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ABSTRACT

This thesis seeks to gain in-depth insights into the views of female headteachers working
in girls’ state secondary schools (students 15-18 years old) in Saudi Arabia regarding the
effectiveness of the current arrangements for leadership development both before they
accept a promotion to headship and while they are in post. The analysis of the data

collected in this research has been assisted by theories of learning.

An interpretivist approach was employed for this research. The data were collected in
two stages. In the first stage, a questionnaire was sent electronically to a sample of 131
headteachers working in schools in one area of high population density in Saudi Arabia.
These headteachers were asked to complete the survey only if they had been in post for
five years or less (42 responses). The second stage involved a representative sample of
these headteachers (seven in total) to be interviewed in semi-structured face-to-face

interviews.

The main findings from this study indicate that (i) many of those in the sample had not
previously served as a deputy headteacher; (ii) the importance of family support emerged
as a key factor in acting as a motivator for teachers to take on this role; (iii) the existing
courses (i.e., Training and Qualifying Courses for New Headteachers (TQCNH)) were
not considered to be wide-ranging enough to cover the many different problems a newly
appointed headteacher faces; (iv) observing good role models is important for helping in
the development of a new identity as a headteacher; and (v) budget issues and limited
authority were the most significant challenges that the headteachers faced when taking

up the leadership.



As a result of this study, a number of recommendations can be made which might help
improve the quality of leadership development and make the ongoing supply of new

headteachers more effective and sustainable in the long run in Saudi Arabia.
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CHAPTER I - INTRODUCTION

1.1 Introduction

This research investigates the effectiveness of the leadership development of female
headteachers who work in secondary schools (with female students 15-18 years old) both
before they accept a promotion to headship and while they are in post. More specifically,
it examines headteachers’ perceptions regarding their preparation and continued

development of leadership opportunities in the context of Saudi Arabia.

This chapter presents the personal and professional experiences (Section 1.2), the
rationale for conducting the study (Section 1.3), and the significance of the study (Section
1.4); sets out the aim, objectives, and research questions (Section 1.5); and offers an

outline of the structure of this thesis (Section 1.6).

1.2 Personal and professional experiences

The original stimulus for the study was the result of several critical incidents which
occurred when the researcher worked as a teacher in different schools Saudi Arabia. For
example, as a physics teacher in a secondary school in Jeddah (the second biggest city in
Saudi Arabia), I can still remember when a fire broke out during the school day,
potentially endangering approximately 400 girls who attended the school. Surprisingly,
the school’s headteacher ran away, abandoning her responsibility to manage such a crisis.
However, the evacuation process was carried out successfully by the deputy headteachers
and help from the majority of teachers. This incident triggered questions in my mind
about the reality of leadership development of female secondary school headteachers as

well as the reasons behind why headteachers accept the role of headship.



Another example occurred when | worked in a rural secondary school run by a new
headteacher who had been appointed to lead the school directly after her graduation from
university. Approximately 250 girls attended this school. It should be noted that, in Saudi
Arabia, it is customary to appoint headteachers without any experience in remote areas
due to the scarcity of those wishing to accept the full responsibilities of the headteacher
role or even work in schools in these areas. My experience in this school was difficult
because of poor school leadership. For instance, the headteacher lacked self-confidence
and the ability to make decisions, which might be expected due to her lack of leadership
knowledge and skills at the time. Unfortunately, this headteacher’s attitude resulted in a
negative influence on students’ behaviour and achievement as well as poor relationships

between her and the staff.

Although I did not have enough experience in teaching at that time, | was aware of some
characteristics that a headteacher must have, such as the ability to build good
relationships with staff, effective decision-making, and self-confidence. My knowledge
of these matters might be constructed as a result of observing headteachers when | was
studying in outstanding intermediate and secondary schools in Jeddah. This increased my
interest to gain a deeper understanding of female headteachers’ leadership development
and the nature of support they receive, in addition to improving my own knowledge of
the difficulties they face during the early years of headship. The findings from this
research might help enhance the provision of support for headteachers when taking the

post and achieve better quality in their professional development.

In contrast with the work experience previously discussed, a much more positive
influence was offered by an experienced headteacher which came about as a result of
being employed as a teacher in another secondary school in Riyadh (the capital city of

Saudi Arabia). It was a large girl’s school with more than 600 students. However, the

2



headteacher led the school confidently and well in terms of applying school discipline,
placing a great deal of emphasis on improving students’ achievement and their behaviour,
and creating a good relationship with students, teachers, and parents. In this school, |
gained the opportunity to do some administrative work alongside this headteacher for
three years. This shift in working with an experienced headteacher, positively different
in knowledge and skills than the previous very inexperienced headteachers, helped me
create a more comprehensive understanding of the diverse role of a school headteacher
and the importance of ‘lived experiences’. Such a variation provided the motivation to
undertake this study to get a better understanding of the following aspects: motives and
support behind their acceptance of the headship role, an investigation of the arrangements
for leadership development of headteachers both before they accept a promotion to
headship and while they are in post, their perceptions of the effectiveness of their

transition when becoming a head of school, and the main challenges that they faced.

Given my belief that the headteacher is the most important person in the school, playing
a vital role in terms of school governance and being responsible for the education of all
students and related processes, headteacher preparation and development are essential for
increasing school performance. My interest was further supported by a desire to gain a
theoretical understanding in the area of leadership development and then find out to what
extent leadership development approaches in a Western context might be applied in Saudi

Arabia.

1.3 Rationale for conducting the study

In addition to my personal interest, there has been worldwide interest in leadership

development and its possible influence on raising the standards of teaching and learning.

Leadership is a key factor in school improvement. Therefore, improving the quality of

3



school leadership remains a top priority. The Saudi Arabian education system has not
remained untouched by the effect of global international policies. Saudi Arabia faces
pressure to provide highly competitive education to produce 21%-century globally fit
graduates, who can function effectively in a rapidly changing global and technological
world (Faruk, 2013). As a result, it has been continuously reforming its education system
through different projects, such as King Abdullah’s Public Education Project (Tatweer)

(see Section 2.7).

Although the Saudi government has implemented school development initiatives as part
of public services reform, teachers’ professional development is an area with a great deal
of room for improvement (Alageel, 2005). The United Nations Educational, Scientific,
and Cultural Organization Institute for Statistics (UNESCO) (2010) noted that Saudi
Arabian universities serve as the main platform for improving teachers’ qualifications.
UNESCO’s (2010) report asserted that teachers in Saudi Arabia have to satisfy the
demands of a wide-ranging curriculum consisting of courses related to education theory
and specific scientific disciplines. However, the result of students in Trends in
Mathematics and Science Study (TIMSS, 2015), which was organised by the
International Association for the Evaluation of Educational Achievement (IEA), ranked
Saudi Arabia’s fourth- and eighth-grade students (10 and 14 years old) within the worst
five performers in mathematics and science, along with Kuwait, Morocco, Jordan, and
South Africa. Therefore, the Saudi government is still seeking to introduce reforms in the
education sector to raise the level of student achievement and “prepare its citizens for life
and work in a modern, global economy” (Al-Faisal, 2006, p. 415), which in turn will lead

to increasing the levels of responsibility placed on headteachers’ shoulders. According to



Bush (2003), positive change relies on high-quality leadership. Similarly, Burke (2008)
argued that leadership is vital in determining whether schools will survive and adapt to
the constant demands for change from politicians and civil servants. However, the
Ministry of Education (MoE) tends to assume that headteachers are capable of
administering the reforms successfully without taking into account the importance of the
preparation and leadership development required for this to be possible. Vandenberghe
(2003) summarised the conflict between the expectations of external bodies, such as the

MoE, and the day-to-day reality of headteachers as follows:

Being a principal nowadays means being continually confronted with
disconnected demands, with expectations of a very different nature
linked to different aspects of the daily operation of a school and with the

conflicting demands of several external constituencies. (p. 3)

One can argue that this might lead to a disproportionate amount of pressure being placed
on headteachers, which may explain the growing rate of early retirement among female
headteachers in Saudi Arabia. Consequently, the MoE might face an unanticipated
shortage of experienced headteachers and be forced to accept underqualified candidates.
Therefore, more attention has to be given to supplying better-trained and more

appropriately qualified headteachers.

According to Mathis (2010), school headteachers acquire little or no leadership
development before taking up the role of headship. Research (e.g., Aldarweesh, 2003;
Alsharari, 2010) has found that headteachers in Saudi Arabia vary in their level of

experience and qualifications. In addition, the requirements for obtaining a headteacher



position in Saudi Arabia are quite imprecise (for more details on selecting and appointing

new headteachers in Saudi Arabia, see Section 2.9). For example, Aldarweesh (2003)

noted that, “in Saudi Arabia, any teacher could apply to be a principal or principal's

assistant after a few years of teaching experience” (p. 1). As a result, one can argue that

inexperienced and underqualified headteachers will encounter many difficulties when

implementing new reforms at a local level, which ultimately threatens the Saudi national

vision for improving the education sector. The MoE should aim to ensure that all who

reach the position of headship are well qualified for the role so that, ultimately,

headteachers will be able to effectively work with the Ministry to achieve positive

changes in educational attainment.

The established system of education within Saudi Arabia is highly centralised (Alyami,

2014). According to Alyami (2014), school headteachers in Saudi Arabia rely on

decisions made by the MoE with respect to the academic curriculum, which can affect

headteacher development. For example, school supervisors (inspectors) in Saudi Arabia

currently lack the means to implement their own educational initiatives without obtaining

direct consent from the MoE (more detail about school supervisors is provided in Section

2.9). Notably, Meemar (2014) claimed that headteachers in Saudi Arabia desire a higher

degree of independence. It could be argued that, if headteachers could become more

independent, they could drive the school forward and develop their skills by

implementing their own vision. However, one might argue that headteachers must be



appropriately qualified and experienced to handle such independence that many civil
servants in the MoE are not accustomed to. This discussion serves as an additional
justification for the choice of leadership development area for headteachers in Saudi

Arabia as the focus of this study.

Headship is a complex process with many different stakeholders. It is also greatly
impacted by the political, economic, and social circumstances in which a headteacher
operates (Walker & Qian, 2006). Considering the social context in which Saudi female
headteachers work, it is very important when examining their leadership development.
Conservative Saudi society perceives men’s social norm and duties to be the breadwinner
in the family and provide for the household. Contrastingly, women are expected to
oversee the household and care for their children’s needs. However, Saudi women are
not constrained solely to the role of a housewife. Indeed, there are many employment and
higher education opportunities available to females. For example, more than half of
students enrolled in universities and colleges in Saudi Arabia are female (Royal Embassy
of Saudi Arabia, 2020). Nevertheless, there is a social expectation placed on married
women to prioritise their role as wives and mothers. One could argue that the dual burden
placed on Saudi teachers to balance their household responsibilities and development
opportunities creates great pressure, which might result in female teachers becoming
reluctant to pursue a leadership position. As a result, the MoE might experience

difficulties due to the lack of potential female headteachers to lead all girls’ schools across



the country (Section 3.8 discusses women and leadership from both a Western and an

Arabic cultural perspective in more detail).

The family-oriented culture in Saudi Arabia involves female dependency on their male
family members; thus, males tend to adopt more of a leadership role in the household.
Therefore, Saudi females might not be accustomed to exercising leadership in wider
society and, as a result, novice female headteachers might encounter difficulties in their
post, which may hinder the quality of headship in girl schools. Therefore, this research
sought to highlight the importance of leadership development of female headteachers in

Saudi Arabia in the hopes that the MoE will pay more attention to this important aspect.

This study did not adopt a feminist approach as its ideology does not align with the aim
of this research. The study aimed to uncover the effectiveness and limitations of the
current forms of preparation that female headteachers experience before and after taking
up the role of headship and did not focus specifically on female emancipation or a
comparison of leadership development opportunities offered to male and female
headteachers. In addition, neither male nor female headteachers can operate
independently in Saudi Arabia as the education system is highly centralised and directly
controlled by the MoE. Moreover, if the feminist approach was adopted, the researcher
would have to consider male headteachers’ perspectives in order to achieve an accurate
comparison between the leadership development provided to both male and female

headteachers. As a female researcher, this would have posed practical issues due to the



gender segregation within Saudi schools. In schools in Saudi Arabia, girls attend separate
schools than boys, and only females can work in girls’ schools while only male teachers
work in boys’ schools. Therefore, Saudi cultural constraints would make it difficult for
the researcher to collect data on male headteachers’ perceptions on their leadership
development. One might argue that this obstacle could have been overcome if the
researcher had received assistance from a male representative, such as a family member,
to collect data from male headteachers. Indeed, in Alsharari’s (2010) study on training
courses available to male and female headteachers in Aljouf and Algurayat (small cities
in the northern part of Saudi Arabia), the researcher acquired assistance from his sister to
interview female headteachers. Yet such an approach might hold a high degree of risk for
miscommunication and interpretation, thereby undermining the validity of the data.
Therefore, the researcher decided to focus on female headteachers in order to gain a
deeper understanding of their preparation. In addition, the researcher took into account
that leadership development is not limited to attending courses, but instead goes beyond
that to include coaching, mentoring, and job shadowing. It also attempts to take into
account the experiences of female headteachers who have previously undertaken a deputy

headship role.

The next section discusses the significance of the study and identifies the gaps in relation

to the Saudi educational context on headteachers’ preparation and leadership



development opportunities as well as the transition to headship and challenges faced in

early headship.

1.4 Significance of the study

In Saudi Arabia, female students must be taught by teachers of the same sex. As the
number of female pupils attending schools rises, the number of female teachers needs to
increase to provide this education (Alyami, 2014). Yet a significant increase means that
there may not be enough qualified applicants to fill the spaces available and, as a result,
less qualified or even unqualified teachers may be hired. A shortage of qualified teachers
might stem from the perception that teaching is no longer considered an attractive career.
In addition, Alsharari (2010) argued that the MoE could fail to provide female pupils with
adequate education by appointing unqualified headteachers. As this study seeks to
examine the effects of preparation and development on female headteachers, it is assumed
that any issues arising can be documented and reviewed. The significance of this study
will be derived from these results, as the issues highlighted could be directed toward
improving the current policy and practice in preparing and developing female

headteachers in secondary schools.

Studies on the topic of female leadership are not new, although in the context of Saudi
Arabia they are somewhat limited. Various studies (e.g., Aldarweesh, 2003; Badawood,
2003; Mathis, 2010) have examined educational leadership within the Saudi context, but
much of their research has related to the leadership models of headteachers and the
corresponding teacher perceptions of these leadership models. Aldarweesh (2003)
conducted her study in the city of Alahsa in the eastern part of Saudi Arabia and sought

to understand the leadership behaviour of headteachers from their point of view and from
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their teachers’ perceptions. She distributed two questionnaires: one for 28 headteachers
and another for 248 teachers working in primary girls’ schools. The main findings of the
study were (i) the lack of differences between headteachers’ and teachers’ perceptions
and (ii) headteachers of different ages viewed themselves as effective leaders while
teachers considered their headteachers to be effective leaders. According to Aldarweesh
(2003), most headteachers who participated in the study had a great deal of experience in

school leadership.

Badawood’s (2003) study aimed mainly to investigate the concept of leadership among
headteachers of private boys’ secondary schools in Jeddah, Saudi Arabia, and to
determine whether a relationship exists between the headteachers’ understanding of the
concept of leadership and their leadership behaviour along with investigating the
teachers’ perceptions of headteachers’ leadership behaviours. Badawood’s (2003) study
included 31 headteachers who worked in private boys’ secondary in addition to 142
teachers in charge of student services in the same schools. Badawood (2003) found that
the majority of the headteachers had positive attitudes toward leadership. This study’s
findings were consistent with those of Aldarweesh’s (2003) study as most headteachers

viewed themselves as effective leaders.

Mathis’s (2010) study aimed to understand female headteachers’ perceptions in terms of
their leadership role in the Eastern Province of Saudi Arabia. She interviewed 12 female
headteachers working in primary, intermediate, and secondary schools who had been
selected at random. Mathis (2010) found that headteachers described their leadership role
as (i) creating a positive educational and working environment, (ii) fulfilling the
objectives of the MoE, and (iii) taking on a huge responsibility. Interestingly, she also
reported that prior development was not a prerequisite for obtaining a school headteacher

position, which raises an issue of whether the skills of female headteachers in Saudi
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Arabia were developed appropriately. In other words, based on Mathis’s (2010) results,
headteacher preparation needed to be investigated in order to uncover valuable insights
related to the position of female headteachers in Saudi Arabia. Thus, numerous aspects
have to be accounted for in this research to achieve a comprehensive review of the
practical applications of secondary school headteachers in Saudi Arabia concerning the

effectiveness of their preparation and leadership development opportunities.

Alsharari (2010) examined the perceived training needs of female headteachers compared
to the training needs of male headteachers in Aljouf and Alqurayat (small cities in the
northern part of Saudi Arabia). He used a mixed methods approach of questionnaires
(completed by 470 headteachers, both female and male) and interviews (18 male
headteachers and 18 female headteachers) to determine the training needs of those
headteachers. His study comprised all male and female headteachers in Aljouf province
and Alqurayat governorate in Saudi Arabia for the three stages of education: primary,
intermediate, and secondary schools. Alsharari (2010) found that both male and female
headteachers required more training in information and communication technologies
(ICT), administrative requirements, student affairs, and staff development. In contrast,
this study is focused on secondary school female headteachers in a highly populated area

in Saudi Arabia.

Despite the fact that the studies discussed thus far offer valuable insights and highlight
educational leadership in Saudi Arabia, questions remain surrounding how educational
leadership can be developed. In addition, much of the research has been conducted by
male researchers and might not always depict an accurate representation of the situation
in female schools. Therefore, this study focused only on female headteachers and did not

include male headteachers working in secondary schools in Saudi Arabia (for more
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details on the reasons behind not including male headteachers in this study, see Section

1.3).

Although the educational system in Saudi Arabia is constantly changing, the leadership
development of headteachers in girls’ schools in Saudi Arabia is largely a neglected area.
Headteachers need a continuing training schedule when new strategies arise and new
policies have to be implemented (Crawford, 2014). In addition, Bush (2003) argued that
useful changes cannot be effective unless they are driven by high-quality leadership.
Therefore, it is hoped that the findings of this study will provide practitioners and
policymakers in Saudi Arabia with a better understanding of the ways to improve

educational leadership development for headteachers.

1.5  Aim, objectives, and research questions

151 Aim

The aim of this research is to investigate the effectiveness of the current arrangements for
the leadership development of female headteachers, working in girls’ state secondary
schools (students 15-18 years old) in Saudi Arabia, both before they accept a promotion

to headship and while they are in post.

1.5.2 Objectives

The objectives of this research are:

1- To identify the motivational aspects that encouraged headteachers to apply for a

headship position.
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2- To investigate whether the current leadership development strategies for female
headteachers in state girls’ schools in Saudi Arabia can be considered

satisfactory.

3- To understand the effects of the headship role on a headteacher’s emerging

identity.

4- To identify the main challenges that secondary headteachers faced during their

early years of headship.

1.5.3 Research question and sub-questions

The main research question to be addressed in this thesis is: to what extent is the
leadership development of female headteachers effective for those working in state

secondary schools (for female students 15-18 years old) in Saudi Arabia?

In order to help answer the main research question, the following sub-questions were

devised:

RSQ1.What encouraged secondary school headteachers to apply for headship?

RSQ2. What leadership development opportunities did headteachers take advantage

of (i) before taking up the role of headship and (ii) while they were in post?

RSQ3. How effective was the headteachers’ transition when they moved from (i)

deputy headteacher to headteacher or (ii) classroom teacher to headteacher?

RSQ4. What were the main challenges that secondary headteachers faced during

early headship?
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1.6 Structure of the thesis

The rest of this thesis is organised as follows. Chapter 1l, the context of the study, it
presents general aspects of the Kingdom of Saudi Arabia context (e.g., demography
geography); it also provides the relationship between structure and Saudi culture, the
development of both education and girls’ education in Saudi Arabia, the document
guiding Saudi Arabian education policy, the country’s educational system, the role of the
MoE, the selecting and appointing of new headteachers in Saudi Arabia, and in-service

headteachers’ training in Saudi Arabia.

Chapter 111, the literature review, explains the theoretical framework used in this study as
well as the research literature regarding school culture and the importance of leadership
and management in education. It contains a review of literature from both Western and
Saudi perspectives on educational leadership, professional development, leadership
development, and women and leadership in the education sphere. It also provides critical
analyses of the effectiveness of the leadership preparation of female headteachers.
Consideration is also given to the transition to headship and its impact on headteachers’
identity formation. Finally, the challenges school headteachers face in their early years

in the position is discussed.

