfactory”, and “acceptable”. Based on these observations, the last hypothesis of the study is rejected. 

[bookmark: _Toc37058505]4.9 Chapter Summary 
This chapter presents an analysis of the study findings. The chapter commences with a preliminary analysis of the study results, including the response rate and overall screening of the data. Following this, the demographics of the study are presented, followed by demographic statistics and descriptive analysis. The results of the various hypotheses are presented and analysed accordingly from H1 to H4. A summary of the results is presented in Table 4.20. Given the analysis and findings presented, the hypotheses H1, H2, and H3 are accepted whilst H4 is rejected.
[bookmark: _Toc37058312]Table 4.20 Summary of Results
	H
	Summary of Results
	Remarks

	H1
	School leadership team is a significant predictor of teacher’s professional development. This is true interpersonal relationship between the leadership team and teaching staff (β = .367, p < 0.05), and the adaption of school leadership team to situations based on existing demands (β = .367, p < 0.05).
	Accepted

	H2
	The second hypothesis is accepted that school leadership team emotional intelligence has a significant effect on the performance of schoolteachers. This hypothesis is accepted for intrapersonal relationship within the leadership team (β = .236, p < 0.001), the interpersonal relationship between leadership and teaching staff (β = .393, p < 0.001), and the school leadership team adaptation to situations based on existing demands (β = .134, p < 0.05).
	Accepted

	H3
	The third hypothesis of the study is accepted that teachers’ professional development has a significant effect on their performance. This is true for teaching experiences inside the class are always improved for the teachers (β = .210, p < 0.05), teachers undertaking of self-critical evaluation for their development (β = .139, p < 0.05), and asking colleagues for help as part of the teacher’s job description (β = .255, p < 0.01).
	Accepted

	H4
	The ADEK ratings do not significantly moderate the role of school leadership team in teachers’ professional development
	Rejected






[bookmark: _Toc37058506]CHAPTER FIVE: DISCUSSIONS AND IMPLICATIONS

[bookmark: _Toc37058507]5.1 Introduction 
This chapter presents the discussions and implications of the study. The results and findings of the study are discussed in this chapter, paying attention to the extent to which the findings deviate from the existing literature support. The implications of the study are as well highlighted to reveal the significance of the results to the existing pool of observations and the closure of the research gap. Finally, a conclusion to the discussions is presented. 

[bookmark: _Toc37058508]5.2 Discussions
The study builds on the positivist ontology in a quantitative research assessment. This is reflected in the presentation of findings as a structural and systemic approach to evidence is adopted. The original sample of 132 out of a population of about 192 schools led to usable responses of only 107. This represents 81% of the originally intended sample and 56% of the main population of private schools within the Emirate of Abu Dhabi. This data ranged between 71% to 83% of responses from the three main educational zones within the Emirate of Abu Dhabi; these include the Abu Dhabi City Educational Zone (83.5%), Al Ain Educational Zone (77.5%), and the Al Dhafra Educational Zone (71.42%). 
It is important to add that the demographics of the sample respondents generally revealed normally distributed data. The origin of principals and principal’s gender generally matched existing population statistics. The number of persons in the school leadership team varies mainly based on the size of the school under observation. For the population of 1-5 members in school leadership, these leadership teams are usually in charge of schools with smaller populations of about 50 teaching members. Larger school leadership teams are usually in charge of larger teacher and student population schools. The education level of the leaders were typically post-graduate degrees with only two high school graduates among the school leadership team. The ADEK ratings of the schools also revealed sector performance profile. A cross-tabulation revealed no significant difference or dependence between the gathered demographics and school ADEK rating; however, the educational zone proved significant differently dependent on school performance. 
Generally, the results passed fundamental tests for normality. Other inspections carried out revealed no ungagged responses within the dataset. The results were, therefore presented by adopting the right statistical test based on the nature and number of variables used in each hypotheses observation (Leeper, 2020). For the effect of school leadership emotional intelligence on teachers’ professional development, the multiple regression analysis techniques. An R2 value of .599 indicates that that the predictors of the model explain up to 59.9% of the variance in the dependent variable. Ultimately, SLT emotional intelligence predicts close to 60% of the in-house professional development of teachers.  Ultimately, two out of five items measuring student leadership team emotional intelligence proved significant predictors of teachers’ professional development. 
The second hypothesis was also tested considering the effect of the school leadership team emotional intelligence on the performance of schoolteachers. For this hypothesis, the multiple regression analysis was again considered. A high R2 result of .879 was obtained, with 3 out of 5 predictors statistically significant. The results for the third hypotheses ere in a similar format as the second hypothesis; the results were examined using the multiple regression analysis. A high R2 result of .866 was obtained here as well, with a total of three main predictors. Finally, the test for differences is observed, taking into consideration the degree to which school ratings moderate the contribution of SLT emotional intelligence to the professional development of teachers; here, the results were not encouraging as little evidence exists on the how the contribution of leadership emotional intelligence to teachers professional development respects performance differences.