Chapter 1V, on the research design and methodology, offers the methodological
framework for employing a mixed methods approach in addressing the research
questions. Several aspects are also addressed in detail, such as a justification for the use
of the chosen research methods, sampling, data collection, data analysis, reliability and

validity of the instruments of the study, and ethical issues.

Chapter V, which presents the findings, discusses the findings derived from a survey of

42 secondary headteachers with a maximum of 5 years in post and interviews with 7
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headteachers. From an analysis of the data, four themes emerged: (a) motivational aspects
of leadership development; (b) leadership development opportunities that headteachers
gained both before and after taking up the role of headship; (c) the effectiveness of
transition to headship; and (d) the challenges that headteachers faced during the early

years of headship.

Chapter VI, which focuses on the findings, discusses the results from this research, as
presented in Chapter V, in relation to the relevant literature and theoretical ideas
underpinning the study to derive interpretations and judgments related to the main

findings.

Chapter VII, the conclusion, summarises the findings of the thesis and provides answers
to the main research question and the sub-questions. Consideration is also given to the
originality of this research. The chapter also identifies some limitations of the study and
discusses the implications of the findings for future practice of leadership development.

Finally, some recommendations are offered for future research related to this topic.
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CHAPTER Il - THE CONTEXT OF THE STUDY

2.1 Introduction

The aim of this study is to investigate the effectiveness of the current arrangements for
the leadership development of female headteachers, working in girls’ state secondary
schools in Saudi Arabia, both before they accept a promotion to headship and while they
are in post. Thus, numerous aspects have to be accounted for in this research to achieve
a comprehensive review of the practical applications of secondary school headteachers
in Saudi Arabia concerning the effectiveness of their preparation and leadership

development opportunities.

Each country has its own specific context that shapes the education systems, policies and
procedures (Catarci & Fiorucci, 2015). Therefore, the chapter has provided a picture of the
environment within which Saudi Arabia has been managing its education system (Section
2.2). In addition, the relationship between structure and Saudi culture is discussed in
Section 2.3. The development of both education and girls” education in Saudi Arabia is
discussed in Section 2.4 and Section 2.5, respectively. Followed by a discussion of the
document guiding Saudi Arabian education policy (Section 2.6) and an explanation of the
country’s educational system (Section 2.7). The role of the MoE is discussed in Section
2.8. Finally, the process of selecting and appointing new headteachers in Saudi Arabia
(Section 2.9) and Training and Qualifying Courses for New Headteachers (in-service

headteachers’ training) will be discussed (Section 2.10).
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2.2 General characteristics of Saudi Arabian context

This section provides an overview of the context in which this study was conducted by
focusing on five key characteristics: geographical, demographic, economic, political, and

social.

2.2.1 Geography

The Arabian Peninsula is mostly occupied by the country of Saudi Arabia (Figure 2.1),
which is one of the largest nations in the world without any permanent bodies of water or
perennial rivers. Saudi Arabia covers a total area of just under two and a quarter million
square kilometres. It contains the world’s largest area of continuous sand desert, called
al-Rab al-Khali (“Empty Quarter” in Arabic), most of which is uninhabited, and is
dominated by a climate of dry, harsh, extreme temperatures. The country’s highest point
Is Jabal Sawda, which reaches a height of 3,133 metres in the Asir region in the south-

west part of the country (Shwehdi, 2005).
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Figure2.1  Saudi Arabia Map. From World Trade Press. Retrieved from
www.worldtradepress.com. Copyright 2007 by World Trade Press.

Only 1.5 percent of the land area is arable, with less than 2 percent hosting permanent
cropping. Although the government has attempted to provide every village with a school,
the mountains and desert regions make the transportation of the materials necessary to

build such establishments, as well as staffing them, very difficult (Al-Zarah, 2008).

2.2.2 Demography

The Kingdom of Saudi Arabia is one among the largest Arab states. The General
Authority for Statistics reported that Saudi Arabia had a population of 33,413,660 million
(GAS, 2018). The main demographic distribution is concentrated in the Eastern Province,

the Western Province, and Riyadh, the capital city, as these are commercial hubs (Saudi
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Vision 2030, 2016). The continued growth in the population is causing increased
concerns related to housing, schooling, and employment; therefore, Saudi Vision 2030
has been commissioned to devise and put into place many planning strategies to

ameliorate the expected challenges.

2.2.3 Economic characteristics

Of the numerous historical events and aspects, the most important for the economy of
Saudi Arabia was the discovery of huge oil fields near the Arabian Gulf in 1938, which
significantly changed the country’s prospects. Fourteen years later, the largest oil field
found, the Ghawar, started production. The resulting income enabled Saudi Arabia to
develop rapidly in all areas and changed its economic profile entirely, as a result of the
well supported argument that a major contributor to any country’s economic growth is
that of quality education (Maroun, Samman, Moujaes, & Abouchakra, 2008). Although
a large proportion of Saudi Arabia’s economy and production is based on the natural
resources of petroleum, iron ore, natural gas, copper, and gold, one of the main objectives
of Saudi Vision 2030 is economic diversification by “unlock[ing the] potential of non-oil
sectors” and “grow[ing] non-oil exports” (KSA Vision 2030, 2017, p. 20). Therefore, the
National Industrial Development and Logistics Programme (NIDLP) has been mandated
to transform the Kingdom of Saudi Arabia into a leading industrial powerhouse and a
global logistics hub by focusing on four key sectors: industry, mining, energy, and

logistics (NIDLP, 2017).

2.2.4 Political characteristics

Saudi Arabia has an observable connection with the United States in terms of education,

with most Saudi postgraduate students earning degrees from schools in the United States
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(Taylor & Albasri, 2014). A meeting involving officials of the Ministry of Education
(MoE), various academics, and American educational experts in 2013 considered the
exploration of innovative solutions and better strategies to develop Saudi Arabia’s
education and create “a knowledge-based economy” (Fatany, 2013). Although the Saudi
government has allotted a large budget to the education field, the problems concern not
only available resources, but also the need for a more fundamental change in the
curriculum. More recently, many political changes have been made in the educational
domain, including the closing of both the Council of Civil Service and the Education
Policy Committee and merging of the Ministry of Education and the Ministry of Higher

Education in 2015 to become the Ministry of Education (Ministry of Education, 2015).

2.2.5 Social characteristics

The accompanying economic development brought about social changes, such as when
Saudi women obtained the right to vote, take part in municipal elections, and win seats
on the Shura Council in 2011 and when they were granted the right to drive in 2017.
These significant events have given weight and power to individuals of both genders in
their desire to access a complete educational system, from kindergarten through
university. There is growing interest in the provision of education for all ages and for
every individual to be able to acquire the necessary skills and knowledge to use the
various ideas presented by the general curriculum in their daily working lives (Al-Shaer,

2007). Ozmon and Craver (1999) further clarified this as follows:

When people fail to teach a child how to read and write they doom that
child to difficulty in finding a job, in understanding vital information, the
child will become a liability rather than an asset to society. In the same

way, when people fail to teach a child the kind of preparation and skills
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needed for technological and scientific development, they are not using

school to their fullest capacity. (p. 77)

This quote reveals the importance of education for a child to make her/his life
meaningful and help them achieve their full potential. Ozmon and Craver (1999)

emphasised that effective education of the child is the basic foundation of the life.

2.3 Relationship between structure and culture in Saudi Arabia

The education system in Saudi Arabia is very different than that of the United Kingdom
(UK) due to the polarising cultures of Eastern and Western societies. Northhouse (2007)
defined culture as the “learned beliefs, values, rules, norms, symbols, and traditions that
are common to a group of people” (p. 302). According to Bush (2003), leadership is
inevitably affected by the culture of a society as “societal culture is one important aspect
of the context within which leaders must operate” (p. 159). Similarly, Dimmock and
Walker (2000) argued that incorporating societal culture as a factor when investigating
“curriculum, teaching and learning, leadership and school-based management is an
imperative for the future development of the field” (p. 304). Thus, what is classified as
effective leadership in one society, like Saudi Arabia, may not align with the Western
view.

The education system in Saudi Arabia is highly centralised, with decision-making
restricted to the MoE (for more on the role of the MoE, see Section 2.8). The MoE’s
decision-making power is not limited to educational laws and regulations; it also includes

issues such as appointing teachers to schools. These decisions cannot be questioned, and
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headteachers must passively accept their judgement. This mirrors the monarchical
political system in Saudi Arabia, making it the norm for Saudis to submissively accept
decisions made by the government.

The MoE consists of numerous structural levels, with a long chain of command, thereby
reinforcing the notion of a rigid bureaucracy. As a result, the main purpose of the MoE is
to maintain the education system rather than develop it (Algarni & Male, 2014). This
approach reflects the traditional nature of Saudi culture, which is dominated by tribal
practices that are still significant in Saudi society (Al-Qaradawi, 1998). These tribal
customs are passed down from one generation to another in order to keep the traditions
alive, and many Saudis hold a sense of pride over their tribe and consider it a big part of
their identity. For this reason, many tribes have rules surrounding marriage, such as not
marrying outside one’s own tribe in order to maintain their deep bloodline, which can be
traced back hundreds of years. Yet some tribes allow marrying outside the tribe, although
the marriage should take place with a person of tribal origins. Although tribes share
common rules that differentiate them from non-tribal people (for example, all tribes value
tribalism, honour, and hospitality), it is difficult to make generalisations surrounding
tribes’ viewpoints on topics such as women’s rights, which depend on individuals’
knowledge and awareness, not their tribal affiliation. Some individuals support women

and encourage them to take up leadership positions whereas other discourage it,
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regardless of their tribal background. The latter group might be driven by a fear of women
neglecting their role in the family as mothers and wives.

2.4 Development of education in Saudi Arabia

The education system in Saudi Arabia can be traced back to the early 1900s. In its early
stages, education mainly involved teaching the Bedouin (the nomadic Arabs living in the
desert) Islamic beliefs in mosques (Alharbi, 2012). Between 1921 and 1925, King
Abdelaziz, the founder of the kingdom, successfully took over the regions of Najd (the
central region of Saudi) and Hijaz (the western region of Saudi). He prioritised education,
and one of his early actions was to gather educators and scholars to promote education.
As a result, the Knowledge Directorate was established in 1926 as the first educational
institution in the kingdom (Alharbi, 2012). Its initial aim was to monitor boys’ education
in Najd and Hijaz. However, when the Kingdom of Saudi Arabia was established in 1932,
the Knowledge Directorate’s power stretched across the rest of the kingdom, making it
responsible for education in not only the Najd and Hijaz regions, but also throughout the
rest of the country. Initially, there were only 12 schools serving 700 male students from
wealthy families (Alamri, 2011).

In 1945, King Abdelaziz started an extensive programme that aimed to establish schools
throughout the country. By 1951, the Knowledge Directorate had been renamed as the
Ministry of Knowledge, and 226 schools were established with 29,887 male students

(Royal Embassy of Saudi Arabia, 2020). The exponential development in the number of
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schools can be linked to the discovery of oil in 1938, which led to rapid wealth education
and in turn aided in the funding of the education sector. Therefore, compulsory and free
primary education was made available, and the first university in the kingdom—King
Saud University—was founded in Riyadh, the capital city of the kingdom, in 1957
(Algamdi & Abdeljawad, 2010; Alharbi, 2012).

Since then, the number of schools and universities has grown and, as of 2018, numbered
more than 50 universities, with nearly two thirds of them being public—more than 37,000
schools and many colleges and institutions of learning—which are open to all citizens
(Royal Embassy of Saudi Arabia, 2020).

This section has illustrated the general development of the Saudi education system. The
following section will clarify the development of girls’ education and will consider the
religious and cultural challenges that affected its development.

2.5  Development of girls’ education in Saudi Arabia

Before the late 1950s, formal education was not available to girls in Saudi Arabia.
Families who wished to educate their daughters were limited to private tuition, which
mainly included Islamic studies, Arabic, and other subjects relevant to girls’ future roles
as wives and mothers (Alyami, 2014). This approach reflected a pre-modernist view that
the education of girls was not considered necessary as their future role was based on

caring for the family.
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Attempts to introduce education for girls can be traced back to 1956, when King Faisal
opened the first private school for girls in Jeddah. Named the Dar Alfalah private school,
it consisted of kindergarten, primary, intermediate, and secondary schools (Al-Zarah,
2008; for more detail on the education system in Saudi Arabia, see Section 2.7). King
Faisal was a prominent advocate for girls’ education. According to Altorki (1986), this
was due to the discovery of oil in the late 1930s which generated new wealth in the
kingdom. Thus, by the 1940s, wealthy families were able to travel outside the country
and, as a result, their views on girls’ education changed. King Faisal’s decision to open
the Dar Alfalah private school was welcomed by many in the kingdom, especially young
educated men who wanted to marry Saudi women of equal intellectual standing
(AlMunajjed, 1997). However, King Faisal faced strong opposition, mainly from Islamic
scholars (also known as the ulama), who used a literal interpretation of Quranic text as
support for their opposition (Hamdan, 2005). They mainly feared that schools would
destroy girls’ morals and undermine Saudi Muslim family values (van Geel, 2016). There
were also concerns surrounding co-education and the negative impact it may have on
students, which was prevalent in other countries in the Middle East at the time (Al-Qasim,
Al-Lihaidan, & Al-Mutlag, 2008). Despite such negative responses, 14 more private
schools were established across the kingdom in the subsequent years.

In 1959, King Saud gathered support from clerics to help educate Saudis on the necessity

of girls’ education (Alamri, 2011). In the following year, the first public primary school
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for girls was established. Vocational education was also made available for girls who

wished to acquire knowledge and experience for their future roles in the community (Al-

Qasim et al., 2008). At the same time, the General Presidency for Girls’ Education was

founded as an official educational body responsible for managing, planning, and

monitoring girls’ education. Since then, the number of public girls’ schools has increased

steadily, enrolling more girls; between 1960 and 2003, more than 13,000 schools were

established, and more than 3 million female students have attended these schools

(Bubshait, 2008).

As aresult of the increased number of schools and universities available to women, Saudi

women are able to obtain leadership roles in education, such as headteachers in schools

and leadership supervisors in education offices. One major development in Saudi

education was when Mrs. Norah Al-Fayez was appointed as the first female deputy

minister in the kingdom in 2009, which illustrated the progressive, modernist changes

that were directly caused by the introduction of female education. In addition, the King

Abdullah Scholarship Program launched in 2005 gave Saudi women and men an equal

opportunity to study abroad.

As can be deduced from the discussion thus far, formal education for girls in Saudi Arabia

began 36 years after the introduction of boys’ education. The delay in the development

of female education was mainly due to resistance from those who embraced a more
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traditional Saudi culture and not Islamic beliefs. In this sense, AlMunajjed (1997) argued
that:

Misconceptions about the role of women in the Islamic society can only
be extirpated by differentiating between the teachings of Islam as a
religion and a way of life and local customs and traditions, which are

often conceived as part of it. (p. 31)

In a similar vein, Al Rawaf and Simmons (1991) attributed the delay in the introduction
of girls’ education to Saudi society’s highly conservative culture, which viewed women’s
involvement in education as unacceptable and not in line with Islamic teaching.

Education is a fundamental principle and forms the foundation of Islam. In its humble
beginnings, Islam was revealed to the prophet Muhammad, peace be upon him, when
God ordered him to Read. At the time, the prophet was illiterate; thus, this was an explicit
call to seek knowledge and renounce ignorance. Furthermore, the Quran, the holy book
in Islam, stresses the importance of education and never confines it to a particular gender,
as evident in the Quran verse: Say (unto them, O Muhammad): Are those who know equal
with those who know not? (Al-Zumar 36 39/9). This verse underscores that an educated
person is not equal to an ignorant one, which indicates that knowledge is highly valued
in Islam. However, tribal practices are predominant in Arabic societies, including Saudi
Arabia. Al-Qaradawi (1998) argued that these tribal traditions shape the norms of Arabic
societies, which include not only patriarchy and male domination but also the belief that
a woman’s role is in the household, serving the family. Therefore, women faced a major
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barrier in attempting to access education due to the difficulty of integrating traditional

Saudi customs with a modernising society (Al-Qaradawi, 1998; El Saadawi, 1982).

2.6 Saudi Arabia’s education policy

“Educational Policy in the Kingdom of Saudi Arabia” is an authoritative document issued
in December 1969 with the major objective of promoting education systematically across
the country by emphasising efforts to meet religious, economic, and social needs while
also eradicating illiteracy among the Saudi Arabian population (Abo-Arrad, 2004). This
policy addressed issues related to women’s education and empowerment, but gender bias
was clearly evident in the selection of study subjects and post-graduation jobs. This
document was formulated to bring women up in a sound Islamic way so they could
properly fulfil their roles and responsibilities as ideal wives and good mothers and as
teachers or nurses (Profanter, Cate, & Maestri, 2014). Yet the Saudi Arabian Education
Policy (1969) did not empower females to face new challenges, which is why it was
criticised for being a biased document. Indeed, educational academics in Saudi Arabia
continue to demand updates to the education policy document to meet the requirements

of the 21% century.

Several government agencies in Saudi Arabia, such as the National Commission for
Academic Accreditation and Assessment (NCAAA) and the Technical and Vocational
Training Corporation (TVTC) (UNESCO, 2010), are involved in the implementation,
administration, and planning of educational policies (Ramady, 2010). However, the MoE
establishes and prescribes the country’s educational standards overall, including both
private and public (Wang, 2014). The Saudi Arabian Education Policy (1969) established

different types of education for males and females as their expected jobs after graduation
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and/or objectives differed, but the function of the school administration remained the same
for both male and female headteachers (Tarrow, 2014). The next section discusses the

educational system in Saudi Arabia in more detail.

2.7  Educational system in Saudi Arabia

This section explains Saudi Arabia’s educational system and the national curriculum in
the Saudi education system. It also presents an example of reforms that the Saudi

government has introduced into its educational system.

Education in Saudi Arabia is mostly a government-operated system, meaning it is a
highly centralised system (Al-Khaldi, 2007). The basic education (i.e., primary,
intermediate, and secondary school) is compulsory and free of charge for all levels,
including textbooks (Saudi Educational Policy Document, 1969). At the age of six,
children are required to attend 6 years of primary school, followed by 3 years of
intermediate school, and 3 years of secondary school. Kindergarten (3-5 years old) is
optional. Because the number of state kindergartens is limited, private schools have

spread to this stage throughout the country.

All levels of basic education follow the national curriculum. Religion is taught
simultaneously with other subjects in Saudi Arabia, such as Arabic language, maths,
science, arts, and physical education, at all levels and is studied in five domains of: Tajwid
(Qur’an recitation), Tafsir (Qur’an commentary), Hadith (prophetic sayings), Figh
(Islamic jurisprudence), and Tawhid (Islamic creed). The study plan for all stages of
education, from primary education upwards, places great emphasis on the study of
religious studies and Arabic. These two disciplines form the main focus of weekly
sessions, and one of the main purposes is to instil “the correct Islamic creed” (primary

education), to work on “strengthening and advancing [the student’s...] Islamic character”
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(intermediate education), and focus on “strengthening [the student’s...] Islamic doctrine”

(secondary education) (UNESCO, 2010, p. 10).

In addition to the Arabic language studies, the teaching of English as a second language
was introduced from the age of 10 and was developed in parallel to Saudi Arabia’s
economic and general integration into the world system as it was considered a core skill
to enable educated individuals to obtain jobs (Faruk, 2013). However, Elyas and Picard
(2010) stated that many Saudis needed considerable encouragement to learn the language.
Faruk (2013) subsequently argued that Saudis consider English as a second language to
be a useful tool for progressing socially and economically and promoting Islam at all
levels, whether national or international, because it is an international language that is an

inevitable part of the 21% century’s globalisation.