[bookmark: _Toc37058509]5.3 Implications 
[bookmark: _Toc37058510]5.3.1 Implications to theory
For all the results, the study affirms existing theoretical evidence in the area. For the first hypotheses, the contribution of emotional intelligence to school leadership has been supported by a number of studies, including Goleman (2000). Boyatzis et al., (2000) scale of emotional competence inventory has proven rather instrumental to the subject of educational leadership in diverse school contexts. The leadership ability to re-orient to pertaining school situations and circumstances play an important role in proving ownership and responsibilities of leaders in line with installed performance metrics. In relation to teachers’ professional development, the argument holds that emotionally intelligent leaders do not only contribute to their performance but to the performance of the group at large (Wong & Law 2002).
The contribution of emotional intelligence to school performance is also embedded in the role of leadership emotional intelligence in team development and effectiveness.  Prati et al. (2003) emotional intelligence and team effectiveness framework and other similar models such as Barbuto & Burbach (2006) reveal the relationship between these two constructs. In addition, considering school leadership team is based on the argument that the principal alone cannot achieve the planned change in the organisation but with the help of other team members (Clement & Vandenberghe 2001; Geijsel et al. 2009). Collective leadership emotional intelligence was, therefore assessed based on their inter-relationship with school team members, as well as their intra-relationships within the leadership team.
In specific observation of the present study findings, the interpersonal relationship is encouraged between the leadership and teaching staff, and the school leadership team’s ability to adapt to situations based on existing demands proved statistically significant items within school leadership team emotional intelligence that predicts teachers professional development. This observation directly affirms Barth (1990) and Geijsel et al. (2009) that leadership emotional intelligence help creates the needed environment which can be considered favourable for growth and development of organisational actors. These include the adoption of positive norms, the institution of critical systems and the building of key relationships between leadership and subordinates (Hallinger, Lee & Ko, 2014). 
On the second hypothesis, the contribution of leadership emotional intelligence to the performance of the school was observed. The results affirmed Cherniss & Goleman’s (2001) observation that emotional intelligence is instrumental in effective organizational performance. The outcome of school performance is integral to the original outcome of teachers’ performance. This is revealed through the conceptual framework with teachers’ performance as an inter-mediate outcome, within the school context (Qian et al. 2017; Timperley 2011). The second hypotheses were significant for the school leadership promotion of intrapersonal relationships within the leadership team, promotion of the interpersonal relationship between the leadership and teaching staff, and the school leadership team ability to adapt to situations based on existing demands. 
For the third hypothesis, the contribution of leadership development to school performance was observed. As observed by Ngo et al. (2020), teachers professional development commences prior to the teachers’ recruitment into the school. Nonetheless, professional development continues throughout the career of the teacher through in-service training and seminars. Professional development also occurs in the daily routines and job description of the teachers on the job. The coherence of achievement and development of teachers lead to performance improvement in school (Hallinger et al. 2017; Kwakman 2003). 
The benefits of leadership development go beyond the school performance with implications to the knowledge economy development (Lai et al. 2016; Ngo et al. 2020). PwC (2019) and Schwab (2018) observe that the benefits of emotional intelligence workforce go beyond the school with leveraged benefits at the national knowledge-economic growth. For the purpose of the study, contribution of teachers professional development to the performance of schools proved significant for three main items; that is, teaching experiences inside the class being improved for the teachers, teachers being offered the chance to undertake self-critical evaluation for their development, and teaching permitted to ask colleagues for help as formally integrated into the teachers’ job description to enhance their development. 
For the last hypotheses, the intricate relationship between school leadership team emotional intelligence and school performance was evaluated using the ADEK ratings for the schools. ADEK school performance ratings revealed no significant moderating effect on the impact of school leadership on teachers’ professional development. Ultimately, the moderation of ADEK on this relationship revealed a “W” shaped curve with no particular difference across school ratings. 
The research gap of the study is closed to a large extent, with regards to the effect of leadership emotional intelligence on teachers’ professional development. This research gap was originally supported by Cummings et al. (2018) and Ngo et al. (2020). The final research hypotheses attempt to validate the relationship by observing whether or not this relationship is valid for outstanding schools and invalid for poor schools proved futile, as no particular evidence was observed in support of this area. Nonetheless, the ADEK ratings entailed the use of secondary data to test the moderation effect and may be liable to methodological differences between the present study and how the ADEK ratings were compiled.