Mathematics and science are also taught at primary and intermediate schools; at the
secondary level, both subjects are required in the first year and then become optional for
students starting in the second year. In light of the reforms in the education sector in Saudi
Arabia, the MoE recently concluded that it is important to measure students’ performance
in subjects like mathematics and science by participating in international tests, such as
the Programme for International Student Assessment (PISA), an international study by
the Organisation for Economic Co-operation and Development (OECD). PISA tests were
first administered in 2000 and are repeated every 3 years. These evaluate 15-year-old
students’ knowledge and skills in reading, science, and mathematics as well as financial
literacy and problem solving. Saudi Arabia first took part in these international tests in
2018, and the results were published in December 2019; thus, comparisons cannot be
made for past performances. According to the 2018 PISA results, Saudi students scored
lower than the average of other OECD countries in all aspects of the tests. In reading

literacy, the average in OECD countries was 487, compared to 399 for Saudi students.
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Saudi ranked third for having the largest difference between girls’ and boys’ performance
in reading, with girls performing considerably better than boys. Surprisingly, girls also
exceeded boys in both mathematics and science, traditionally perceived as male-
dominated subjects, contradicting the view that Saudi schools prepare girls for their future
roles as wives and mothers. However, the Saudi government implemented reforms in the
education sector, such as one example discussed in the following paragraphs, before ever

administering the PISA test.

To maintain the quality of education to compete in the world markets, the Saudi
government has made some notable reforms in the education sector. One example was
the secondary education improvement programme (Tatweer) for public education
proposed by King Abdullah Bin Abdul-Aziz in 2007. King Abdullah’s Public Education
Project (Tatweer) was a major landmark in developing education in the history of Saudi
Arabia. This project, introduced in 2007, was implemented in 50 schools in three major
cities, Riyadh, Jeddah, and Dammam, in 2011. The project is independent of the MoE
and is run by the Tatweer Education Company. It addresses problems related to curricula,
leadership, the education environment, and non-class activities (Saudi-US Relations

Information Service [SUSRIS], 2015).

The project adheres to the belief that the development of curriculum is a continuous
process because it has to meet the needs of the rapidly changing society while also
preserving the values and traditions. According to Wang (2014), the project focuses on
producing qualified teachers by managing training in two stages: pre-teaching training
conducted by the university and at-work training conducted by the employer. Similarly,
this project has focused on developing an appropriate teaching and learning environment
by defining the roles and responsibilities of different stakeholders of the education

institutes. Furthermore, to develop students’ interpersonal skills, it has emphasised out-
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of-the-classroom activities like sports, tours, and participation in social activities

(Wiseman, Alromi, & Alshumrani, 2014). According to Alyami (2014), Tatweer schools

have served as a model for ensuring that all secondary schools employed a programme of

self-evaluation and planning, meaning that schools were obliged to carry out their own

assessments and plan developmental activities to uplift their educational performance.

The project was implemented with the following principles in mind (King Abdulla Project

for Public Educational Development, 2011):

Excellence for all: This principle focuses on realising the full potential of every
child together with the achievement of excellence in teaching through teacher

development.

Commitment from everyone: This principle emphasises increasing commitment
from school staff to believe in a mission, adhere to specific values, and strive to

achieve objectives.

Accountability for all: By giving individual responsibilities for their performance,
the school management becomes responsible for reinforcing and modifying

behaviour in relation to employees’ quality of performance.

Professionalism from everyone: This principle promotes professionalism by
emphasising staff practices based on knowledge-driven and sensible decisions

informed by scientific theories.

Transparency and clarity: By promoting transparency and clarity across the
school system by demonstrating performance levels to stakeholders (e.g., parents
and other interested parties), this principal strives to make the education system

fair and transparent.
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Although Saudi Arabia has implemented ambitious educational reforms, it is difficult to
discuss the effectiveness of these reforms due to the scarcity of empirical evidence. A
study that focused on the success of Saudi educational policy and reforms was conducted
by Alyami (2014). The main aim of her study was to identify the perceptions of
headteachers toward Tatweer secondary schools. Alyami (2014) adopted a qualitative
approach, using interviews and focus groups with schools’ headteachers in three Tatweer
schools in Riyadh, and concluded that the Saudi education system has started to introduce
many shifts through Tatweer schools, such as the decentralisation of decision-making,
team learning, open schools, and the promotion of partnership with society. These shifts
have positively impacted students’, teachers’ and parents’ attitude as well as students’

outcomes and academic achievements (Alyami, 2014).

2.8 Ministry of Education

The MoE is the main government entity in charge of education in the Kingdom of Saudi
Arabia. It is responsible for providing free education for all Saudi citizens and residents.
The Saudi government has allocated more than 20 percent of their fiscal budget to the
educational sector (Ministry of Finance, 2020). The MoE oversees a range of educational
institutions, including girls’ and boys’ public education, private education, and Holy

Quran study schools.

Between 1960 and 2015, girls’ education and higher education were managed by separate
educational institutions: the General Presidency for Girls’ Education (GPGE) and the
Ministry of Higher Education. In 2003, the GPGE was dissolved, and its functions were
transferred to the MoE (Hamdan, 2005). Meanwhile, the Ministry of Higher Education
merged with the MoE in 2015, making the MoE responsible for managing, planning, and

coordinating higher education services across the country (Ministry of Education, 2015).
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The education system in Saudi Arabia is highly centralised as the responsibility for
decision-making is maintained by the MoE, which has complete control over funding,
employment of staff, and curriculum content. In addition, the MoE is solely responsible
for passing laws and regulations relating to education. The education system consists of
other authoritative bodies responsible for delivering and implementing educational
policies in the kingdom. Cities in Saudi Arabia are divided into several educational
districts depending on their size. Each district is allocated two Education Departments:
one responsible for boys’ education and the other for girls’ education. Both of these
departments act as the link between schools in their assigned district and the Ministry.
The Education Department of the region oversees the Administration of the Educational
Supervision, which is mainly responsible for inspecting schools in their assigned region
in order to evaluate their performance. Similar to the region’s Education Department, the
Administration of the Educational Supervision is also segregated to meet the educational
needs of boys and girls. Due to the MoE’s autocratic nature, few decisions can be made
independently by those employees working in regional Education Departments and the
Administration of the Educational Supervision; therefore, all decisions, however routine,

need to be reported to the Ministry for confirmation.

2.9  Selecting and appointing new headteachers in Saudi Arabia

Concerning the process and mechanism of the nomination and appointment of the new
headteachers, this study relies on the instructions and circulars issued by the MoE in this
regard—mainly, the ministerial circular No. 34/2Q/1T, dated 13/02/1429 AH
20/02/2008 AD, entitled “Rules and Procedures of Headteachers and Deputy

Headteachers in Girls’ Schools” (Ministry of Education, 2008). According to this
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circular, in the state girls’ schools, the following are the minimum requirements for

candidates for headteacher and deputy headteacher positions:

1.  The candidate must have a bachelor’s degree. However, candidates who have a
diploma from intermediate colleges or a certificate from female teachers’
training institutes will be eligible only for the head and deputy headteacher

positions of kindergarten and primary schools in villages and rural areas.

2. Candidates for a deputy headteacher post must have four years’ experience as a
teacher, and candidates for a headteacher post must have two years’ experience

as a deputy headteacher.

3.  Candidates must have an evaluation of excellent performance for the two years

preceding application for the position.

4.  Candidates must not have received any administrative penalty within the three
years before applying for the position. Also, candidates must not be a part of or

the subject of any ongoing administrative cases or investigations.

5.  Candidates must have the ability to use computers.

6. Apart from maternity and bereavement leave, a candidate’s total days of

absence during the last two years must not exceed:

a. 60 days with approved excuse;

b. 60 days of exceptional leave; and/or

c. 10 days without an excuse.

However, the circular stated that, in cases when no one meets all or some of these

requirements, which could be the case for posts in rural and remote schools, the
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Headteacher/Deputy Headteacher Appointments Committee must choose the closest
candidates who meet these conditions. The reasons for this shall be recorded the
committee’s meeting report and shall be a provisional procedure until a qualified

candidate becomes available.

The Headteacher/Deputy Headteacher Appointments Committee is a recruitment
committee in each education office that is responsible for following up on the
appointments of new head and deputy headteachers and ensuring that the candidates meet
the conditions stipulated in the circular. This committee is headed by the head of the

Education Office, and its members include the following:

The assistant of the School Administration Unit

The head of the School Management Unit

The head of the Teachers Affairs Unit

Three supervisors from the Education Office

Regarding the Education Offices, cities in Saudi Arabia are divided into several
educational districts depending on the size of the city. Each district follows an education
office, and all educational offices are controlled by the Administration of the Educational
Supervision, which in turn follows the Education Department of the Region, which also

operates under the umbrella of the MoE, based in Riyadh, the capital of Saudi Arabia.

The same circular stipulates the steps to be followed when applying for headteacher and

deputy headteacher positions as well as the nomination procedures:

e The main Department of Education in each region should issue an announcement

at the beginning of each academic year, explaining the terms and conditions of
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the nomination and asking those who wish to work as a headteacher or deputy
headteacher to fill out a nomination form.

The nomination could be made by the nominee’s school headteacher or the school
administration supervisor; however, the nomination form must be filled out by
the candidate herself. All teachers who meet the nomination conditions have the
right to nominate themselves and fill out the form.

The schools’ headteachers and administration supervisors fill out the Deputy
Headteacher Assessment Form for all nominees to work as a deputy and the
Headteacher Assessment Form for all candidates to work as a headteacher.

The School Management Unit in the district Educational Supervision Office
examine all applications, ensuring that all candidates meet the nomination
conditions, and make a database record of candidates renewed (annually).
Personal interviews with deputy headteacher candidates are conducted by the
Headteacher/Deputy Headteacher Appointments Committee.

Headteacher and deputy headteacher candidates are compared according to the
post requirements and ranked in descending order in the candidate database.

The candidates will be distributed to schools according to needs and desires and

the decisions of the Headteacher/Deputy Headteacher Appointments Committee.

Following the completion of the nomination process, the Education Offices submit a list

of candidates that they believe are best suited for the role to the Administration of the

Educational Supervision for approval. The final list is then sent to the head of the region’s

Education Department to issue the resolution appointment. After approval from the

Education Department of the Region, new headteachers start working at their schools and

will be offered training and qualification courses, which will be discussed in the next

section.
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2.10 Training and Qualifying Courses for New Headteachers (TQCNH)

Training and Qualifying Courses for New Headteachers (TQCNH) includes several
courses offered to newly appointed headteachers starting two months after the start of the
school year. The courses last from one to two days and are held during different periods
of the school year. These courses take place at the Education Offices and are offered by
the schools’ leadership supervisors. Examples of the provided courses include the

following:

e Strategic planning for school development

¢ Improving the quality of school leadership

e Applying regulatory and procedural guidelines

Unfortunately, the researcher was unable to obtain the content of these courses. The lack
of transparency might be due to regular policy changes that require new courses to be
arranged. Nevertheless, participant headteachers in this study commented on the
effectiveness of these courses in their preparation and professional development, as

discussed in Chapter V, Section 5.4.2, and Chapter VI, Section 6.3.2.

2.11 Summary

This chapter has discussed the current study in its international and Saudi contexts. The

key points of this chapter are summarised as follows:

(1) This chapter discussed five general characteristics of the Saudi Arabi context:

geographic, demographic, economic, political, and social issues.
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(i) It explored the relationship between the education system in Saudi Arabia,
namely the Ministry of Education, and the strong culture in Saudi society,

including tribal customs and traditions.

(ili)  The chapter reviewed the general history of education in Saudi Arabia and
specifically explored the history of girls’ education, including the cultural and

religious challenges affecting its development.

(iv) It presented the main objective of the “Educational Policy in the Kingdom of
Saudi Arabia” and the criticism it faced for being biased, especially towards

women.

(v) This chapter discussed the structure of the kingdom’s education system and
the national curriculum. It also outlined the structure of the Ministry of

Education and how it operates to fulfil its role.

(vi) Italso discussed important aspects related to this study—mainly, selecting and
appointing new headteachers in Saudi Arabia and training in-service

headteachers (TQCNH).

The next chapter explains the theoretical framework used in this study and reviews
literature from both Western and Saudi perspectives on educational leadership, leadership
development, and school culture. Consideration is also given to the transition to headship
and its impact on headteachers’ identity formation as well as challenges school

headteachers face.
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CHAPTER Il - LITERATURE REVIEW

3.1 Introduction

The main research question that this research aims to answer is: “To what extent is the
leadership development of female headteachers effective for those working in state
secondary schools (for female students 1518 years old) in Saudi Arabia?” In order to

answer this question, the following four sub-questions were developed:

RSQ1.  What encouraged secondary school headteachers to apply for headship?

RSQ2.  What leadership development opportunities did headteachers take
advantage of (i) before taking up the role of headship and (ii) while they

were in post?

RSQ3.  How effective was the headteachers’ transition when they moved from (i)
deputy headteacher to headteacher or (ii) classroom teacher to

headteacher?

RSQ4.  What were the main challenges that secondary headteachers faced during

early headship?

To address these questions, a literature review was conducted to determine researchers’
findings on this topic. This chapter consists of several sections. Section 3.2 focuses on
the theories related to this study, including constructivism, experiential learning, situated
learning and observational learning. Section 3.3 focuses on school culture. Section 3.4
discusses the importance of leadership and management in education and gives different
perspectives on both terms. The subsequent sections review literature on both Western

and Saudi perspectives on educational leadership (3.5), professional development (3.6),
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and leadership development (3.7), establishing working definitions of these concepts for
use in this thesis. Section 3.8 focuses on women and leadership in the education sphere
from a critical perspective, first examining Western-centric perspectives of women and
leadership, then women and leadership in the Arab context. Section 3.9 critically analyses
the effectiveness of the leadership preparation of women headteachers to determine if
preparation can be truly effective for women. Section 3.10 discusses the transition to
headship. It begins with an analysis of how people’s professional position affects their
identity and describes how a headteacher transitions from teaching to headship. The
discussion will then examine the factor of support when headteachers take up a headship
position and culminate in a review of motivation to change the professional identity by a
female teacher. Section 3.11 considers the challenges school headteachers face in their
early years in the position which includes: inadequate training, lack of support, resistance
to changing school culture, lack of purpose-built schools and weak school-home

partnerships.

3.2 Theoretical framework

This section discusses the theories used for this study. It covers the theory of
constructivism as a broader learning theory. However, it does not refer to behaviourism
and cognitivism, although these are two other broad theoretical frameworks related to
learning, because this research focuses on headteacher learning and development,
meaning it is about adult learning, not children’s learning. In relation to constructivism,
this chapter analyses other learning theories, including experiential learning (Kolb, 2015),

situated learning (Lave & Wenger, 1991), and observational learning (Bandura, 1977).
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3.2.1 Constructivism

Constructivism assumes that “the learner is much more actively involved in a joint
enterprise with the teacher and peers in creating (constructing) meaning” (Harasim, 2017,
p. 12). According to constructivism, adults learn by constructing knowledge and
understanding on their own, and both experience and reflection play a key role in
knowledge construction. Harasim (2017) also argued that human beings are active
creators of their own knowledge by reconciling their previous ideas and adopting new
information and experiences. Crawford (2014) explained that headteachers’ values and
beliefs, such as bringing positive changes to young people, are important in their
leadership roles. Constructivists accept the notion that people can change their ideas,
discard new knowledge based on their investigations, ask questions, assess what they
know, and negotiate what they know with others (Harasim, 2017). According to Jolliffe
(2017), constructivism views learners as actively engaged with problem solving in
meaningful contexts. She stated that constructivists equate “learning with creating
meaning from experience” (p. 41). These definitions, therefore, suggest that both

experience and reflection play an important role in constructing new learning.

One of the foundations of constructivism is Vygotsky’s theory. This research relies on
Vygotsky’s (1978) sociocultural theory. Vygotsky argued that learning is a social process
that takes place in a society or culture. He claimed that social interaction is essential in
cognitive development and proposed two levels of learning. The first level is the
interaction between the learner and people around him or her; the second is the learned
behaviour or knowledge being integrated into the learner’s mental structure (Vygotsky,
1978). From the sociocultural perspective to learning, the one who is preparing to lead
should receive opportunities for learning from an existing leader who helps the

prospective leader actively build process-based knowledge in practical ways (Kalainoff
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& Clark, 2017). This build-up of knowledge then needs to be challenged to achieve higher
levels of knowledge and skills. Vygotsky (1978) proposed the theory of the zone of
proximal development (ZPD), which suggests that a learner needs a more experienced
person to guide him/her in learning. Bruner’s scaffolding theory can be used to explain
an experienced person’s involvement when novice headteachers are taking up the role of
headship. Bruner (1966) argued that, when individuals learn new knowledge and skills,
they need active support from more experienced others. Therefore, the sociocultural
model of leadership development places a significant importance on communicative and

context-bound interactions between the learner and the current leader.

Constructivism, in its social form, can offer headteachers’ learning opportunities thanks
to its focus on interactions among other members of the teaching community. One
advantage of adopting this theory of learning is that it will encourage active learning
because constructivists view learning as an active process rather than a passive one
(Harasim, 2017). Active learning is defined as learning by doing something meaningful.
Bonwell and Eison (1991) defined active learning as an approach where “students engage
in activities, such as reading, writing, discussion, or problem solving, that promote
analysis, synthesis, and evaluation of class content” (p. 68). From an individual
constructivist perspective, constructivism encourages individuals to learn through
reflection (Bandura, 1986). Reflection on action can help headteachers think about past
experiences and learn from them (Burr, 2015; Pocklington & Weindling, 1996).
However, constructivists’ ideas of learning require practical work experience (Cakir,
2008), but in some situations, this may not be possible. For example, some teachers in
Saudi Arabia are promoted to headteachers fresh out of their formal education, without
having sufficient practical experience in the field. In such cases, learning from observing

role models (e.g., previous headteacher) may be more useful for prospective headteachers
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than learning through experience and active participation in decision-making at the
headteacher level. Learning from role models may help identity development, as
Kempster (2006) suggested. One example is copying the behaviours of a former
headteacher (Manaseh, 2016) (Section 3.10 discusses identity development in more

detail).

In the context of Saudi Arabia, this theory might be applied when preparing headteachers
for their headship role, especially with those who have already worked with experienced
headteachers. Both experience and reflection play an important role in improving the
quality of their new learning. However, in Saudi Arabia, not all headteachers have the
opportunity to work with an experienced headteacher. Alsharari (2010) found a lack of
experience in school leadership as some headteachers have been appointed to lead
schools without having sufficient practical experience in the field. In such a case, one can
argue that headteachers with no previous experience leading a school (e.g., being a deputy
headteacher) can learn from observing their role models and/or by experiential learning,

which will be discussed in the following section.

3.2.2 Experiential learning

Kolb (2015) advocated the term ‘experiential learning’, although many authors have
defined it. For example, Lewis and Williams (1994) offered the following definition of

experiential learning:

In its simplest form, experiential learning means learning from
experience or learning by doing. Experiential education first immerses
learners in an experience and then encourages reflection about the

experience to develop new skills, new attitudes, or new ways of thinking.

(p. 5)
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According to this definition, experiential learning may be built upon a constructivist
framework of learning. However, it is a simplistic generalised definition, not specifically
about leadership development among headteachers. In addition, Moon (2004) defined
experiential learning by the qualities it provided to learners; yet once more this definition
was not specific to headteacher learning and development. Moon (2004) argued that
successful experiential learners have a high level of willingness to change, alter, and
reorder their initial learning and conceptions. Experiential learning also allows them to
reason for themselves to explain their purpose with the learning tasks and apply self-
management skills that are necessary to perform successfully within their workplace both
individually as well as in a group. However, as Day (2005) argued, contexts and
circumstances may have an impact on an individual’s experience that may be considered
learnable. For example, when a headteacher repeats the same activities for a number of
years, this might not lead to further learning as the work is repetitive. Lastly, “experiential
learners are in control of their voice” (Moon, 2004, p. 163), which means that they are
aware of the role of emotion during their learning process (Moon, 2004; O’Brien,

Plotnikova, & Mills, 2013).

In contrast, Kolb (2015) defined experience learning as a cycle with four stages. The first
stage is concrete experience, during which a learner actively performs a task. In the
context of a school environment, headteachers may gain many concrete experiences, such
as talking to a parent about her child’s misbehaviour (Khalsa, 2007) or having an
exchange with a teacher who finds it difficult to control his/her students during a lesson.
The second stage in Kolb’s (2015) experience learning is reflective observation, whereby
the learner is consciously reflecting on his/her experience (Pollard, 2008). Using the
school context previously referred to, the headteacher may reflect on the exchange

between her and the parent. The third stage in Kolb’s theory is abstract conceptualisation,
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whereby the learner tries to form a theory or model of what is observed. Using the
previous example, the headteacher may conceptualise a new way of doing things using
the exchange he/she had with the parent. The fourth stage of Kolb’s theory, active
experimentation, occurs when the learner plans how to test what is learned from the

experienced events and observations made (Cameron & Green, 2017).

Kolb’s (2015) experiential learning theory focuses on adult learning. According to Kolb
(2015), mature learners can benefit greatly from experiential learning because it offers
them the motivation they need through contextualised learning. For this reason, it has
many benefits for teacher development as it encourages learning through practical
experience. This aspect can improve motivation to learn because practical work gives
meaning to the learners (Kolb, 2015). In addition, experiential learning can provide
opportunities for those people who find formal training difficult or unaffordable and are
in need of a different method to learn to be successful in their careers. Experiential
learning has been applied widely in Saudi Arabia due to the lack of formal training
opportunities (e.g., training courses, shadowing and mentoring) offered to novice female
headteachers (Alsharari, 2010). Therefore, one can argue that if a headteacher does not
have experience in leadership and has not had formal opportunities for preparation and

development, he/she will often rely to learning through experiential learning.

Another problem with experiential learning is that it ignores social and institutional
factors in learning situations. In Saudi Arabia, schools are run according to the policies
and rules set out by the central government, and major decisions are taken by the MoE.
In such situations, experiential learning alone would not be enough for teachers, deputy
headteachers, and headteachers. Therefore, other forms of learning are needed for

headteacher development.
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3.2.3 Situated learning

Lave and Wenger (1991) argued that learning is situated, which means that learning is
built-in within culture, context, and activity. Thus, this model of learning is relevant to
adult learning and learning in the workplace (e.g., schools and colleges). Situated learning
is more informal, occurring through social interactions rather than planned and structured
learning. Thus, this approach is based on self-motivation (Gkorezis & Kastritsi, 2017)
and authentic and meaningful learning for learners (Wang & Noe, 2010). These authors
argued that knowledge must be imparted in authentic contexts where learners participate
in practical experiences. However, many formal education programmes, such as
undergraduate and postgraduate courses, do not offer such opportunities to gain practical
experience (Kempster, 2006). In these courses, learners often receive only theoretical
understandings of the area of study. Therefore, giving leadership responsibility to
headteachers before they take up the role is important because learning skills rely on the
work context. For example, headteachers can learn while leading their school, thereby
deliberately formulating the necessary plans to learn. This process of learning is known

as “legitimate peripheral participation” (Lave & Wenger, 1991, p. 98).

Lave and Wenger (1991) introduced the term legitimate peripheral participation (LPP) as
a central characteristic of situated learning. They defined LPP as “learners inevitably
participate in communities of practitioners and that the mastery of knowledge and skill
requires newcomers to move toward full participation in the sociocultural practices of a
community” (p. 29). This concept of learning suggests the need for learners to work with
more experienced members of a professional community in order for them to master new
knowledge and skills to become effective leaders in the future, as Coetzee (2009)
discussed. This may be more applicable when the school system is diverse and has

different perceptions of young people’s development (Ready & Wright, 2011).
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According to Lave and Wenger (1991), one of the advantages of the idea of LPP is that
it allows individuals to focus on how the relationship between those people who are
established in an organisation and newcomers, thereby contributing to the newcomers’
learning. It also provides a way to explain identities, activities, and communities of
practice (Lave & Wenger, 1991, p. 29). LPP may be more relevant when the school
system is described as being highly complex with a defined hierarchy (Morrison, 2008).
For example, a school is a community of practice in which newcomers can have social
interactions with much more experienced staff and collaborate with them in an
environment of situated learning. This involvement can help the newcomers develop
positive attitudes and their own ideas about what it means to be an effective headteacher,
a system of doing things, and behaviours that would increase their productivity and
performance. Although a novice teacher commences his/her work on the periphery of a
professional community, he/she can move to the centre of the community and become an
expert through active learning, engagement within the existing culture, and acquired

experience (Farnsworth, Kleanthous, & Wenger-Trayner, 2016; Lave & Wenger, 1991).

However, the theory of LPP was initially developed within a business context based on
the relatively few incidents of observable teaching, and it did not recognise learning
through imitation and observations (Savin-Baden & Wilkie, 2006). One can argue that
the claim that communities of practice can help newcomers become experts is not true in
all situations. For example, if the community is dominated by a single class of people, it
may be difficult for people from other backgrounds to become leaders (Park, 2015). In
the context of Saudi Arabia, although schools provide LPP for new teachers within
communities of practice, not all teachers gain sufficient knowledge and skills to hold

leadership positions. For this reason, a teacher who aspires to become a headteacher in
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Saudi Arabia needs to learn from other methods, such as observational learning and

formal learning.

3.2.4 Observational learning

Although constructivism does not consider learners’ behavioural changes, Bandura
(1977), a behavioural psychologist, introduced a theory of observational learning in
which he assumed that observations play a key role in behavioural change. Observational
learning is defined as learning through shaping, imitating, modelling, watching, and
vicarious reinforcement (Bandura, 1977). Bandura’s (1977) social cognitive theory
assumed that learning is a cognitive process, but Bandura did not deny the influence of
environmental and biological factors in human learning. He suggested four characteristics
of effective observational learning: attention (paying attention), retention (retaining the
information), reproduction (use the retained information), and motivation (self-
motivation to mimic the learned behaviour). Headteachers can use these four components
to develop their professional identities (Crow & Moller, 2017). However, Bandura’s
structure around learning through observation needs to be treated with caution because
the person being observed might not be characterising what “ideal” headteacher
personalities or characteristics are. Therefore, any individual observing a headteacher
needs to understand what key characteristics should be retained to become an effective

headteacher.

Observational learning gives many benefits to adults in an organisational context, such
as working in a school. For example, teachers can observe the headteacher as their role
model, whose performance has learning potential because teachers can reproduce the
observed behaviour in future practice (Bandura, 1977). Therefore, this approach can be

beneficial for headteachers through coaching (Connor & Pokora, 2012). Although this
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might be the case, there is little understanding about the effectiveness of observational
learning in enhancing task performance (Hoover, Giambatista, & Belkin, 2012).
Furthermore, it is not clear to what extent observers demonstrate behaviour in their
workplace that was learned from direct experience of their observation (Hoover et al.,
2012). However, according to Bandura (1977), when learners lack confidence in their
own abilities and are rewarded for imitating people in authoritative positions, they likely
learn new knowledge and skills through observational learning. In the context of Saudi
schools, one of the ways in which deputy headteachers learn leadership and management
skills is by observing how the headteacher runs the school. Indeed, teachers promoted to
headship with only a few years of teaching experience can lead their schools by observing

their headteacher as their role model.

A conceptual framework is just as important as a theoretical framework because it
discusses concepts that help achieve the research purpose. The main concept in this study
is leadership development and its link to other important concepts—mainly, leadership,
culture, and professional identity. Therefore, in order to frame this study, the ideas behind

these concepts will be discussed in detail in the following sections.

3.3 School culture

Fullan and Hargreaves (1991) defined school culture as “the guiding beliefs and
expectations” (p. 37) that can be seen from the way a school is run. It encompasses all
the values, basic assumptions, expected behaviours, and attitudes that can have an impact
on how the school functions. The primary aim of school leaders in the context of the
prevailing culture is to get staff members to accept a set of values and practice on a day-
to-day basis and develop a model shared by all. Not only does it help solve problems in

schools, but it also acts as a survival mechanism (Gruenert & Whitaker, 2015). Increased
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group cohesion, where every staff member agrees to carry out work in a certain way, may
improve the standard of school. On the other hand, if every staff member does not fulfil
her/his role, it is likely that nothing will be achieved; hence, school goals and objectives
will not be accomplished. Therefore, organisational culture, like culture in a school, is a
“collective programming of the mind which distinguishes the members of one

organisation from another” (Hofstede, Hofstede, & Minkov, 2010, p. 180).

Several types of school cultures may be identified. Bulach, Lunenburg, and Potter (2008)
suggested four different kinds of school culture: “the laissez-faire school culture, the
underperforming school”; “the traditional school culture, the low-performing school”;
“the enlightened traditional school culture, the above average-performing school”; and
“the high performing school” (p. 51). Creating a successful school is what a school leader
Is required to do because, as Gruenert and Whitaker (2015) argued, shaping an effective

and strong school culture is a primary responsibility of a school principal.

3.3.1 Cultural beliefs in Saudi Arabia

Saudi Arabia is a very conservative country, and changes to the society are introduced
very slowly. Unlike Western culture, Saudi school culture is highly influenced by Islamic
values and beliefs, which are shaped by Unitarism, obedience, and acceptance of power
differences (Long, 2005). Saudis believe that their lives should be shaped by the teachings
of the Quran and the sayings and life examples of the Prophet. Islam is their religion and
their way of life (for more details, see Section 2.7). Wahhabism, the ideology that informs
the way of life in Saudi Arabia, does not allow for the mixing of sexes; thus, gender
segregation occurs within Saudi society. This segregation has led to the formation of
single-sex schools for girls and boys. Women cannot work in boys’ schools, nor can men

work in girls’ schools (Hamdan, 2005). Although more women graduate from universities
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than men in Saudi Arabia, only a fraction of women are actively participating in the

labour market (Alsharari, 2010).

The conservatism existing in Saudi society forces individuals to be committed to the
traditional values and beliefs; consequently, Saudis are cautious about innovation, new
ideas, and change. Such trends in Saudi Arabia might be reinforced in a centralised
education system. According to Alzaidi (2008b), the Saudi school system is a centralised
one, and school headteachers have no options but to follow instructions from the top.
Thus, school headteachers have a very limited opportunity to change policies and

practices within a school.

Saudi Arabia is generally a collectivist society, which means that people have a strong
commitment to family. Saudi society is close-knit, consisting of extended family
relationships. The national culture is reflected in how parents behave towards school
activities. Alotaibi (2016) discussed cultural problems’ impact on schooling in Saudi
Arabia. According to Alotaibi, parents are very uncooperative when it comes to talking
about their children’s problems due to cultural issues. The confidentiality of students’
problems becomes significant because of close ties, familial bonds, and tribal traditions.
These values make it difficult for having a close relationship between parents and
teachers, especially with expatriate teachers as suggested by Lewis and Murphy (2008).
Lewis and Murphy (2008) also claimed that successful principals are those who establish
a close link between the local community and the school. The importance of building and
maintaining a close relationship between parents and local communities was stressed in
Dougill, Raleigh, Blatchford, Fryer, Robinson and Richmond ’s (2011) study conducted
in England. They visited a number of schools which had moved from good to outstanding
in order to gain the perspectives of headteachers and other staff at these schools in relation

to the period when the schools made this shift.
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School reform literature suggests that there are many areas in which Saudi schools should
change in order to improve the delivery of quality education in Saudi Arabia. In her four
areas of school development, Alyamani (2016) suggested two key areas: maintaining
school-family partnerships and focusing on professional development. Increasing the
learning opportunities for both students and teachers and creating school culture as a
professional body of learning have been discussed in many school improvement studies,

such as the study conducted by Dougill et al. (2011).

3.3.2 Saudi school culture

If Bulach et al. (2008) typology of school cultures, discussed in Section 3.3, were to be
used to characterise the culture of Saudi schools, then it would not be uncommon to find
“the traditional school culture, the low-performing school” (p. 51). According to
Alammar (2015), the quality of teaching and learning in schools is a major concern in
Saudi Arabia; therefore, there is a public demand to improve the quality of education to
reach an acceptable level. Not only does the examination-promotion culture get the blame
for the poor performance, but the leadership models of school headteachers have also
been in the spotlight of many academic discussions. Alammar (2015) further argued that
students should pass certain examinations in order to be promoted to the next grade, and
teachers’ effectiveness should be determined by students’ results in these examinations.
Therefore, teachers’ main concern is to prepare students for their examinations,
transmitting information and encouraging students to memorise the contents for the
exams. The emphasis on memorisation and exam-based teaching leads teachers to use
teacher-centred method of teaching rather than other teaching approaches, including

active learning, explorative learning, and student-centred learning.
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In contrast, an effective school culture is characterised by many qualities that are different
from examination-oriented and teacher-centred teaching practices. In their study, Purkey
and Smith (1983) identified seven significant characteristics of successful schools:
curriculum-based school leadership; supportive school climate; a focus on teaching and
learning; high expectations for children and clear goals; an effective system for
performance and achievement monitoring; continuous teachers’ professional
development activities; and a high level of parental support and involvement. Rowe
(2007) found that quality-focused school culture plays a significant role in school

effectiveness. He stated that:

effective schools are characterized by an ethos or culture oriented
towards learning, expressed in terms of high achievement standards and
expectations of students, an emphasis on basic skills, a high level of
involvement in decision-making and professionalism among teachers,
cohesiveness, clear policies on matters such as homework and student

behaviour. (p. 65)

Therefore, there is an urgent need for Saudi schools to embrace a school culture that
places learning at its heart and create a learning organisation as a priority of school

leadership.

3.3.3 Emerging school cultures in Western countries

In direct contrast to the centralised system in Saudi Arabia, Western school leaders aim
to develop a collaborative school culture (Leithwood, Harris, & Hopkins, 2008; Waldron
& McLeskey, 2010). Recent research has suggested the need for schools to reform to
incorporate the idea of collaborative culture (Waldron & McLeskey, 2010). In such

cultures, the principal’s main role is to provide direction for the members of a school and
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develop a system of participative decision-making. According to Waldron and McLeskey
(2010), this participatory approach ensures that school staff are involved in school
improvement efforts and share the leader’s vision—that is, to put energy and resources
into improving teaching practices and student attainment and achievement. Leithwood et
al. (2008) argued that, if school headteachers want their schools to be successful, they

should believe that it is important to focus on improving teaching and learning.

Furthermore, Hoy and Miskel (2008) pointed out that school development efforts require
shared learning and collaboration. According to Hoy and Miskel (2008), attention has
been focused on promoting school achievement in schools with a strong culture in which
teachers collaborate with the school. Indeed, many studies (e.g., DuFour & Marzano,
2009; Wilhelm, 2010; Williams & Rutter, 2015) have found that a collaborative school
culture has a strong positive impact on school achievement. In addition, collaborative
culture is relevant to the current study as it promotes school staff members’ learning and
professional development, which is important for school leadership development (Hoy &
Miskel, 2008). Waldron and McLeskey (2010) pointed out that school leadership must
use different methods of professional development to help teachers improve their
teaching practices as well as be identified as effective teachers. This identity may help
them to stay in the teaching profession and continue to learn to provide the quality

education that society demands from them.

Moreover, creating a collaborative school culture means increasing teachers’
accountability in terms of raising the quality of teaching and learning (Alammar, 2015).
This requires sharing responsibilities among the members of the school community;
creating such a school culture will require the school headteacher to apply a distributed
leadership approach. Sharing leadership roles or distributed leadership has recently

received significant attention in school leadership literature. For example, in his study,
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Harris (2010) argued that the potential exists for headteachers to adopt distributed

leadership in order to bring about improvements and changes to schools.

School culture or ethos refers to the way a school conducts its teaching and learning
process, and it has been found that school cultures that put learning at the centre of their
existence are more likely to be effective in terms of achieving their goals. A strong school
culture promotes student-centred learning, has high expectations of students, aims to
create a positive learning climate, and gets support from parents and local communities.
However, the existing literature suggests that Saudi classrooms are teacher-led, and the
teachers’ main concern is to prepare students for their examinations. Therefore, there is
a need for schools to adopt a more collaborative school culture in which there is a focus

on learning and professional development.

34 Importance of leadership and management in education

The terms leadership and management are key subjects of debate in the area of education
(Perez & Barkhurst, 2012), despite the fact that various scholars have defined their
importance differently. However, it is imperative to note that the majority of scholars
have highlighted the importance of both leadership and management qualities in
headteachers. Furthermore, these qualities are interconnected. For example, Staveley
(2004) stated that more than 500 definitions of the term leadership exist. Northouse
(2018) explained both terms from a complementary perspective because leadership

involves coping with change while management entails dealing with complexity.

In the absence of leadership, it is almost impossible for a headteacher to bring about
innovation in the education. Managers often try to maintain the status quo because they
want to avoid any risk or change, but leaders do not necessarily fear change (Gulati,

Mayo, & Nohria, 2016). According to Bush (2010), effective management and leadership
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are fundamental elements used to develop an outstanding level of education. In order to
deliver high-quality education, most education institutions in different countries focus on
developing headteachers’ leadership and managerial attributes (Maak & Pless, 2006).
Headteachers are the managers or leaders whose decision-making quality as well as
ability to formulate and implement strategies play a key role in the course of exploring
the optimum potentiality, increasing the commitment and enhancing the performance of

teachers and other staff (Bush, 2008).

As Bolman and Deal (1997) noted, educational management and leadership are areas of
conceptual pluralism, meaning they encompass a number of opposing viewpoints that
have led to a great deal of debate with regard to the precise nature of the field. Bush
(2010) asserted that the field of educational leadership and management must concern
itself solely with the aims of education, but it needs to continue to learn from other
settings. The aims of education must deliver a vital sense of direction to reinforce
educational management. If there is no clear and umbilical connection between aims and
management, Bush (2010) insisted, there becomes a risk of managerialism, leading to “a

stress on procedures at the expense of educational purpose and values” (p. 40).

Compared to leadership, which focuses on the capability of a leader to influence and
motivate others to achieve the organisation’s goals, management is mainly associated
with technical issues and implementation (Bush, 2010). West-Burnham (2014) referred
to management as pertaining to the operations, practice, and realistic nature. Although he
highlighted how leadership rather than management is being emphasised, he nonetheless
stressed the importance of the latter, describing it as an “essential element in any
organisation’s effective functioning” (p. 1). For West-Burnham, the area of leadership
can be “muddied” by issues such as the nature of relations, the clarity of purpose, and

varying levels of commitment to change.
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West-Burnham (2014) insisted on the importance of achieving a good balance between
the practices of leadership and management, asserting that both an educational institution
that has outstanding management but weak leadership and one that has exceptional
leadership but poor management will be dysfunctional; thus, headteachers must give
equal value to management and leadership if they want the educational institutions to
function properly to achieve their aims. “Leading and managing are distinct, but both are
important... The challenge of modern organisations requires the objective perspective of
the manager as well as the flashes of vision and commitment wise leadership provides”

(Bolman & Deal, 1997, pp. xiii—Xiv).

According to Thrupp and Willmot (2003), the distinction is not between management and
leadership, but rather between two different forms of leadership: critical and uncritical
leadership. Thrupp and Willmot (2003) defined critical leadership as involving
independent, critical thinking whereas uncritical leadership involves dependent,
uncritical thinking. Independent critical leaders provide constructive, innovative, and

creative criticism while an uncritical dependent leader only follows orders from above.

Headteachers play a major role in educational institutions, providing high-quality
education. According to Waters and Marzano (2006), educational leadership is associated
with the essential processes of change. In addition, Bush (2010) explained that it evolved
along with the fulfilment of aims, objectives, and values of the human beings. According
to West-Burnham (2009), in order to deliver quality education, headteachers need to not
only manage their institutions effectively, but also demonstrate leadership qualities. He
explained the possible reasons for this specific emphasis. Reiterating Waters and
Marzano’s association between leadership and change, he insisted that “we need leaders

because we need to change” and further asserted that “the transition from good to
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outstanding cannot be managed; it has to be a process that is led” (West-Burnham, 2014,

p. 4).

According to Ball (1987), headteachers manage schools in different ways as some rely
on their own leadership perspectives whereas others focus on their bureaucratic
responsibilities. For example, in the UK, decision-making tends to be the headteacher’s
prerogative; however, in Denmark, decision-making is a fully democratic process in
which all teachers participate (Riley & Louis, 2013). Yet education leadership roles at
school have been changing considerably across the world (Khalsa, 2007) due to specific
national and cultural values; thus, no leadership model can be generalisable everywhere

(Brundrett, Burton, & Smith, 2003).

However, scholars have identified some generalisable roles, tasks, and training needs of
the headteachers in order to develop effective leadership and managerial qualities. For
example, Bolam, McMahon, Pocklington, and Weindling (1993) researched 57 schools
in England and Wales and found several common features among headteachers, such as:
values, purposive leadership by headteachers, strong, broad agreement, mission and
policies and consistency between headteacher and teachers on school goals. Kotter (1990)
argued that leadership qualities have consistency everywhere, yet there are several other

constraints, so these qualities alone do not ensure the quality of education.