[bookmark: _Toc37058511]5.3.2 Implications to Practice
Practically, improving the performance of Abu Dhabi schools has remained a major concern not only to the Emirate of Abu Dhabi but to the UAE Ministry of Education (MoE). Often, the need to improve performance has witnessed the introduction of reforms to this effect. However, these reforms have often not rendered the desired improvement in the performance of the schools. PwC (2019) reports that the overall quality of education and the global competitive index continues to reduce and this has detrimental effects on the micro (educational sector) and macro (knowledge economy) ambitions of the UAE (Iskander et al. 2016; Zahran et al. 2016). The need to introduce revolutionary measures to revive the sector and reverse the depleting performance has been described as urgent by Zahran et al. (2016). 
[bookmark: _GoBack]Focusing on the school level factors, teachers’ professional development and performance had been argued as central to the performance of schools and overall improvement of the macroeconomy (Thorne 2011; Abbas 2012; Tabari 2014). It has become essential that school-level measures accompany sectoral level reforms to achieve the desired performance improvements. By building on the central research gap of the study, the contribution of emotional intelligence to teachers’ professional development and teachers’ performance was observed in the present study. 
The findings of the study were largely in support of these observations. First, SLT emotional intelligence was observed as a significant predictor of the teachers’ emotional intelligence among Abu Dhabi schools. In addition, senior leadership team emotional intelligence was observed as a statistically significant predictor of teachers’ performance. It is important that this insight is considered in the introduction of reforms into the Abu Dhabi educational zones in order to offer the needed capacity to achieve the needed performance improvements. 

[bookmark: _Toc37058512]5.4 Chapter Summary 
This chapter discusses the results and findings of the study. The implications of the findings to the study are as well presented. The discussions of the study focus on the results being presented whilst the implications of the study for theory and practice. Generally, the study findings support the underlying theories and practical conditions for improvement in the Abu Dhabi educational sector. Following this chapter, the conclusion and recommendations of the study are presented. 


[bookmark: _Toc37058513]CHAPTER SIX: CONCLUSION AND RECOMMENDATIONS

[bookmark: _Toc37058514]6.1 Introduction 
This chapter presents the conclusion and recommendations of the study. Robust conclusions are established in acknowledgement of the extent to which the study achieves the stated aim and objectives. The recommendations are as well presented and addressed to two main stakeholder groups; that is, future academic researchers and other stakeholders. 

[bookmark: _Toc37058515]6.2 Conclusion
The conclusions of the study are established in line with the aim and objectives originally presented in chapter one of the present research. Considering the individual objectives, the first sought to investigate the impact of Senior Leadership Team (SLT) emotional intelligence on teachers’ professional development. Based on the results, as affirmed by the literature discussions, it is concluded that leadership or SLT’s emotional intelligence is a significant predictor of the teachers’ professional development. School emotional intelligence contributes to teachers’ professional development when such leaders are able to establish an interpersonal relationship between the leadership team and teaching staff. In addition, the contribution of emotional intelligence to teachers’ professional development is enhanced when teachers are able to adapt to situations based on the exiting demands. These results are established with special reference to Abu Dhabi Private Schools.
For the second objective, it was observed that the school leadership team emotional intelligence has the ability to enhance the overall performance of schoolteachers in Abu Dhabi Private Schools. Building intra-personal relationships within the leadership team, building on the relationship between the leadership and teachers and adapting to situations based one existing demand was observed as critical aspects of leadership emotional intelligence necessary to encourage schoolteachers’ performance in Abu Dhabi Private schools. Ensuring school leadership emotional intelligence will improve teacher’s performance by encouraging participation among students in the class, ensuring teamwork between the teachers, and enable teachers to work better through interaction between themselves and with students. 
For the third research objective, it is concluded that teachers’ professional development has a significant effect on their performance. This conclusion is based on the premise that teachers’ experiences inside the class are always improved, teachers undertaking of self-critical evaluation towards their personal and professional development, and the formalisation of teachers’ inquiry from other colleagues for help. By improving teacher’s professional development, teachers will be more capable of demonstrating teamwork, encouraging participation, presenting courses logically, briefing students after lessons, and facilitating interaction among themselves and with students. 
For the fourth and final objective, it is established that the ADEK school ratings do provide any clear differentiation grounds for the contribution of leadership emotional intelligence to teachers’ professional development. The analysis revealed that the role of school leadership team emotional intelligence in teachers’ professional development has no regard for ADEK rating.




[bookmark: _Toc37058516]6.3 Recommendations 
Recommendations are offered in two main areas in line with the underlying rationale of the study; first recommendations are offered to future academic persons who would want to future explore or conceptualise a similar area of study. Secondly, recommendations are offered to other stakeholders; these include the Abu Dhabi private schools, ADEK, and the MoE-UAE. 

[bookmark: _Toc37058517]6.3.1 Recommendations to academic research
To future researchers, the following recommendations are offered:
I. There is a need to consider the mixed research methodology to help explain the quantitative evidence presented in this study. The quantitative results is limited due to the use of numbers without reference to an explanation to an in-depth understanding of the study results. Combining with the qualitative study will help conceptualise the area of study whilst at the same time explaining the nature of the relationship between the variables.
II. It is also recommended that emotional intelligence is continuously researched and cemented as a fundamental element of school leadership that cuts across all school leadership styles. The need for insight here is critical, considering the role of the school leadership team’s emotional intelligence in teachers’ professional development and performance.
III. Future researchers must build on the model and develop it further to help theorize the role of leadership emotional intelligence in the teacher’s professional development and performance. 

[bookmark: _Toc37058518]6.3.2 Recommendations to Other Stakeholders
For other stakeholders, the following recommendations are offered:
I. The Abu Dhabi private schools must ensure that measured are installed directed at improving the emotional intelligence of the school leadership team. As observed from the findings, this is critical to ensure the in-work professional development of the teachers, and also contribute to the performance of the teachers.
II. Improving the teacher’s performance through leadership emotional intelligence has replications at the individual schools and overall industry level. The critical ambitions of the Abu Dhabi Local Government to improve the knowledge economy of the Abu Dhabi Emirate and the UAE at large will come into perspective if an attempt is made to ensure that school leaders’ emotional intelligence is enhanced.
III. It is recommended that no additional reforms are introduced to facilitate the effectiveness of already introduced reforms. Instead, the regulators of school education in the Abu Dhabi Emirate and UAE at large must collaborate with the school leadership and teachers to help ensure that a relationship is built to facilitate the overall development of the teachers and their performance. 
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[bookmark: _Toc37058521]Appendix A: Information Sheet
Date: ___________________
The Impact of School Senior Leadership Team (SLT) Emotional Intelligence on Teachers Professional Development Programs and School Performance in the UAE

You are being asked to take part in a research study on the impact of School Senior Leadership Team (SLT) Emotional Intelligence on Teachers Professional Development and School Performance among Abu Dhabi Private schools. Before you decide, it is important for you to understand why this study is being done and what it will involve. Please take time to read the following information carefully and decide whether or not you wish to take part. Kindly reply main and ask me if there is anything that is not clear or if you would like more information. 

What is the study about? 
This study is looking at the impact of school senior leadership team (SLT) emotional intelligence on teachers’ professional development and school performance in Abu Dhabi Private Schools.

Who is doing this study and why?
I am a student at British University in Dubai and am doing this study for my dissertation. I am supervised by competent supervisors at the University.

Why have I been chosen? 
I am inviting you to take part in this study as someone who I think would be able to provide some valuable opinions about the area of investigation.

Do I have to take part?
It is up to you to decide whether or not you want to take part. You do not have to give a reason.
Participants’ Rights 
If you do decide to take part, you will be given this information sheet to keep. You may decide to stop being a part of the research study at any time without explanation. You have the right to ask that any data you have supplied to that point be destroyed. You have the right to omit or refuse to answer any question that is asked of you. You have the right to have your questions about the procedures answered. If you have any questions as a result of reading this information sheet, you should ask the researcher before the study begins.

What happens next if I agree to take part in this study?
You will need to complete the questionnaire online. This will not take any longer than 30 minutes to complete.