3.5  Educational leadership

This section reviews literature on both Western and Saudi perspectives of leadership. De
Jong and Den Hartog (2007) defined leadership as “the process of influencing others
towards achieving some kind of desired outcome” (p. 44). As there is no universal
definition of leadership, this study used Northouse’s (2018) definition: “Defining

leadership as a process means that it is not a trait or a characteristic that resides in the
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leader, but rather a transactional event that occurs between the leader and the follower”
(p. 6). This part of the literature review, however, aims to understand leadership
differences, if any, between the common characteristics of Western leadership behaviours

and Saudi perspectives on leadership roles.

3.5.1 Western perspectives on educational leadership

Much of the research on leadership has been influenced by Western perspectives of
leadership (Eddy & VanDerLinden, 2006). In the context of education, different models
of leadership exist, including transactional leadership, transformational leadership, and
distributed leadership. Miller and Miller (2001) defined transactional leadership as
“leadership in which relationships with teachers are based upon exchange for some
valued resource. To the teacher, interaction between administrators and teachers is
usually episodic, short-lived and limited to the exchange transaction” (p. 182).
Meanwhile, Avolio, Walumbwa, and Weber (2009) defined transformational leadership
as “leader behaviours that transform and inspire followers to perform beyond
expectations while transcending self-interest for the good of the organization” (p. 423).
A simple definition for distributed leadership, in the context of school leadership, is that
distributed leadership gives leadership roles to other individuals and groups (power
sharing) in school management, beyond those in formal leadership positions (Harris,
2011). Harris defined it as “leadership shared within and between schools” (p. 16). The
inclusion of all these different types of leaderships in leadership discussions suggests that
there is no one best leadership model when it comes to exerting influence on staff in a
school. Leadership is all about an “act of motivating people to act by non-coercive
means” (Amagoh, 2009, p. 989). Therefore, the leadership model a school leader adopts

matters.
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Western school leaders achieve a higher level of motivation through innovation,
responding to changes in society, focusing on high performance, and creatively meeting
the existing challenges (Amagoh, 2009). Western leaders aim to adapt to transformative,
situational, and democratic leadership models (Ivey & Kline, 2010). For example, in their
Canadian study, Ivey and Kline (2010) found that the frequency of transformative
leadership behaviour increased as employees advanced their job ranks. The main reason
for this is because transformational leadership promotes a positive relationship to
employee satisfaction in an effort to increase motivation, commitment, and, hence,

employee performance.

How staff are motivated in the workplace is also influenced by their national culture
(Hofstede et al., 2010). According to Hofstede et al. (2010), the leadership ideas
developed in Western countries derive from their individualised culture. Thus, in many
Western countries such as the USA and UK, the relationship between employee and
organisation is based on mutual benefits rather than on unquestionable loyalty due to
family connections. Jogulu (2010) found significant differences between cultural groups
and leadership models. The study found that individualism was linked to transformational
leadership. Jogulu’s (2010) study also found that transactional leadership was associated
with Malaysian managers whereas Australian managers preferred transformational
leadership to transactional leadership. Therefore, research has confirmed some variations

of leadership models between Western and Asian countries.

Day, Sammons, Hopkins, Harris, Leithwood, Gu, and Kington (2009) conducted studies
related to the impact of leadership systems on UK school capacity and argued that
leadership systems are of little consequence to overall school performance and learner
attainment. They suggested that leadership indirectly impacts only 5 to 7 per cent of

school learners when their final grades are considered. However, they also determined
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that the divergent school structure that operates in the UK results in around a quarter of
all learners being directly affected, both positively and negatively. Presumably, therefore,
the first figure offered relates directly to mainstream educational services overseen by
professional quality bodies (e.g., College of Teachers [CoT] and Institute of Leadership
& Management [ILM]). Nevertheless, they recognise that quality bodies consider that
leadership systems directly impact around a third of all learners when they are seeking to
attain to their optimum potential. This issue aside, Leithwood and Riehl (2005) believed
that a number of changes have occurred within the strategic management aspect of
education, which has affected the leadership issue in schools. Indeed, the premise that
Leithwood and Riehl (2005) suggested that the divergences that exist between schools
and quality inspectorates indicates that there is a general misunderstanding over what
constitutes as a leadership practice and what is managerial. The blurring of these issues
has been reflected via recent change management processes intended to support the shift

towards multi-agency practices.

Leithwood and Riehl (2005) believed that the diffuse nature of school leadership
scenarios and guidance systems is being undermined by a failure to coherently understand
the subtle differences that exist between the concepts of leadership and management.
They cited four policy directives that promote this perspective. The first of these relates
to the issue of building a vision as well as setting direction. Here, the underlying issue
can be considered in terms of leadership being used in change management. This issue
“carries the bulk of the effort to motivate leaders’ colleagues and is about the
establishment of shared purpose as a basic stimulant for one’s work” (Leithwood & Riehl,
2005, p. 24). Second, the issue of understanding and developing people can now be
discussed. Leithwood and Riehl (2005) argued that the issue should be seen as a

leadership issue, but confusion emerges between the concepts of leadership and
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management, materialising in policy documentation. Here, the main aim of those
developing their leadership is to encourage professional development and improved skill
sets so that practitioners can realise a number of organisational goals via increased
commitment, personal practitioner and school capacity, and resilience. Third, the
processes that encourage the redesigning of an overall organisation are indicative of
change management and are a mainstay of managerial aspects. Within this area of
concern, a number of specific practices are intended to develop decent working
conditions that help practitioners manage their professional motivation as well as their
commitment and professional capacities. Finally, Leithwood and Reihl (2005) argued
that managing a teaching and learning programme is not a leadership task but a primary
managerial task. The reason for this is that redesigning the organisation is, again, a change
management system. In addition, a number of specific practices have been cited to realise
this policy aim, including fostering organisational stability and strengthening the school’s

infrastructure.

3.5.2 Saudi perspective on educational leadership

Despite the numerous studies on leadership models, educational leadership literature
related to Saudi is scarce (Khalil & Karim, 2016). However, the available literature
suggests that the leadership models being used by single-sex schools in Saudi Arabia are
similar to those of Western schools. For example, in her study, Taleb (2010) interviewed
some female heads of single-sex schools in Saudi Arabia to determine the relationship
between gender and female leadership models. In her qualitative study, Taleb (2010)
interviewed seven females who were in senior management of single-sex schools. After
analysing the data collected from the semi-structured interviews, Taleb (2010) found that

female headteachers in the case study were inclined to use “stereotypical attributes of
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female qualities of leadership” (p. 287). In addition, the study revealed that female school
headteachers preferred to use interpersonally oriented models, including democratic and
transformational leadership models instead of task-oriented, transactional, and autocratic
leadership models. Therefore, Taleb (2010) concluded that leadership models adopted by
female headteachers in Saudi single-sex schools, to a considerable extent, had become

the common model.

Similarly, Wirba and Shmailan’s (2015) quantitative study found that most Saudi leaders
in educational institutions (universities) used transformational leadership, followed by
transactional leadership. The laissez-faire style was the least practised leadership model
within the education system (Wirba & Shmailan, 2015). Therefore, the most recent
evidence in educational leadership in Saudi Arabia suggests that Saudi leaders prefer
similar leadership models to Western models of leadership. Nevertheless, leadership
literature concerning the common leadership models adopted by Saudi leaders in the
1990s suggests that they used an autocratic leadership model to become authoritative
when leading people to achieve their personal interests (Malaika, 1993). This change

might reflect the impact of globalisation on education.

Furthermore, a review of Saudi philosophical approaches to educational leadership
indicates that those issues undermining the potential for improved leadership
programmes relate directly to issues of job satisfaction. Abubakar and Musa (2015)
agreed with this issue and framed a recent debate about educational leadership within the
realms of job satisfaction. In this regard, Abubakar and Musa (2015) also argued that, as
within the UK educational arena, headteachers need to wear a number of ‘hats’
simultaneously, including manager, politician, leader, supervisor, mentor, and advocate.
Indeed, Mathis (2010) noted that female headteachers possess an unusual amount of

responsibility as these roles also require responsibility over safety issues and managing
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issues raised by the MoE and public opinion. For Mathis (2010), these issues are not
factors within the working roles undertaken by their male counterparts. However, as in
Western contexts, specifically UK educational circles, a number of criteria are not
specifically related to the concept of leadership. Again, there is a blurring between this

concept and the issue of management.

Alhammad (2000) discussed the blurring of leadership and management in Saudi Arabia.
He believed that a number of issues exist between those in managerial, leadership, and
supervisory positions when compared to those who operate in the classroom. Alhammad
(2000) considered this issue to be a factor in the low levels of job satisfaction that
arguably exist within female school establishments in the country. In effect, one can argue
that a number of structural issues undermine the educational efficiencies in Saudi Arabia.
Indeed, a contemporary review of Saudi educational practices dominates arguments over
the delivery of curricular activities that relate to the delivery of religious-based, or -
focused, education as a prelude to the creation of a structured and ideal society. Al-
Mughaidi (1997) and Al-Qurashi (1994) highlighted these issues, which remain an
ongoing issue for Abdulkareem (2010), who believed they are pertinent when local
school performance and capacity are considered. In effect, a number of structural issues
are in play in the local Saudi educational system. Thus, Abubakar and Musa (2015)
argued that nearly 40 per cent of female headteachers are dissatisfied with their working
conditions, thereby implying that job satisfaction levels are a mitigating issue for school

leadership promotion.

Abdulkareem (2014) believed that current supervisory practices undertaken within the
local Saudi education sector are rooted within guidance systems that see tradition and
personal perspectives as more important than the promotion of ideas accepted in the

academic literature when deciding upon the progression of educational programmes. This
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assertion arguably undermines the potential for the creation of a defined curricular
programme, as per the body of knowledge intended to encourage learner development
(Abdulkareem, 2014). He further argued that approximately three quarters of all Saudi
schools do not possess clear strategic guidelines or policies for developing their schools
via enhanced teacher training programmes. This perspective is also indicative of a long-
term failing in the local educational sector, which Almakushi (2003) had earlier been
critical of. However, Almakushi (2003) argued that, although it was feasible that
educational situations possessed the potential to differ between schools and regions,
virtually all members of staff, at all levels, continued to carry out similar tasks in their

day-to-day practices, as per MoE guidelines.

Therefore, leadership issues exist in the Saudi educational environment that are
structurally inadequate when considering educational attainment aspirations. However, a
framework exists for developing a coherent school leadership and management structure
capable of addressing these issues. This section has assessed that the issues that do
undermine local educational systems (i.e., blurring of leadership and management, lack
of job satisfaction, structural issues and supervisory practices) tend to result in poor
leadership capabilities. These low capabilities also affect performance and job

satisfaction. In order to address these issues, reform is considered vital.

3.6  Professional development

There is a general consensus in the literature that high-quality teaching necessitates
knowledgeable, qualified, and skilful teachers (Day & Sachs, 2004). Scholars such as
Biancarosa, Bryk, and Dexter (2010) have highlighted the fact that promoting quality
education in school is concomitant with the professional development of teachers because
professional development is conceptualised as “an essential component for creating a

positive impact on their pedagogy and teaching practices” (p. 7). Kennedy’s (2007) stated
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that professional development activities are a vehicle for encouraging career promotion
as more skills can be gained through both formal and informal training. The working

definition for professional development in this thesis is as suggested by Day (2002):

consists of all natural learning experiences and those conscious and
planned activities which are intended to be of direct or indirect benefit
to the individual, group or school, which contribute, through these, to the
quality of education in the classroom. It is the process by which, alone
and with others, teachers review, renew and extend their commitment as
change agents to the moral purpose of teaching; and by which they
acquire and develop critically the knowledge, skills and emotional
intelligence essential to good professional thinking, planning and
practice with children, young people and colleagues throughout each

phase of their teaching lives. (p.4).

Indeed, there is evidence that professional development can positively affect pedagogy,
curriculum, teacher—student relations, and teachers’ sense of commitment and
performance (Matsumura, Garnier, Correnti, Junker, & DiPrima Bickel, 2010; Pomerantz
& Pierce, 2013). Various models of professional development have been proposed in the
literature (e.g., situated learning, observational learning, coaching, and mentoring), each
with their merits and limitations. The following sections discuss these models first from

a Western perspective and then within the context of Saudi Arabia.

3.6.1 Professional development from Western perspectives

In the UK, for example, teachers can participate in various forms of professional learning
that enable them to develop as leaders from the beginning of their careers onwards. This
can take the form of an early professional development (EPD) programme which applies
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to newly qualified teachers (NQT) in their first year at a post and to beginner teachers
(BT) in their second and third years of teaching (Ashby, Hobson, Tracey, Malderez,
Tomlinson, Roper, & Healy, 2008). The form of continuing professional development

(CPD) activities which might include mentoring, coaching, classroom observation, etc.

Within the education sector, the CPD approach is indicative of the promotion of lifelong
learning and, with this, CPD assists with professionals, such as educational practitioners,
being given an opportunity to take control of their own professional careers. For the UK
government (DCSF, 2008), this approach is carried out in line with processes of the wider
assessment for learning (AfL) educational strategy. AfL, used with pupils, is an
educational learning approach whereby those who undertake continuous learning can be
offered a clear, although informal, progress report on their own attainment of personal
achievements, as well as help identify the areas in which practitioners are weak or
underachieving so that they can develop a more rounded approach to their professional
practice as part of an attempt to realise professional self-actualisation (DCSF, 2008). In
effect this approach offers a two-tier approach to the utility of CPD, in terms of both

professional and personal development.

Essentially, the UK’s approach to CPD can be considered as a tool for adding legitimacy
to the educational sector, as well as individual establishments and practitioners. The
approach comprises a system of building blocks that oversees and impacts upon
professional development and career progression; it is carried out because there exists an
amalgamation of educational practice capabilities and experience. There is a level of
importance offered to both formal and informal training as well as ongoing systems of
coaching and mentoring, but it is directly linked to the time afforded to actual professional
practice. The basic forms of leadership development for staff can be in terms of their

initial responsibilities (e.g., put in charge of teaching a subject; assessment in a key stage).
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These have a built-in requirement to work with other staff and engage in teamwork.

Indeed, this is where career progression can be realised.

Simos and Smith (2017) argued that “professional development must allow teachers to
focus on content and pedagogical knowledge, provide opportunities for real-time
implementation and develop important collaboration and reflection that lead to improved
teacher practice and student achievement” (p.2). In this sense, Lave and Wenger (1991)
stated that knowledge can be acquired in authentic contexts where learners participate in
practical experiences. In other words, situated learning occurs through social interactions
between the communities of practice within a cultural environment. Fullan (2007) argued
that schools are “learning organisations” not only for students, but also for teachers, and
he stressed the importance of interactions between the communities of practice within
and between schools. Therefore, learning takes place in authentic work-related contexts
rather than by attending a workshop or seminar (for more details on situated learning, see
Section 3.2.3). In keeping with this premise, situational learning techniques such as
instructional coaching have been conceptualised as crucial for teachers’ professional
development. Various studies have supported the idea that coaching is effective for
transforming teacher practices, thereby enhancing student achievement (Fletcher &
Mullen, 2012; Gupta & Daniels, 2012; Huston & Weaver, 2008; Stern & Brackett, 2012).
Indeed, “coaching provides opportunities for implementation of new instruction,
collaborative dialogue among classroom teachers, deep reflection, and constructive
feedback, all of which are proven to be successful in increasing teacher knowledge of
pedagogy and content” (Griffith, Ruan, Stepp, & Kimmel, 2014, p. 189). Although
Lofthouse, Leat, and Towler (2010) concluded that school headteachers need to give
more attention to coaching as it is one of the most cost-effective learning methods, one

can argue that coaching could also just be imitation without any real in-depth
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understanding of what is being coached or how the skill being coached might be effective.
In addition, an individual headteacher may not have observed good practices when
working with colleagues in the past (i.e., poor role models); consequently, she may start
acting in a far too authoritarian manner, which would not gain staff support. In addition,
any CPD involving coaching or mentoring relies on mutual trust being established,
although this might not always be possible due to personality clashes. Therefore, even
when coaching helps promote a learning culture within schools (Downey, 2015), school

leadership needs to play a vital role in ensuring the success of this practice.

The emphasis on situational learning is reflective of changes to professional development
whereby practitioners are increasingly focusing on methods that can foment long-term
professional learning for teachers, thus substantially impacting the quality of teaching
and learning. One key method that has been increasingly incorporated into professional
development models is experiential learning. Beard and Wilson (2018) suggested that
“learning occurs only if we engage with the experience in a meaningful way, i.e. we
reflect on the situations we are involved in because only such an interaction with the
external environment will result in learning” (p. 12). In this model, previous knowledge
might be leveraged to enable new meanings in an interaction. The knowledge base of
individuals built from previous educational and/or life experiences becomes a toolkit to
which they can refer during new experiences (Kolb, 2015). Experiential models
ultimately draw from Kolb’s (2015) learning cycle, within which “the continuity of the
concrete experience, reflection, abstraction and experimentation provide a holistic
approach involving the perceptual, affective, symbolic and behavioural aspects of
learning, even if development does not necessarily occur in all dimensions at the same
rate” (Taylor, Marienau & Fiddler, 2000, pp. 23-25; Section 3.2.2 discusses Kolb’s

learning cycle in more detail). This model has been widely incorporated into Western
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models of professional development as the evidence suggests that it enables deeper and
more meaningful learning by integrating experience and learning, which is then translated
into improved performance (Bonder, Bouchard & Bellemare, 2011). This form of
structured learning can be useful for both on-the- job training and in the context of self-
development (Bonder et al., 2011). There are, however, some disadvantages that
accompany this approach. For instance, as experiential learning draws from the various
experiences of the learner, this decentralised approach may be conceptualised as lacking
in structure, which may be problematic for teachers with an authoritative style of
teaching. It is also time-consuming and, as with situational approaches, requires patience

on the part of the facilitator or instructor.

3.6.2 Professional development from Saudi perspectives

Saudi approaches to professional development are quite different from the previously
discussed Western models. For the most part, pre-service training is the preferred method
for teacher colleges and universities, while the Saudi MoE assumes the primary role for
the provision of in-service programmes (Alharbi, 2012). The need for better quality
professional development of teachers in Saudi Arabia has gained traction in the past
decade, and the MoE has attempted to enhance its approach to boost teachers’
professional development. However, the evidence from the literature suggests that these
efforts require further development and, thus far, have not been effective enough to
influence changes in teacher attitudes or pedagogy (Alghamdi & Li, 2011). The dominant
training model “usually depends on a training plan established to meet the educational
priorities of a central authority (e.g., Ministry of Education) in terms of identifying the
needed skills and competences of the teachers” (Sabah, Fayez, Alshamrani, & Mansour,
2014, p. 96). In Saudi Arabia, professional development models are predicated on single-

shot designs including workshops and courses. In contrast to Western models that
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emphasise teachers’ autonomy, this approach is top-down in nature and does not
conceptualise teachers “as a source for critical and reflective practise that leads to their
professional development” (Sabah et al., 2014, p. 96). The top-down models
implemented in the Saudi context include lecture-style forms of group learning, concept
maps, case studies, discussions, and the direct application of teacher guides. These are
encapsulated in the educational training programmes, lasting from 1 day to 6 months, as
well as the educational rehabilitation programmes typically implemented by the
government (Alghamdi & Li, 2011). The aim of these programmes is to “cover different
areas with respect to teaching and learning, such as the formulation of behavioural
objectives, use of technology, measurement and evaluation of student performance,
teaching competences, educational communication, and classroom management”

(Alghamdi & Li, 2011, p.15).

Furthermore, these programmes provide teachers with the opportunity to enhance their
education and receive qualifications at the postgraduate level. In as much as there is a
distinction between Saudi and Western approaches, Saudi approaches have been
specifically designed to meet the needs of teachers in the context of the shortfalls of the
institutional environment and education sector in general. Teachers are not placed at the
centre of professional development in terms of being presented with opportunities for

critical and reflective practice that can enhance their professional development.

Turning now to the use of a more critical perspective when considering CPD for
headteachers from a Saudi perspective. Formally organised courses for headteachers
might not meet the needs of individuals, and/or it might be very challenging to implement
the ideas being discussed due to the highly centralised education system in Saudi Arabia
(Alzaidi, 2008b). In addition, Alsharari (2010) stated that attending courses can present

a real challenge to headteachers in rural schools as access can be very difficult. He also
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found that female headteachers in rural schools were not be able to attend outside courses
because of some cultural difficulties. For example, for cultural reasons, women cannot
travel alone; if their husbands are busy, they might not have time to accompany their
wives. However, one can argue that the theoretical knowledge that headteachers might
gain from these courses is very unlikely to be adequate on its own for them to lead a
school; it should be strengthened with on-the-job experience in order to test the theories

and apply them in real-world practices.