Confidentiality/anonymity
Any information you supply to me will be treated confidentially in accordance with the regulations of United Arab Emirates data protection act which is also consistent with the UK Data Protection Act 1998: your name and identifying affiliations will be anonymized in the analysis and any resulting publications, unless you give your explicit consent to identify you as a subject. Any information you provide will not be given to anyone else.

What are the benefits in taking part in this study?
There is no payment for taking part in this study.

Are there any risks in taking part in this study? 
Measures have been taken to ensure that there are no risks in taking part in this study. 

What happens when the study finishes? 
The results of the study will be presented in my dissertation.

FOR FURTHER INFORMATION
If you have further questions about the study, you are welcome to contact me at the following e-mail address: sameer.aoun@gmail.com 



[bookmark: _Toc37058522]Appendix B: Informed Consent Form (Online)
Date: ___________________
The impact of School Senior Leadership Team (SLT) Emotional Intelligence on Teachers Professional Development and School Performance in the UAE

Dear Respondent,

Thank you for agreeing to participate in this study. Before I carry out the research, I would like you to read the following statements and confirm your agreement to take part in this study.

Please tick
☐ I confirm that I have read and understand the Participant Information Sheet.
☐ All the questions that I have about the research have been satisfactorily answered
☐ I understand that my participation is voluntary
☐ I understand that I am free to withdraw from the study at any time, without giving reason
☐ I agree to participate.

Participant’s Name: ______________________________________
Date: ______________________________________








[bookmark: _Toc37058523]Appendix C: Survey Questionnaire (Online)
Date: ___________________
The impact of School Senior Leadership Team (SLT) Emotional Intelligence on Teachers Professional Development Programs and School Performance in the UAE

SECTION A: DEMOGRAPHICS
1. Origin of Principal
[ ] Local or Arabic
[ ] Western Principal

2. Gender of School Leadership Head (principal)
[ ] Male
[ ] Female

3. Number of persons in the school leadership team
[ ] 1-5
[ ] 6-10
[ ] 11-15
[ ] 16-20
[ ] 20 and above

4. Minimum qualification to be part of the school leadership team
[ ] High School / Diploma
 [ ] Undergraduate
[ ] Post graduate






5. School recent rating offered by ADEK
[ ] Weak
[ ] Satisfactory
[ ] Acceptable
[ ] Good
[ ] Very Good 
[ ] Outstanding

Please indicate the number that best shows your LEVEL OF AGREEMENT to the statements,
where:
1= Strongly disagree
2 = Disagree
3 = Neither disagree nor agree
4 = Agree
5 = Strongly disagree


SECTION B – SLT EMOTIONAL INTELLIGENCE
	S/N 
	Statement 
	1 
	2 
	3 
	4 
	5 

	1 
	The school leadership promote intrapersonal within the leadership team
	
	
	
	
	

	2 
	Interpersonal relationship is encouraged between the leadership and teaching staff
	
	
	
	
	

	3 
	The school leadership team adapt to situations based on existing demands
	
	
	
	
	

	4 
	The school leadership team manages stress well
	
	
	
	
	

	5 
	The general mood of the school leadership team is always positive
	
	
	
	
	







SECTION C – TEACHERS PROFESSIONAL DEVELOPMENT
	S/N 
	Statement 
	1 
	2 
	3 
	4 
	5 

	1 
	Teaching experiences inside the class are always improved for the teachers
	
	
	
	
	

	2 
	Teachers are offered the chance to undertake self-critical evaluation for their development
	
	
	
	
	

	3 
	Asking colleagues for help has been formally integrated into the teacher’s job description to enhance their development
	
	
	
	
	

	4 
	Teachers are briefed on institutional teaching tips, rules and regulations periodically to encourage professional development
	
	
	
	
	

	5 
	Peer coaching is encouraged among the teaching staff in the school.
	
	
	
	
	




SECTION D – SCHOOL PERFORMANCE
	S/N 
	Statement 
	1 
	2 
	3 
	4 
	5 

	1 
	Teachers demonstrate teamwork inside and outside of the classroom
	
	
	
	
	

	2 
	Teachers encourage participation among students within the class
	
	
	
	
	

	3 
	Teachers are able to present courses in a clear and logical presentation of content
	
	
	
	
	

	4 
	Most, if not all teachers, present a final overview of sessions after teaching
	
	
	
	
	

	5 
	Teachers have the ability to facilitate interaction between themselves and among students
	
	
	
	
	



Thank you very much for our response!!!
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	The school leadership promote intrapersonal within the leadership team