One might argue that, as the education sector continues to develop, the successful features
of professional development in the West might be increasingly incorporated into an
Arabic context. Ultimately, these models might not even be conducive for the local
context. For example, very little attention has been paid to mentoring, where an
experienced headteacher works with a newly appointed headteacher. As suggested by
Bruner’s (1966) scaffolding theory, the intervention from an experienced person when
new headteachers begin their roles is important because, when individuals learn new
knowledge and skills, they need active support from more experienced headteachers. This
support is progressively reduced as they become more independent through experience.
However, some experienced headteachers are not aware of the new technological
developments in education (Alsharari, 2010) and, therefore, will not be able to train these
essential skills in managing schools. Therefore, coaching and mentoring might be
valuable for newly appointed headteachers, but they need to have the appropriate skills
and knowledge to apply these practices within their schools. The implementation of
mentoring could help change the school culture to a learning one, whereby experience

and knowledge sharing will become more commonly available.

Grimmett and Crehan (1992) argued that a number of practitioners possess an indifferent

or ignorant approach concerning the benefits of a collaborative approach to educational
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practice and still do not see the importance of professional development. Indeed, Shah,
Hussein, and Nasseef (2013) continued to promote this idea because CPD systems in
Saudi Arabia are primarily overseen at the local level and do not comprise part of a wider
strategic programme. Therefore, one can argue that professional development in Saudi
Arabia remains a secondary consideration in educational advancement, as opposed to, for

example, the increased usage of technology in KSA classes (Al-Maliki, 2013).

3.7  Leadership development

Leadership development is about enhancing learning opportunities to develop leadership
capability (Bolden, 2005). According to Sessa (2017), part of leadership development is
to have an in-depth understanding of what leadership involves and how one can lead
others. The working definition for leadership development in this thesis is as suggested

by Bolam (2003):

an ongoing process of education, training, learning and support activities
taking place in either external or work-based settings proactively
engaged in by qualified, professional teachers, headteachers and other
school leaders aimed primarily at promoting the learning and
development of professionally appropriate knowledge, skills and values
to help school leaders to decide on and implement valued changes in
their leadership and management behaviour so that they can promote
high quality education for their students more effectively thus achieving

an agreed balance between individual, school and national needs. (p. 75)
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However, this definition might have limitations when applied to the Saudi context. For

example, Alsharari (2010) pointed out that some headteachers have been appointed to

lead schools without having sufficient practical experience in the field, which means that

the leadership development in Saudi Arabia is not “an ongoing process of education”

(Bolam, 2003, p.75). However, the approach a school headteacher adopts to develop

staff’s skills may depend on how he or she views leadership development. The following

sections review literature on both Western and Eastern perspectives on leadership

development.

3.7.1 Leadership development from Western perspectives

Western researchers in leadership have developed leadership development models. One

such model is the leadership development framework developed by Rodgers, Frearson,

Holden, and Gold (2003) (see Figure 3.1).

1. Prescribed
and individual

Prescribed

4. Prescribed
and collective

Collective

Individual

2. Emergent
and individual

Emergent

3. Emergent
and collective

Figure 3.1 Framework of Leadership Development. Adapted from “The rush to
leadership” by. Rodgers et al. 2003, Management theory at work Conference, Lancaster,

England. Copyright (2003) by Lancaster University.
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Rodgers et al. (2003) conducted a study to determine the impact of leadership
development on overall performance of several public sectors, including education. They
noticed that, in the UK in particular and in North America, Australia, Japan and Europe,
there has been a race to taking on leadership roles, which leads to many courses on
leadership development being offered in the public sector as well as established
leadership development institutions (e.g., National College for Schools Leadership).
Rodgers et al. (2003) introduced a framework showing two main dimensions (see Figure
3.1). The first dimension represents the collective or individual nature of leadership (e.g.,
distributed leadership). The second dimension represents the scope to which leadership
is emergent or prescriptive. Prescriptive here means the possibility of identifying the
inputs (e.g., skills) and outputs (e.g., performance) required for leadership development.

However, most of these courses focus on individual and prescribed leadership.

According to Rodgers et al. (2003), only Cell 1 (prescribed and individual) and Cell 2
(emergent and individual) have been used by leadership development efforts. Although
Cell 3 (emergent and collective) and Cell 4 (prescribed and collective) are more valuable
for organisations because of their emphasis on shared leadership, they are often ignored
by organisations (Bolden, 2005). This might have been the case, but sharing leadership
roles or distributed leadership has recently received significant attention in school
leadership literature. For example, in her study, Harris (2013) argued that there is a
potential for principals to adopt distributed leadership in order to bring improvements
and changes to schools. Harris (2013) also found a trend among school leaders to move
away from a leadership position that dictates his/her power and authority for one that

increases interaction between the leader and his/her colleagues.

Many leadership development approaches are practised by Western organisations

(Bolden, 2005). In his American study, Xavier (2007) argued that the best person to
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develop an organisation’s future leaders is its present leader. However, leaders’ views of
leadership development can affect how prospective leaders are prepared. Modern
thinking surrounding the idea of leadership development adopts the behaviourists’ model
of leadership, arguing that how leaders behave is more important than their innate ability.
In this context, Reichard, Walker, Putter, Middleton, and Johnson (2017) asserted that
the effectiveness of leader development depends on his/her beliefs about his/her ability

to grow as leaders.

Bush (2018) proposed a model for leadership preparation and induction for educational

leadership development (Table 3.1).
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Table 3.1

Model for Leadership Preparation and Induction

Development phase Purpose
Succession planning Talent identification
Leadership preparation To develop leadership understanding and skills

Recruitment and selection Careful matching of qualified candidates with schools

Induction An ongoing process focused on professional learning

In-service development Leadership learning as a career-long process

Note. Adapted from "Preparation and induction for school principals: global
perspectives” by T. Bush. 2018, Management in Education, 32(2), pp. 66-71. Copyright
(2018) by SAGE Publications.

As shown in Table 3.1, Bush’s model of leadership preparation includes five stages. The
first stage is succession planning, which is defined as identifying talented teachers who
have the leadership potential to assume a school leadership role. Rothwell (2015) also
pointed out the importance of succession planning for school continuity and for effective
succession planning, concluding that systematic professional development should be
considered (Richards & Farrell, 2005). The second stage is the leadership preparation
step, in which leadership understanding and skills are provided. This can happen in a
number of ways, such as shadowing, mentoring, and coaching to increase leadership
knowledge. This stage is followed by recruitment and selection (Bush, 2018), when a
leadership vacancy arises. In this stage, the applicants are carefully matched with the

school culture, and the best fit is selected. Once the best person is selected, he/she receives
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an induction, whereby information about the new role is explained and relationships are
established. Finally, to sustain effective leadership, in-service training should be
continued, and ongoing professional development programmes need to be offered (Bush,

2018).

Bush’s model may work in Singapore or other developed countries such as the UK.
However, in practice, the school leadership preparation in Saudi Arabia does not follow
such distinct stages suggested by Bush (2018). Far from it as some headteachers are
appointed straight from graduation. This method of headteacher recruitment may lack
effective matching between the person and the school culture (Derks, 2003) and required
experience to lead a complex organisation such as a school (Leatherbarrow & Fletcher,
2014). Therefore, Bush’s model does not apply to the Saudi Arabian context. Others are
promoted to a headship with some years of teaching experience. They might have ideas
about the school culture, but they may lack theoretical understanding of the complexity
of running a school. Again, what Bush suggested does not apply in the context of Saudi
Arabia. Still others are offered headship roles with some leadership experience in
working as deputy headteachers. However, a lack of learning opportunities (either formal
or informal) may prevent these individuals from becoming successful in leading a school
(Ismail, Lai, Ayub, Ahmed, & Wan, 2016). Therefore, both succession planning and
recruitment and selection for school headteachers are not done in Saudi Arabia the way

Bush’s model suggests.

3.7.2 Leadership development in Saudi Arabia

Recent years have seen professional development play a more important role in
educational practitioners’ development. Shah, Hussain, and Nasseef (2013) argued that

the main reason why this outcome has been realised is because of a changing teaching
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culture. In any educational system, particularly where there has been an emphasis upon
learning, processes of professional development become increasingly important as they
assist practitioners in improving their professional competencies and standards. That said,
a number of practitioners have found it difficult to alter their practice and related belief
systems in order to cater to new requirements, such as incorporating a number of new
principles heavily related to communicative language teaching (Shah et al., 2013).
Indeed, as Day (2002) observed, “the quality of teaching clearly depends on teachers
continuing to learn as teaching contexts, pupil behaviour and expectations of teachers
change” (p. ix). In this context, therefore, professional development for Saudi
practitioners can be considered important as a way of raising teaching standards,
particularly in subject areas such as teaching English as a foreign language. However, the
delivery of professional development in Saudi Arabia tends to be conducted and overseen
at the local level, as opposed to being overseen as part of a strategic initiative affecting

teaching quality.

Research, such as that conducted by Rockoff (2004), indicated that the quality of teachers
and the related educational student outcomes are positively correlated. This perspective
is supported by Bangs and Frost (2012), who argued that the educational culture as well
as students’ learning styles offer educational practitioners with an enhanced opportunity
to contribute positively towards realising a number of generalised as well as specific
educational and teaching goals. However, educational practitioners are central to student
achievement and are the most influential agents for developing and advancing the
education system through ongoing reform (Jamil, Razak, Raju, & Mohamed, 2011). With
this the issue of promoting and focusing on the progression and advancement of the sector
through improved levels of practitioner knowledge and skills can result in high-quality

teaching (Darling-Hammond, Wei, Andree, Richardson, & Orphanos, 2009). These
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methodical working approaches are beneficial for educational practitioners as well as
their establishments because they not only imply that the establishment is encouraging
the sharing of resources and working collectively, but also help increase the school’s
capacity for learning. That said, this altered practice and change of attitude lend
themselves to an increased level of commitment in terms of effort, time, and skills in
order for practitioners to become more effective in their professional obligations. Added
to these benefits, there is also a side issue of practitioners remoulding their professional
identities (Hargreaves, 2000). Thus, in effect, the Saudi education sector has altered its
domain to incorporate what has been termed as a “collegial professional age”, as

Hargreaves (2000, p. 41) promoted.

Some Saudi studies (for example, Aldarweesh, 2003; Badawood, 2003) have examined
issues related to school leadership (for more details on these studies, see Section 1.4).
Badawood (2003) found that school headteachers placed significant importance on
learning the concept of leadership. Similarly, Aldarweesh (2003) examined school
leadership behaviour from female teachers’ and school heads’ perspectives. Although
both studies were conducted in Saudi Arabia, they failed to focus on leadership
development. However, these two studies examined school headteachers’ perceptions of
their individual leadership ability. According to these studies, school headteachers in
Saudi Arabia identify themselves as having a high level of leadership knowledge and

skills.

However, Alammar’s (2015) study aimed mainly to identify the issues related to state
school effectiveness in Jeddah, Saudi Arabia. She distributed a questionnaire to a sample
of teachers (179) and conducted a semi-structured interview with 11 headteachers. In her
study, Alammar (2015) found that the key factor of school effectiveness in Saudi Arabia

is effective school headteachers, followed by high-quality teachers and school
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environment. Almannie (2015) argued that Saudi headteachers should be trained in order
to deliver quality education and participate in better decision-making processes. In his
mixed method study (470 questionnaires answered by schools’ male and female
headteachers and 36 interviews from 18 male and 18 female headteachers), Al Sharari
(2010) found that many unqualified headteachers in Saudi schools lack the capabilities
of programme management, problem-solving, and communication skills. He concludes
that school headteachers in Saudi Arabia need additional training in the following areas:
management, educational technology and communication; students’ affairs; and staff
development. However, the question remains: how can school leaders effectively develop

their leadership skills?

Coaching is one of the effective training methods used by many school headteachers to
develop teachers to become prospective school leaders (Downey, 2015; Lofthouse et al.,
2010). In his study, Algarfi (2010) conducted a 10-hour coaching programme for two
participants—one with 19 years of work experience and the other with 12—on
cooperative learning. This study found that both teachers had initially very limited
knowledge about cooperative learning; however, with the coaching programme, they
changed their teaching style from one that was teacher-centred to a student-centred
approach. Although this study did not relate to leadership development, it showed the
effectiveness of coaching to change behaviour and practices of professionals. Another
effective training method headteachers use to develop teachers is engaging them in school
responsibilities and create a collaborative school culture focusing on learning and

professional development.
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3.8 Women and leadership

In most societies, women’s access to leadership in the education sphere has been limited
as a result of systemic and socially constructed expectations (Agosto & Roland, 2018).
The available evidence suggests that women inherently aspire to forge successful
relationships (Coleman, 2020; Fuller, 2015) while men might be more motivated by
prestige and status. With more women entering the labour market as they begin to assume
leadership roles in education, a wealth of literature focuses on their educational leadership
experiences (Fuller, 2015). However, it is also fraught with some limitations. Fuller
(2017a) argued that existing literature is skewed towards discussions about inequality in
the allocation of headteachers’ positions based on gender, challenges that female
headteachers face in their position, and the different attitudes between male and female
headteachers in Western cultures. Thus, there is not an extensive focus on the nuances
and differences between various groups of women, including Arab women. Therefore,
this section attempts to adopt a critical stance and examines the existing literature on

women and leadership.

Sections 3.8.1 and 3.8.2 review the literature on both Western and Arab perspectives of
women in leadership roles. There is a notable gap in the literature concerning studies on
women in Saudi Arabia, but some relevant literature on females in leadership roles in
other Arab countries exists and can be considered due to the similar societal, cultural, and

religious contexts.

3.8.1 Women and leadership from Western perspectives

The available empirical and theoretical studies on women and educational leadership has
enabled an in-depth understanding of the wider socio-political context within which

women as leaders operate as a minority group (Clarke & O’Donoghue, 2017; Coleman,
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2020; Fuller, 2015, 2017a; Grundy, 2017; Hill, McDonald, & Ward, 2017; Miller, 2017;
Niesche & Gowlett, 2019; Robinson, Shakeshaft, Grogan, & Newcomb, 2017; Thorpe,
2019). The majority of these studies critically examined the professional and
occupational challenges the women experience, in conjunction with the diverse
professional and personal strategies that they employ during their exercise of leadership.
If taken together as a body of literature, these challenges come with an element of risk.
There is an implicit suggestion that women have a collective identity that is invariably
linked to their gender. This notion of a “universal sisterhood”—that all women, despite
their ethnicity, class, race, and/or nationality experience oppression linked to patriarchy
(Sherrick, 1982)—is erroneous and lacking in nuance. Arguably, it is based on Western

traditions and experiences of privilege and power.

Research conducted in the United States and Europe has suggested that women in
leadership roles experience gender-related obstacles. There are cultural narratives that
conceptualise femininity as being incompatible with effective management, gendered
role perceptions, discrimination, stereotyping, limitations to employment mobility, and
male domination in educational management (Coleman, 2020; Fuller, 2015; Robinson et
al., 2017). Sanchez and Thornton (2010) reviewed the literature related to obstacles faced
by headteachers in primary and secondary schools in the United States and found that
stereotyping is considered the main obstacle for female headteachers and affects their
motivation to do more in their positions. They also identified that family tasks and low
income were among the barriers that those headteachers faced. Sanchez-Hucles and
Davis (2010) added that African American female school headteachers faced extra
challenges because of their race. Another study conducted in Greece by Kaparou and
Bush (2007) examined the professional lives of six secondary school female

headteachers. They found that all participants acknowledged that equal leadership
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opportunities existed for both sexes. However, those female headteachers faced internal
and external challenges in their professional development. They described the internal
difficulties as those related to personal traits, while the external challenges were
associated with cultural attitudes towards the roles of women in leadership. Shakeshaft
(2015) showed that women experience internal barriers that undermine their
advancement in leadership roles, including “low self-image, lack of confidence, and lack
of motivation or aspiration” (p. 83). In addition, women’s emotional and physical
weakness compared to men affects their performance in disciplining students, especially

in the secondary school context (Lumby et al., 2010).

Research has also suggested that family-related considerations undermine the
development of women as leaders (Shakeshaft, 2015). Benson (2013) conducted a study
in Texas with six female headteachers. She found that family considerations and social
expectations placed on women’s shoulders were the main challenges for them. Stewart
(2014) argued that balancing family life and work is an ongoing challenge. In her study,
Parker (2015) conducted six in-depth interviews with working mothers who were
secondary school headteachers in the United States. The study found that the
headteachers suffered from pressure, heavy workloads, and difficulty achieving balance
between their roles as mothers and leaders, which led them to feel frustrated. Greenhaus
and Parasuraman (1999) concluded that “women’s family responsibilities can severely
limit their careers in ways that do not generally affect men” (p. 409). Metz (2005) added
that “having children weakens the relationship between work hours and managerial

advancement” (p. 228).

When appointed as headteachers, women’s leadership experience differs from that of

men (Agosto & Roland, 2018), which has been linked to the gendered responses received
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from students, staff, and parents. Grundy (2017) showed that women have a different set
of values, leading them to employ different leadership styles than men. Furthermore, as
part of their roles as headteachers, women may experience prescriptive and persistent
stereotypes; despite their competencies, they may internalise these stereotypes or, in some
instances, reject them. Female headteachers are constantly striving towards one socially
prescribed label: as a woman or a leader (Fuller, 2017b). Traditional notions of femininity
link women with motherhood; Acker (2012) showed that some female leaders reject this
stereotype of motherhood by adopting more traditional masculine stereotypical aspects
of leadership. Other female leaders demonstrate female nurturing qualities (Acker, 2012).
Devine, Grummell, and Lynch (2011) showed that some women leaders accept these
stereotypes to succeed in their line of work, projecting “a distinct feminine identity so as
not to be ridiculed for appearing overly masculine” (p. 363). Although Appelbaum,
Audet, and Miller (2003) showed that women have increasingly adopted androgynous
methods of leading, Hughes (2004) demonstrated that women are constantly struggling
to achieve a balance in their roles. This can be summarised as: “too masculine and she is
threatening. Too feminine and she is wimpish. The feminine ‘touch’ is just a little make-
up. Too much and one is the sexual working-class woman. None at all and one is of

suspect sexuality” (Hughes, 2004, p. 538).

These research findings have generally been presented as a universal occurrence as
opposed to being culturally specific. It is imperative that the impact of gender on
leadership is discussed more strongly with an emphasis on context. This is despite the
argument that, “whilst definitive universal differences cannot be drawn between the
expected attitudes and behaviours of men and women, the socially approved parameters
within which each function may represent different ‘bandwidths’ with wider

opportunities open to men than to women globally” (Nentwich, 2006, p. 513). Although
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women from minority groups are under-represented in the literature, in recent years, some
studies focusing on Arab women in educational management have been conducted and

will be discussed in the following section.

3.8.2  'Women and leadership from an Arabic cultural perspective

Historically, the leadership experiences of women in Arab societies have been afforded
little attention, hampering knowledge about the cultural determinants that impinge on
women as part of roles as headteachers (Al-Suwaihal, 2010; Arar, 2018, 2019; Arar,
Shapira, Azaiza, & Hertz-Lazarowitz, 2013; Omair, 2008; Samier, 2015). The lives of
Arab women have been altered dramatically in recent decades from long-accepted
descriptions as “scared, inferior, domestic women who hardly leave their houses” (Omair,
2008, p. 107). Arab women are increasingly being elevated to parliamentary and
ministerial positions, and these trends are also evident in the education sector (Arar,
2019). For example, Saudi women obtained the right to vote, take part in municipal
elections, and win seats on the Shura Council in 2011. In the education sector, Saudi
women reached senior leadership positions in February 2009, when Mrs. Norah Al-Fayez
was appointed as the first female deputy minister of education overseeing girls’

education.

However, Arar (2019) showed that male hegemony serves as a significant obstacle to
women’s leadership in the education sector. He noted that “Arab women are seen as unfit
and lacking the necessary skills and abilities to become leaders, thus justifying male
dominance” (Arar, 2019, p.4). Continued male dominance in the education sector is
linked to broader structural factors; more specifically, “despite global pressures for more
democratic structures and improvement in human rights and more liberal policies, most

Arab countries have failed to democratize governmental and political structures and, in
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some cases, have even become more repressive and unaccountable” (Arar, 2019, p.4).
Aside from these challenges, female inhibitions are also hindering Arab women’s
adoption of leadership roles in the education sector. Al-Lamky (2007) showed that many
Arab women lack the intrinsic motivation to adopt such positions because of a lack of
confidence, a lack of a competitive drive, or feelings of weakness or dependency on men.
Al-Hussein (2011), describing the context in Jordan, showed that women in senior
education roles are hindered by both male and female stereotypes of women as well as a
a lack of self-efficacy, ambition, and confidence. In his social learning theory, Bandura
(1977) argued that a positive self-belief of one’s capability enhances the chances of
success. Similarly, Garza, Drysdale, Gurr, Jacobson, and Merchant (2014) concluded that
successful headteachers were those motivated to sustain their efforts to become more

effective leaders.

The home-—career conflict has also undermined opportunities for women in the Arab
context. Moghadam (2009) argued that difficulties in achieving a balance between a
career and homemaker duties have prevented many women in the Arab world from
pursuing senior positions in the education sector. Yet Moghadam (2009) found that
women who have close family support are able to adopt such roles. According to Al-
Suwaihal (2010), success for Kuwaiti female headteachers requires spousal support,
family support, personal development, and a balance between professional and home

tasks.

Arar (2018) noted that, although cultural challenges and segregation policies are not
necessarily explicit, they continue to restrict deployment, training, and mobility
opportunities for female headteachers. Abalkhail (2017) established similar findings in

the context of Saudi Arabia based on a qualitative study that analysed 22 in-depth
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interviews of Saudi female lecturers working in two higher education institutions. The
researcher found that segregation policies between both genders prevented women from
attending and participating in strategic meetings. Abalkhail (2017) also identified a lack
of training for women, resulting in discrimination in job promotion that favoured males.
Arar (2018) further noted that personal traits, including a lack of empowerment during

childhood and independence, undermined women’s leadership experiences.

Samier (2015) described the United Arab Emirates as a country that “exemplifies many
of the best virtues of Islamic and Arab culture. In many ways it is unique in the
organisation of its social institutions and, in particular, in the rights and opportunities
provided for women” (p. 6). In the past, religion and culture served as a barrier to
women’s participation in leadership roles, yet modernisation and political intervention
have led to a change in women’s status. Women are now enjoying both educational and
professional status linked to the political vision of Shaikh Zayed Al Nahyan (Samier,
2015). This vision entailed the inclusion of women in all sectors of society (Samier, 2015)
and has culminated in the extensive construction of an educational infrastructure that has
enabled many Emirati women to pursue higher education both in and out of the country.
A corollary of this trend is that women now have higher levels of participation in higher
education and in professional leadership roles (Samier, 2015). Yet at the same time, in
modernising organisations, Emirati women must carve out leadership roles for
themselves that balance the requirements of Emirati culture and Islam with Western
organisational expectations, which is why “in these contexts, creating a leadership
identity is difficult” (Samier, 2015, p. 11). Thus, while women have experienced
significant advancements, they have primarily occurred within the barriers of Emirati

culture and Islam.
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The experiences of women in the West and those in Arab societies are clearly divergent.
Whereas women in the West have increasingly adopted leadership roles in the education
sector, which has become the subject of many research studies, women in Arab societies
continue to experience obstacles to pursuing such careers, resulting in the suggestion that
replicating Western notions of leadership in the Arab context is problematic. Women in
both societies have some similar experiences linked to their gender, indicating that some
ideas on Western leadership might be useful in the Arab context. However, the vast
cultural, religious, social, and political differences between the two societies necessitate

a more nuanced outlook.

3.9  Effectiveness of leadership preparation for female headteachers

According to the literature, in organised education systems, headteachers are commonly
seen as the most influential figure in the success of their school (Male, 2006). Taking up
this central role involves merging personal values and beliefs with the demand of the
system in order to feel comfortable in that position. This is a joint process, by which both
the individual and the system exert influence on each other (Male, 2006). To be placed
in such a position, leadership preparation has been conceptualised as imperative for
teachers, often through the implementation of professional development programmes
(Matsumura et al., 2010; Taylor et al., 2000). Leadership preparation is conceptualised
as effective when headteachers can attain confidence in their roles (Male, 2006).
According to Male (2006), headteachers become more confident in their role when they
are able to reconcile their personal values and beliefs with those of their school in order
to meet the learning needs of their students in a way that is acceptable to all the
stakeholders within the school community. Despite Male’s (2006) ideas on how
leadership preparation may be deemed effective, effectiveness is ultimately difficult to

ascertain.

91



To begin with, there is no universal approach to leadership preparation; therefore,
effectiveness cannot be conceptualised from a universal perspective and must be
culturally defined. Leadership preparation has different goals according to specific
national, political, and social contexts. The effectiveness of such approaches can be
extremely difficult to ascertain; in addition, the question remains a matter of debate in
terms of the extent to which such approaches can be considered truly effective for female

headteachers. Can such approaches be truly effective for women?

This question is very important because women have workplace experiences influenced
by their gender that may limit their ability to implement these skills regardless of the
leadership preparation they receive. An important intersection exists between gender and
leadership that must be conceptualised from a nuanced perspective in evaluating the
effectiveness of any kind of leadership preparation. Ultimately, effective preparation for
women would entail approaches that equip them with the requisite tools to ensure the
best student outcomes while concurrently acknowledging the limitations they experience

in the workplace as a result of gender perceptions (Fuller, 2015).

The concept of effectiveness is normally used in the context of quantitative research
studies whereby a school is deemed effective if students perform better than expected but
ineffective if students do not achieve their potential. However, the concept of
effectiveness is rooted in the ability to process large amounts of hard data and then subject
these data to careful statistical analysis. With respect to headteacher preparation, existing
models to which quantitative researchers can refer are lacking. The nearest equivalent in
this context would be the use of predetermined standards that might be used to indicate
the extent of headteachers’ preparation. However, such standards do not exist in the Saudi

context as they do in England, for example (i.e., the National Standards of Excellence for
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Headteachers; Department for Education, 2015) which uses a competence model. Such a
model can go a long way in enhancing self-development and could be useful for
governors of a school in relation to performance management. Orr (2006) argued that
focusing on leadership preparation will result in better management, leadership, and
organisational practices, thereby improving teaching, learning, and the overall
performance of the school. However, effective preparation for headteachers is difficult to
investigate because capturing the full complexities of the role is problematic. These
complexities are linked to the wide varieties of stakeholders, including pupils, parents,
governors, supervisors, and policymakers involved in the preparation process. Schools
also have various structures, making it difficult to adopt a one-size-fits-all approach to

effectiveness (Kempster & Parry, 2014).

The evidence relevant to Western educational contexts suggests that leadership
preparation programmes or courses run at the graduate level might help promote effective
leadership through learning (Orr & Orphanos, 2011). Leadership courses and internship
opportunities have been shown to positively enhance participants’ leadership knowledge
in a way that positively reflects on their leadership practices (Orr & Orphanos, 2011).
Specifically, participants of such courses learn about what effective leadership entails,
and they apply the principles and skills that they learn in the school context, leading to
overall school improvement (Orr & Orphanos, 2011). The importance of graduate-level
leadership preparation programmes is reflected in the significant reforms that have been
made to such programmes over the years to ensure that innovative approaches that can
enhance leadership outcomes, organisational practices, and management are
implemented (Orr, 2006). Evidence from Walker and Dimmock (2006) indicates that
graduate-level leadership preparation programmes equip headteachers with the requisite

knowledge, skills, teaching practices, learning practices, and attributes to excel
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effectively in their roles. However, these programmes usually adopt a one-size-fits-all
approach. Consequently, they do not consider headteachers’ individual needs or the

complexity of the school environment.

Although attendance at training courses has been shown to be important for developing
headteachers’ leadership skills, another important component of training carried out in
the in-service context has also been recognised (Kempster, 2006). The logic that
underpins this approach is that successful headship is ideally about developing others’
leadership skills, which requires real-world learning in the school context (Dimmaock,
2003). In-service leadership preparation has been shown to be effective because
headteachers are trained within the contexts of the schools in which they work and,
therefore, acquire skills and knowledge directly related to the needs of that school
(Zenger, Ulrich, & Smallwood, 2000). Thus, learning is a social process, as advocated by
Vygotsky’s (1978) sociocultural theory. The interactions between the headteachers and
teachers in schools provide opportunities for potential leaders to form their social
identities through group affiliations (lbarra, 1999). Ultimately, there is a wide-ranging
number of innovative courses and in-service training methods (e.g., coaching and
mentoring) that directly address the learning needs of headteachers but have not been

developed extensively in the context of Saudi Arabia.

3.10 Transition to headship

This section begins with an analysis of how a person’s identity is affected by his/her
professional position and career goals (Section 3.10.1), and describes how a person
transitions from teaching to headship (Section 3.10.2). This will be followed by a

discussion about the support needed to become a school head (Section 3.10.3), and the
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section ends with a discussion about some motivational factors which explain why an

individual might wish to become a headteacher (Section 3.10.4).

3.10.1 Effects of headship role on identity

Ibarra (1999), an American scholar, put forward three fundamental processes for
leadership development. The first one is to observe role models to recognise some
potential identities. The second one is to experiment with “provisional selves” (p. 764),
and the third is to evaluate the new behaviour against the existing standards and obtain
feedback from others. Ibarra (1999) defined identity as “the various meanings attached
to a person by self and others” (p. 766). Ibarra also grouped identity into social and
personal identities. Social identity concerns social roles as well as group membership,
whereas personal identity refers to the character traits displayed by an individual. Social
identity theorists like Ellemers, De Gilder, and Haslam (2004) and Reicher, Haslam, and
Hopkins (2005) argued that leadership is a process of social influence as suggested by

Vygotsky (1978) in his sociocultural theory.

Ibarra (1999) stated that people change their identity with their career transitions. Here,
identity is referred to as people’s professional identity rather than personal identity.
According to Costello (2005), professional identity gives a person a sense of self-worth
and meaning as an individual and as a member of the teaching profession. Changes in
professional identity will require the professional to improve his/her competency in the
concerned profession. In a school, changing from a teacher to a school headteacher means
changing attitudes, behaviours, and interaction patterns as well as acquiring new

knowledge and skills, which may give the person a new self-definition (Ibarra, 1999).

Changing professional identity also increases individuals’ emotional experiences. In her

study, Armstrong (2011) interviewed eight recently appointed assistant headteachers to
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understand their emotions and the new challenges and responsibilities of their new role.
Armstrong (2011) wanted to capture the emotions and lived experience of these
individuals of becoming and being new assistant headteachers. This study found that
these individuals’ initial idea of the assistant headteacher’s role changed with their lived
experiences to knowing that school headteachers have a diverse set of responsibilities and
roles within the school. Therefore, they associate a totally different meaning to their new

positions and changed their views about the role of the head of a school.

3.10.2 Headship structure

In Saudi Arabia, the appointment of school headteachers seems to have different
mechanism. In many Western countries, a formal promotion structure within the school
system means that only people with previous experience in a leadership role, such as
being a deputy headteacher, can hold a position to lead a school (Shewbridge, Hulshof,
Nusche & Staehr, 2014). As in the Western system, the career ladder for a school
headteacher in Saudi Arabia may begin as a teacher. However, it is possible for teachers
in Saudi Arabia to become a school headteacher without any leadership qualifications, as
suggested by Al Sharari (2010). Thus, teachers can also be promoted directly to a position
of the headteacher of a school, even if they have not worked in a deputy headteacher role

(Al Sharari , 2010).

Alsharari (2010) argued that there is no fit-for-purpose training programme for Saudi
female headteachers; consequently, girls’ schools are unable to achieve the desired

education standards. Alsharari (2010) offered the following observations:

Some female head teachers in Saudi Arabia become head teachers
straight from teaching posts in an arbitrary way and without having

gained experience from having first held the post of deputy head teacher.
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Lack of experience and the absence of training courses and preparation

programmes present great problems for female head teachers. (p. 2)

The absence of adequate training for female school heads in Saudi Arabia might give
them a reputation as unqualified school heads. As Alsharari (2010) pointed out, the lack
of training and experience in a leadership position has made it difficult for female school
heads looking to solve problems faced during the course of their leadership career. This
highlights a professional identity perceived to be undesirable for female heads of schools,
negatively affecting their motivation to stay in the headship. On the other hand, those
female headteachers who came forward to take up the responsibilities of running a school

received support from many different sources (e.g., staff and mentors).

3.10.3 Support for headship

Alsharari’s (2010) study reported that inexperienced headteachers are often appointed as
school heads and receive support when applying for headship roles. One way this can
happen is through the assistance of the existing head of school from a distributed
leadership perspective. Harris (2004, 2013) pointed out that teachers could be prepared
to take leadership responsibilities via distributed leadership roles among teachers. In this
context, school headteachers can develop teachers’ skills in different stages to build
effective school leadership (Harris, 2004). Harris (2010) stated that “distributing
leadership to teachers may contribute to building professional learning communities
within and between schools” (p. 313). Therefore, it could be argued that experienced
headteachers can train and develop prospective headteachers, preparing them for their

future leadership positions.

Potential headteachers can also gain external support in addition to internal guidance and

learning opportunities. Family support is critical if a female teacher is wanting to change

97



her role to become a headteacher because, according to Thomas et al. (2003), in the UK,
primary school headteachers work more than 58 hours per week. Although the workload
figures concerning Saudi headteachers are not available, headteachers in Saudi Arabia
also work long hours. If female headteachers have children, assuming headship
responsibilities is almost impossible without support from their families. Furthermore,
family support is also necessary for female headteachers as there are “powerful
discourses”, which may facilitate or constrain their “ways of being” (Jones, 2016, p. 907).
The constraining factors may have a negative impact on female headteachers’ work and
their professional lives (Jones, 2016). In the context of Saudi Arabia, female headteachers
may face challenges due to the lack of autonomy and external supervision of their
performance (Huber, 2008). If school headteachers are not given the opportunity to
introduce new ideas to improve school, then the difficulty they face when bringing new

changes to the school culture may affect teachers’ motivation to become heads of schools.

3.10.4 Motivation to become a head of school

Motivation, or the reasons for wanting a leadership role, is an important factor for a
teacher seeking to assume leadership responsibilities. Motivation is defined as the need
or desire that causes an individual to act or “the expenditure of effort to accomplish
result” (Williams & Williams, 2011, p. 2). According to Guay et al. (2010), motivation
refers to the “reasons underlying behaviour” (p. 712). Abeysekera and Dawson (2015)
described it as a process with which goal-oriented behaviours are initiated, guided, and
maintained. Maurer and Lippstreu (2005) defined motivation as developing “the desire
to develop or improve leadership skills and attributes through effort” (p. 5). These

definitions suggest that there is no universal agreement on what motivation involves;
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however, there is a general agreement that motivation is essential for an individual to

achieve results (Williams & Williams, 2011).

The existing literature has offered several motivational theories, including needs theories
(e.g., Maslow, 1943) and process theories (e.g., Locke, 1967). However, Ryan and Deci
(2000) suggested that motivation is either self-directed (intrinsic motivation) or can be
derived from external sources (extrinsic motivation). Intrinsic motivation is based on a
desire to carry out an activity to gain satisfaction and pleasure inherent in the activity.
Many teachers who are intrinsically motivated look for intangible benefits, such as more
responsibilities (Thomas, 2010), recognition and interesting work (Han, Yin, & Boylan,
2016), involvement in decision-making (Friedman, Friedman, & Markow, 2008),
creation of a new identity (Crow & Moller, 2017), and efforts to build a better reputation
(Ankli & Palliam, 2012). In contrast, extrinsic motivation comes from the desire to do
something in exchange for attaining positive outcomes, such as financial rewards, and to
avoid having negative consequences, such as escapes from demotion, downgrading pay

scales, or no learning and development opportunities (Ryan & Deci, 2000).

One advantage of intrinsic motivation is that an intrinsically motivated teacher is doing
his or her work out of interest and love for doing it; hence, there is no need for another
person to reward him/her to perform it effectively. According to Ankli and Palliam
(2012), a teacher’s personality can also be a great source of a motivational determinant if
the teacher has the ambition to become a headteacher. Another advantage of this type of
motivation is that the individual is committed to and engaged in achieving what he/she
wants. In the same vein, self-motivation (Kaplan & Patrick, 2016) is important for a
teacher or a deputy headteacher seeking to assume the headship role. Some headteachers
look for intrinsic motivation when recruiting new teachers. For example, Whitaker,

Whitaker, and Lumpa (2009) described the expectation of a headteacher when recruiting
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new teachers as follows: “when I hire new staff, I want them to take a vocal leadership

role in the school. | expect them to speak up at faculty meetings” (p. 223).

In contrast, a teacher can be motivated to become a school leader because of external
pressure, extrinsic rewards, or incentives rather than internal desires (Ankli & Palliam,
2012). This is sometimes true in Saudi Arabia because some teachers wanted to accept
the headship position due to pressure from their family or colleagues. One reason this
happens is the lack of training opportunities (Alsharari, 2010). However, a balance needs
to be established between intrinsic and extrinsic motivation in order to sustain motivation

to work as a headteacher (Ankli & Palliam, 2012).

The existing literature (e.g., Armstrong,2011) suggests that changing career positions will
have an impact on individuals’ identities and roles in an organisation. Creating a new
professional identity means developing new knowledge and skills. It also means changing
the patterns of socialisation and altering one’s views of the responsibilities of headship.
The traditional roles of a headteacher are changing to adopting an instructional leadership
model focusing on learning and creating a learning organisation. More importantly,
adopting a new professional identity means facing fresh challenges that require solutions

for novice headteachers.

3.11 Challenges of early headship

School headteachers, in the early years of headship, face a number of challenges.
Armstrong (2011) identified some of these challenges and stated that headteachers face
emotional difficulties. In addition, Alsharari (2010) identified five key issues, including
inadequate leadership training, lack of support from within, resistance to change of school
culture, lack of purposefully built schools, and weak school-home relationships. Each of

these are now discussed in turn.
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3.11.1 Inadequate training

The lack of leadership capabilities has been reported as a major difficulty faced by school
headteachers in their earlier periods of leadership (Alsharari, 2010). He claimed that there
is no headteachers’ preparation programme for female headteachers in Saudi Arabia,
although there is one for males across all provinces in the kingdom. Furthermore, it is not
uncommon in Saudi Arabia’s female schools to appoint inexperienced teachers as

headteachers (Alsharari, 2010).

Predictably, when one does not have sufficient experience and without adequate training
or a skill-set, the new role can present many difficulties and challenges for female
headteachers. As Alsharari (2010) pointed out, like male headteachers in Saudi schools,
female headteachers are also responsible for running a school by solving problems as and
when they appear and removing any barriers that arise in efforts to achieve school goals.
Most importantly, female headteachers should ensure that they improve their school in a
way that enhances learning. The poor quality of education in Saudi schools has been a

significant issue in a rapidly changing society in Saudi Arabia.

3.11.2 Lack of support

Another factor that may contribute to increasing problems to novice headteachers is the
lack of support from existing headteachers. The leadership model adopted by the majority
of school leaders does not provide leadership support for those who would be replacing
the existing school headteacher. According to Alzaidi (2008a), Saudi Arabia has a
centralised school system, and the assumed role of a school headteacher is to conduct
himself as an operational manager rather than an instructional leader. This leadership

approach does not focus on creating a learning environment among the teachers, nor does
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the headteacher see training methods such as coaching, mentoring, shadowing, and
succession planning as important for school operations. If schools have succession
planning, new headteachers would probably know how to deal with difficult situations
and be experienced in solving problems. Furthermore, as Harris (2010) suggested, the
application of distributed leadership in Saudi schools may also help overcome the
leadership capability issue. Even if young headteachers have adequate leadership
education, they face a great deal of resistance from teachers who have been in their

positions for a considerable period of time.

In addition, young headteachers would need teachers’ support to make their vision a
reality as they bring bold ambition and new enthusiasms to achieve success under their
leadership. If teachers do not give adequate support to and work alongside the new head

of school, then there is not much that the novice headteacher can achieve.

3.11.3 Resistance to changing school culture

In Saudi Arabia, changing teacher-centred teaching to student-centred teaching is
difficult (Idris, 2016). In his Saudi-based study, Idris (2016) found that some teachers did
not want to use a student-centred approach to learning in their classrooms. If this is the
case, changing the classroom practice can be difficult for a newly appointed head of

school because resistance to change will come from these teachers.