	 
	Frequency
	Percent
	Valid Percent
	Cumulative Percent

	Valid
	Strongly Disagree
	5
	4.7
	4.7
	4.7

	
	Disagree
	5
	4.7
	4.7
	9.3

	
	Neither disagree nor agree
	9
	8.4
	8.4
	17.8

	
	Agree
	40
	37.4
	37.4
	55.1

	
	Strongly Agree
	48
	44.9
	44.9
	100.0

	
	Total
	107
	100.0
	100.0
	 

	
	
	
	
	
	

	Interpersonal relationship is encouraged between the leadership and teaching staff

	 
	Frequency
	Percent
	Valid Percent
	Cumulative Percent

	Valid
	Strongly Disagree
	4
	3.7
	3.7
	3.7

	
	Disagree
	3
	2.8
	2.8
	6.5

	
	Neither disagree nor agree
	13
	12.1
	12.1
	18.7

	
	Agree
	44
	41.1
	41.1
	59.8

	
	Strongly Agree
	43
	40.2
	40.2
	100.0

	
	Total
	107
	100.0
	100.0
	 

	
	
	
	
	
	

	The school leadership team adapt to situations based on existing demands

	 
	Frequency
	Percent
	Valid Percent
	Cumulative Percent

	Valid
	Strongly Disagree
	4
	3.7
	3.7
	3.7

	
	Disagree
	1
	0.9
	0.9
	4.7

	
	Neither disagree nor agree
	23
	21.5
	21.5
	26.2

	
	Agree
	42
	39.3
	39.3
	65.4

	
	Strongly Agree
	37
	34.6
	34.6
	100.0

	
	Total
	107
	100.0
	100.0
	 

	
	
	
	
	
	

	The school leadership team manages stress well

	 
	Frequency
	Percent
	Valid Percent
	Cumulative Percent

	Valid
	Strongly Disagree
	2
	1.9
	1.9
	1.9

	
	Disagree
	1
	0.9
	0.9
	2.8

	
	Neither disagree nor agree
	28
	26.2
	26.2
	29.0

	
	Agree
	64
	59.8
	59.8
	88.8

	
	Strongly Agree
	12
	11.2
	11.2
	100.0

	
	Total
	107
	100.0
	100.0
	 

	
	
	
	
	
	

	The general mood of the school leadership team is always positive

	 
	Frequency
	Percent
	Valid Percent
	Cumulative Percent

	Valid
	Strongly Disagree
	3
	2.8
	2.8
	2.8

	
	Disagree
	7
	6.5
	6.5
	9.3

	
	Neither disagree nor agree
	48
	44.9
	44.9
	54.2

	
	Agree
	12
	11.2
	11.2
	65.4

	
	Strongly Agree
	37
	34.6
	34.6
	100.0

	
	Total
	107
	100.0
	100.0
	 

	
	
	
	
	
	

	Teaching experiences inside the class are always improved for the teachers

	 
	Frequency
	Percent
	Valid Percent
	Cumulative Percent

	Valid
	Strongly Disagree
	2
	1.9
	1.9
	1.9

	
	Disagree
	8
	7.5
	7.5
	9.3

	
	Neither disagree nor agree
	14
	13.1
	13.1
	22.4

	
	Agree
	36
	33.6
	33.6
	56.1

	
	Strongly Agree
	47
	43.9
	43.9
	100.0

	
	Total
	107
	100.0
	100.0
	 

	
	
	
	
	
	

	Teachers are offered the chance to undertake self-critical evaluation for their development

	 
	Frequency
	Percent
	Valid Percent
	Cumulative Percent

	Valid
	Strongly Disagree
	4
	3.7
	3.7
	3.7

	
	Disagree
	6
	5.6
	5.6
	9.3

	
	Neither disagree nor agree
	22
	20.6
	20.6
	29.9

	
	Agree
	34
	31.8
	31.8
	61.7

	
	Strongly Agree
	41
	38.3
	38.3
	100.0

	
	Total
	107
	100.0
	100.0
	 

	
	
	
	
	
	

	Asking colleagues for help has been formally integrated into the teacher’s job description to enhance their development

	 
	Frequency
	Percent
	Valid Percent
	Cumulative Percent

	Valid
	Strongly Disagree
	4
	3.7
	3.7
	3.7

	
	Disagree
	6
	5.6
	5.6
	9.3

	
	Neither disagree nor agree
	20
	18.7
	18.7
	28.0

	
	Agree
	31
	29.0
	29.0
	57.0

	
	Strongly Agree
	46
	43.0
	43.0
	100.0

	
	Total
	107
	100.0
	100.0
	 

	
	
	
	
	
	

	Teachers are briefed on institutional teaching tips, rules and regulations periodically to encourage professional development

	 
	Frequency
	Percent
	Valid Percent
	Cumulative Percent

	Valid
	Strongly Disagree
	2
	1.9
	1.9
	1.9

	
	Disagree
	7
	6.5
	6.5
	8.4

	
	Neither disagree nor agree
	14
	13.1
	13.1
	21.5

	
	Agree
	53
	49.5
	49.5
	71.0

	
	Strongly Agree
	31
	29.0
	29.0
	100.0

	
	Total
	107
	100.0
	100.0
	 

	
	
	
	
	
	

	Peer coaching is encouraged among the teaching staff in the school.

	 
	Frequency
	Percent
	Valid Percent
	Cumulative Percent

	Valid
	Strongly Disagree
	2
	1.9
	1.9
	1.9

	
	Disagree
	7
	6.5
	6.5
	8.4

	
	Neither disagree nor agree
	19
	17.8
	17.8
	26.2

	
	Agree
	47
	43.9
	43.9
	70.1

	
	Strongly Agree
	32
	29.9
	29.9
	100.0

	
	Total
	107
	100.0
	100.0
	 

	
	
	
	
	
	

	
	
	
	
	
	

	Teachers demonstrate teamwork inside and outside of the classroom

	 
	Frequency
	Percent
	Valid Percent
	Cumulative Percent

	Valid
	Strongly Disagree
	5
	4.7
	4.7
	4.7

	
	Disagree
	6
	5.6
	5.6
	10.3

	
	Neither disagree nor agree
	8
	7.5
	7.5
	17.8

	
	Agree
	40
	37.4
	37.4
	55.1

	
	Strongly Agree
	48
	44.9
	44.9
	100.0

	
	Total
	107
	100.0
	100.0
	 

	
	
	
	
	
	

	Teachers encourage participation among students within the class

	 
	Frequency
	Percent
	Valid Percent
	Cumulative Percent

	Valid
	Strongly Disagree
	4
	3.7
	3.7
	3.7

	
	Disagree
	4
	3.7
	3.7
	7.5

	
	Neither disagree nor agree
	14
	13.1
	13.1
	20.6

	
	Agree
	42
	39.3
	39.3
	59.8

	
	Strongly Agree
	43
	40.2
	40.2
	100.0

	
	Total
	107
	100.0
	100.0
	 

	
	
	
	
	
	

	Teachers are able to present courses in a clear and logical presentation of content

	 
	Frequency
	Percent
	Valid Percent
	Cumulative Percent

	Valid
	Strongly Disagree
	4
	3.7
	3.7
	3.7

	
	Disagree
	6
	5.6
	5.6
	9.3

	
	Neither disagree nor agree
	20
	18.7
	18.7
	28.0

	
	Agree
	31
	29.0
	29.0
	57.0

	
	Strongly Agree
	46
	43.0
	43.0
	100.0

	
	Total
	107
	100.0
	100.0
	 

	
	
	
	
	
	

	Most, if not all teachers, present final overview of sessions after teaching

	 
	Frequency
	Percent
	Valid Percent
	Cumulative Percent

	Valid
	Strongly Disagree
	1
	0.9
	0.9
	0.9

	
	Disagree
	5
	4.7
	4.7
	5.6

	
	Neither disagree nor agree
	13
	12.1
	12.1
	17.8

	
	Agree
	74
	69.2
	69.2
	86.9

	
	Strongly Agree
	14
	13.1
	13.1
	100.0

	
	Total
	107
	100.0
	100.0
	 

	
	
	
	
	
	

	Teachers have the ability to facilitate interaction between themselves and among students

	 
	Frequency
	Percent
	Valid Percent
	Cumulative Percent

	Valid
	Strongly Disagree
	2
	1.9
	1.9
	1.9

	
	Disagree
	7
	6.5
	6.5
	8.4

	
	Neither disagree nor agree
	10
	9.3
	9.3
	17.8

	
	Agree
	44
	41.1
	41.1
	58.9

	
	Strongly Agree
	44
	41.1
	41.1
	100.0

	
	Total
	107
	100.0
	100.0
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