According to Muhammad (2009), resistance may come from different sources, such as
distraction from both internal and external sources. Although this a weak form of
resistance, negative comments and commentary from parents and the public can distract
the school improvement plans put forward by the new headteacher, giving him/her more
challenges and additional problems when seeking to improve his/her performance

(Muhammad, 2009). This may not happen in all schools because, according to some
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headteachers, in some schools, teachers may need someone to direct them in bringing
about improvements to classrooms learning to achieve a satisfactory environment
(Connolly & James, 2000). Alternatively, Connolly and James (2000) suggested that, on
some occasions, teachers openly oppose the changes in programmes the headteacher has
put forth to promote school improvement. Therefore, resistance to change may cause

some problems for newly appointed headteachers.

Again, the issue of inadequate leadership training creeps in when thinking about how to
overcome existing resistance to change. According to Tang, Lu, and Hallinger (2014), a
headteacher is a significant player not only in leading change in the school, but also in
successfully managing change. Garza et al. (2014) pointed out the importance of change
management. In their research report, Garza et al. (2014) concluded that “principals
clearly articulated views on education and helped their schools set appropriate directions”
(p. 798). Successful headteachers are those who change their leadership roles to become
instructional leaders with a clear focus on bringing about changes needed to improve
teaching and learning (Garza et al., 2014). Therefore, managing change effectively is an
essential skill that new school headteachers should learn during their early days of

headship.

3.11.4 Lack of purposefully built schools

Many schools in Saudi Arabia rent buildings without the necessary features of modern
schools. Al-Ajmi and Al-Harthy (2004) earlier pointed out that MoE had no option but
to rent these buildings to turn them into schools as the growth rate of education had been
unanticipated. According to Alsharari (2010), these buildings are not appropriate for
schools because they consist of small rooms that are not suitable for classroom teaching.

The buildings also do not have enough open spaces for students to play and participate in
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extracurricular activities; in addition, there are no properly equipped laboratories for
teachers to carry out science lessons (Alsharari, 2010). Furthermore, Al-Ajmi and Al-
Harthy (2004) noted that the school buildings failed to meet the health and safety
standards, adding to school management problems. Although the school buildings may
present some challenges, the situation has received considerable attention from the

educational authorities in recent times.

Therefore, the setup of the educational settings may not allow young and ambitious
headteachers to bring about the kinds of changes they want to see in their schools. For
this reason, Alsharari (2010) stressed the importance of constructing purposefully built
school buildings to replace the old-fashioned buildings being rented by the MoE.
Sufficient space is needed if students and teachers are to interact with one another in
educationally appropriate environments, where there is a focus on learning and success.
According to Alsharari (2010), it important to avoid renting inappropriate buildings in

order to achieve a better quality of education.

3.11.5 Weak school-home partnerships

Having positive and close relationships between the school and parents and the
community is a factor for school success (Alyamani, 2016; Garza et al., 2014). However,
Alsharari (2010) found a weak partnership between Saudi schools and families. If this is
the case, then it will obviously create a major challenge for young and inexperienced
headteachers to meet the expectations of them from outside agents. Parents are a key
stakeholder in education and, without their support, there is little headteachers can
achieve. In their research, Garza et al. (2014) found that successful headteachers built a
community and established a close link, reaching out to families rather than working in

isolation.

104



One reason for a lack of closeness in Saudi Arabia is the nature of parents’ attitude
towards education. Alageel (2005) conducted research to explore the relationship
between school and family, adopting male and female headteachers’ points of view. After
analysing the qualitative data collected from the headteachers, Alageel (2005) found that
a major complaint of headteachers was the lack of cooperation among parents towards
school activities. In addition, Alageel (2005) stated that the parents often failed to attend
parents’ evenings and refused to visit the school to discuss matters related to their
children’s education. If communicating with parents is very difficult, it will affect
students’ learning as parental involvement and expectations are linked to academic
success. Rowe (2007) argued that having high expectations for students is essential for
enhancing students’ academic outcomes. Therefore, the lack of parental support can pose

huge challenges for a newly appointed headteacher to improve teaching and learning.

3.12  Summary

The key points of this chapter are summarised as follows:

(i) The study has been grounded in constructivism as the broader learning theory.
It is influenced by Vygotsky’s (1978) sociocultural theory. The theory of the
zone of proximal development assumes that a more learned person is needed
to generate new knowledge and skills. This chapter also analysed other
learning theories, including experiential learning (Kolb, 2015), situated
learning (Lave & Wenger, 1991), observational learning (Bandura, 1977), and

intrinsic and extrinsic motivation theories (Ryan & Deci, 2000).

(i) The importance of leadership and management in education and different
perspectives on both terms were discussed. It was also emphasised that

headteachers must give equal value to management and leadership if they
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(iii)

(iv)

(v)

want educational institutions to function properly and achieve their goals.
Thus, it is important that headteachers seek to achieve a balance between the

practices of leadership and management, as stated by West-Burnham (2014).

This chapter reviewed literature on both Western and Saudi perspectives on
educational leadership, professional development, leadership development,
and school culture. Educational leadership is a process of influencing others
in a school system to motivate and engage them in achieving the school’s
goals. Western professional development models have focused mainly on
situational and experiential learning models, whereas Saudi approaches have
been specifically designed to meet the needs of teachers in terms of the
shortfalls of the institutional environment and education sector. Literature
related to school culture and its relation to school and leadership development
was also presented. This is illustrated by the importance of creating a
collaborative school culture by headteachers by sharing responsibilities with
their school members, which may positively affect teachers’ learning and
development.

Women in leadership roles experience gender-related obstacles and cultural
narratives that conceptualise femininity as incompatible with effective
leadership. The experiences of women in the West and those in Arab societies
are divergent. Whereas women in the West have increasingly adopted
leadership roles in the education sector, women in Arab societies continue to
experience obstacles to pursuing such careers. Thus, replicating Western
notions of leadership in the Arab context is problematic.

Although women’s leadership preparation as headteachers has been

conceptualised as important, preparation can only be effective when it equips
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(vi)

(vii)

women with the requisite tools to ensure the best student outcomes while
concurrently acknowledging the limitations they experience in the workplace
as a result of gender perceptions.

The transition to headship was discussed. Changing from a teacher to a
headteacher involves changes in attitudes, behaviours, and interaction patterns
as well as acquiring new knowledge and skills, which may give the person a
new self-definition (Ibarra, 1999). Thus, headteachers’ identity is affected by
their professional position. In addition, an inspiring headteacher can be
motivated and gain support from internal (e.g., former headteachers) and
external (e.g., family) factors. For example, former school headteachers can
train and develop a prospective headteacher, preparing him/her for the future
leadership position.

In Saudi Arabia, although distributed leadership is rarely practiced, teachers
are often appointed as school heads. These teachers often get support from
their family, but they lack leadership experience and skills. Consequently,
they face huge challenges in bringing about new school improvements.
Lacking change management experience and knowledge, these newly
appointed headteachers face many problems, including resistance to change
from their colleagues and distractions from the external environment.
Although some discussions have been put forward by authors, empirical
evidence revealing how newly appointed headteachers are prepared for their
headship is scarce, and it is not very clear what kinds of challenges they face
during the early years of their leadership roles. For these reasons, further
research is needed to understand what support is available for these new

appointments from both within the school and outside the school.
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The next chapter presents the research methods that were chosen in order to address the

questions of this study.
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CHAPTER IV - RESEARCH DESIGN AND METHODOLOGY

4.1 Introduction

As outlined in Chapter I, this research aimed to investigate the effectiveness of the current
arrangements for the leadership development of headteachers both before they accept a
promotion to headship and while they are in a post. The main research question addressed
in this study was: “To what extent is the leadership development of female headteachers
effective for those working in state secondary schools (for female students 15-18 years
old) in Saudi Arabia?” In order to help answer this question, the following sub-questions

were devised:

RSQ1.  What encouraged secondary school headteachers to apply for headship?

RSQ2.  What leadership development opportunities did headteachers take
advantage of (i) before taking up the role of headship and (ii) while they

were in post?

RSQ3.  How effective was the headteachers’ transition when they moved from (i)
deputy headteacher to headteacher or (ii) classroom teacher to

headteacher?

RSQ4.  What were the main challenges that secondary headteachers faced during

early headship?

The methodology chapter is often considered as an important part in any study because
it represents a road map for the researcher. This map helps the researcher achieve the
objectives of the study by focusing on the fundamental literature that underlies the

reasons behind the choice of data collection. According to Wellington (2015),
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methodology is the “activity or business of choosing, reflecting upon, evaluating and
justifying the methods you use” (p.22). This chapter will address several aspects in detail,
including the rationale for the research methodology chosen (Section 4.2); justification
for the use of the chosen research methods (Section 4.3); sampling (Section4.4); data
collection (Section 4.5); data analysis (Section4.6); reliability and validity of the

instruments of the study (4.7); and ethical issues (Section 4.8).

4.2  Rationale for the research methodology chosen

Methodology is at the core of research as it provides the group of concepts that underpin
the relationship between the studied phenomena in order to understand how and why new

knowledge is acquired (Briggs & Coleman, 2012).

Research studies into leadership tend to rely on employing one of four common
philosophies: positivism, critical, humanistic, and instrumental philosophies (Gunter,
2001). Traditional philosophies tend to employ two opposing approaches to the social
world: subjective and objective. These opposing approaches are each characterised by
four sets of assumptions: ontological, epistemological, human nature, and methodology
(Cohen, Manion, & Morrison, 2011). These assumptions underpin research methodology
with a purely subjective philosophy, referred to as interpretivist, and purely an objective
philosophy, referred to as positivist (Bryman & Bell, 2011). Instrumental philosophy is
considered very similar to positivism, as described by Gunter (2001). Ontological and
epistemological perspectives will be discussed in 4.2.1, focusing on the positivist
approach in Section 4.2.1.1 and the interpretivist approach in Section 4.2.1.2. Subjective
and objective approaches will then be discussed in Section 4.2.1.3, followed by the

determinist approach in Section 4.2.1.4.
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4.2.1 Ontological and epistemological perspectives

Ontology relates to the nature of reality or the basis of knowing (Briggs & Coleman,
2012). It is determined by politics and interests based on individual values and beliefs.
Thus, it is socially constructed by human interpretation with the consequence that some

views of reality are over-represented and others less represented (Cohen et al., 2011).

Epistemology is concerned with the nature of knowledge, including how and when it is
discovered as well as the way it is used. This approach seeks to distinguish truth or reality
from untruths (Briggs & Coleman, 2012). Knowledge depends on the type of perceived
reality, or ontology, and therefore affects the nature of the relationship between the
researcher and the participant groups researched; consequently, power, equality, and

esteem in relationships are shaped by it (Cohen et al., 2011).

4.2.1.1 Positivist approach

From a positivist perspective, reality relates to objectively measured truth and order as
well as the nature of reality being real, external, and independent of human influence; the
researcher is independent from the research (Saunders, Lewis, & Thornhill, 2016). Its key
weakness is that it ignores the impact that human interpretation has on the effectiveness
of the outcome, such as the degree to which followers create the reality as the leader

perceives it (Cohen et al., 2011).

Positivist epistemology has its roots in technical rationality (Eraut, 2000). Knowledge is
established by means of the scientific method, which reveals measurable and observable
facts such as law-like general statements linking cause and effect (Saunders et al., 2016).
The weakness of a positivist view of epistemology is its simplistic nature, which takes no

account of the means by which practitioners achieve their outcomes and fails to consider
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how different situations can also result in competent outcomes (Eraut, 2000). The
epistemological approach in leadership research measures “cause and effect”
relationships of school leaders on the followers’ behaviour, function, and emotions and
on student learning outcomes. These are usually statistically devised. Its universal nature
as a leadership model embracing little innovation can be seen as a weakness and is
employed in compulsory leadership training programmes to promote factual knowledge

(Gunter, 2001).

4.2.1.2 Interpretive approach

In the interpretivist approach, reality is complex due to its diverse socially constructed
meaning and multiple truths. Together, these provide a more holistic concept of reality,
making research integral to the approach (Saunders et al., 2016). Key weaknesses include
the idea that no objective reality is distinct from the specific meanings humans have of it
and that individuals or groups interpret the reality of a situation in different ways, such
that the research data may not express the reality envisaged by the participants who
provided their oral or written views. The language used by researchers writing official
theses in school leadership studies may vary considerably from participants’ perceptions

of the situation (Briggs & Coleman, 2012).

The use of an interpretive epistemology (Briggs & Coleman, 2012) reveals knowledge
through narratives and stories, which can be demonstrated through the experiences of
leading a school over time (Gunter, 2001). However, the major disadvantage of this
approach in educational leadership research is that specific narratives are chosen for
learners to reinforce national standards, with a short-term focus. In this respect, long-term
effects are ignored and often perceived as too subjective (Briggs & Coleman, 2012;

Gunter, 2001).
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4.2.1.3 Subjective and objective approaches

The mechanism for the transfer of knowledge from a knowledgeable individual to an
individual who lacks that knowledge is considered by some to be a logical process.
Examples include a teacher with factual subject knowledge sharing it with pupils or a
headteacher training staff in classroom management. However, Greene, Azevedo, and
Torney-Purta (2008) rejected this approach as too simplistic and hindering learning for
two reasons: individuals may resist modifying knowledge they have already acquired and
development of the capacity for critical thinking might be lacking (Palinscar, 1998). In
contrast, individuals are considered to have multiple ways of knowing, suggesting that a
personal epistemological approach should be adopted in education, which recognises that
each individual has his or her own perspective on what constitutes knowledge; such a
perspective serves as the basis of knowing and, thus, is a subjective approach (Greene et
al., 2008). An individual’s knowledge foundation changes as the individual develops, and
s/he perceives knowledge in a more complex manner. To explain such changes, Greene
et al. (2008) suggested a model of cognitive development. Therefore, ontological and
epistemological approaches move from realism in young children to scepticism and
dogmatism (explained in the following paragraph) in early teenage years, and then

rationalism in late secondary and postgraduate education.

Realism follows an objective approach, focusing on factual knowledge which an
authoritative person can confirm. The sceptic individual considers all knowledge
subjective, whereas the dogmatist would rely on someone in authority to confirm that
proposed knowledge and the rationalist would employ personal experience and reason to
evaluate what knowledge is and then adopt that meaning, unless proven otherwise, for

instance by changing circumstances (Greene et al., 2008). Thus, applying this concept of
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personal epistemology appears relevant to headteacher training and development and

his/her perception of cognitive development of staff/students.

4.2.1.4 Determinist approach

In contrast, the determinist approach proposes that events occur as a result of a trigger or
initiator, and hard science is based on finding out and understanding these causes; it
perceives events in the natural world as being replicable (Cohen et al., 2011). This
concept is often applied to educational practice and situational knowledge, as
demonstrated by Eraut (1994), with regard to the acquisition of confidence in the
workplace. The individual’s performance is rated by how s/he conforms to defined
actions, with each believed to produce a desired result in a particular context (e.g., the
competences required to be considered a ‘good’ headteacher). However, in developing
situational knowledge, the individual moves from novice to expert, according to Dreyfus

and Dreyfus (1986) (see Table 4.1).
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Table 4.1

Summary of Dreyfus Model of Progression (Dreyfus and Dreyfus, 1986)

Level 1 | Novice
Rigid adherence to taught rules or plans
Little situational perception

No discretionary judgement

Level 2 | Advanced Beginner

Guidelines for action based on attributes or aspects characteristics of situations
recognisable only after some prior experience)

Situational perception still limited

All attributes and aspects are treated separately and given equal importance

Level 3 | Competent

Coping with crowdedness

Now sees actions at least partially in terms of longer—term goals
Conscious deliberate planning

Standardised and routinised procedures

Level 4 | Proficient

See situations holistically rather than in terms of aspects
See what is most important in a situation

Perceives deviations from the normal pattern
Decision—making less laboured

Uses maxims for guidance, whose meaning varies according to the situation

Level 5 | Expert

No longer relies on rules, guidelines or maxims

Intuitive grasp of situations based on deep tacit understanding

Analytic approaches used only in novel situations, when problems occur or

when justifying conclusions

Vision of what is possible

Note. Adapted from “Workplace learning and the applicability of cognitive
apprenticeship” by M. Tariq. 2014, 17th AKU Symposium. Copyright (2014) by The Aga
Khan University.
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In the initial stages the headteacher would be a novice as leader and expert as teacher, but
would need to acquire/possess six types of knowledge, that of: people, the situation,
practice, concepts, processes and control. In each case the acquisition of knowledge relies
on what has gone before, a deterministic cause of effect approach, other information
received being filtered out. In addition, senior managers often receive information from
others, who pass on their interpretation of what facts are required, as also frequently
occurs in training courses (Eraut, 2000). However, this deterministic approach will
restrict the individual’s capacity to operate effectively in a complex world, to unlearn the
past, and take on new forms of knowledge and reality. Situational knowledge, for
example, is the most difficult to develop, but is achieved in a tacit way by listening to
narratives and interaction with others, implicit acquisition and processing of knowledge
(Eraut, 2000), and is collaborative socially constructed learning which develops and

changes, in the way envisaged by Vygotsky (Hyde, 2015).

4.2.2 Research paradigms

A research paradigm is "a cluster of beliefs and dictates which for scientists in a particular
discipline influence what should be studied, how research should be done, how results
should be interpreted, and so on" (Bryman, 2003, p. 4). There are two major schools of
thought regarding the nature of research, referred to as research paradigms or
philosophies (Ritchie & Lewis, 2010). These have been variously mentioned as positivist
and anti-positivist or normative and interpretivist (Cohen et al., 2011) as well as positivist

and interpretivist. These paradigms are discussed in the following sub-sections.
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4.2.2.1 Normative paradigm

The normative paradigm has two major aspects: (i) behaviour is determined by rules and
(i) behaviour should be investigated using scientific-like procedures (Cohen et al., 2011).
In this paradigm, facts and values are distinct entities; thus, an objective stance can be
taken in the research and the researcher can distance herself from any influences that
might interfere with her capacity to conduct analysis of the data (Ritchie & Lewis, 2010).
In the normative paradigm, behaviour relates to either the external environment (e.g.,
demands of society) or internal stimuli (e.g., the individual’s need to achieve). In each
case, the behaviour is caused by past experience. Therefore, researchers devise and then
validate theories (Cohen et al., 2011). The normative paradigm is characterised by
objectivity, measurement, control, and defined patterns. Critical theory is also normative
and focuses on what behaviour should be in a social democracys; it is political and has the
purpose of changing phenomena so that democracy and equality exist for all members of
society (Cohen et al. 2011). As the overarching aim of this study is to gain nuanced
insights into female headteachers’ opinions with respect to the effectiveness of existing
arrangements for leadership development, a normative paradigm and its focus on
objectivity, control, and behaviour was deemed inappropriate for this research. The tenor
of this research is rooted in subjectivity and the quest to tap into the phenomenological
experiences of headteachers; thus, the normative paradigm would not have provided the

required parameters and instruments for pursuing the research objectives of this study.

The perceived weakness of normative philosophies is that the social world is too complex

to be explained by laws. In this sense, Sparkes (2012) argued that:

While the natural science approach with its positivistic assumptions may

be appropriate for the study of the physical world they are not
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appropriate for the study of the physical world (but) it is not appropriate
for the study of the social world which they see as having very different

characteristics. (p. 25)

Thus, the use of the normative paradigm would not be appropriate for this research
because it seeks to establish quantifiable categories that can be measured in order to test
predetermined hypotheses. In the context of educational leadership, this objectivity
would infer that prescribed leadership training is ‘one size fits all” and staff do not deviate
from their job descriptions. Therefore, adopting this stance means that valuable insights

into the complexity within the school environment are lost.

4.2.2.2 Interpretivist paradigm

In contrast the interpretivist paradigm is based on human experience, which is a
subjective phenomenon. Research based on this perspective attempts to discover how
each person interprets the events s/he experiences. Lawthom and Tindall (2011) stated
that the interpretivist paradigm is associated with theories in social science that explore
the social world from an individual’s viewpoint rather than an objective view: “The aim
is to gain an understanding of the participants’ lived experiences in their own terms, to
focus on the uniqueness of experience from the point of view of those who live it” (p. 8).
Behaviour in the interpretivist context is dependent on action and behaviour that has
meaning (Cohen et al., 2011). Hence, research examines the event that has occurred
instead of relying on a particular past experience or the significance of his/her
interpretation (Ritchie & Lewis, 2010). Actions only have meaning if others intend to
share experiences. Thus, in interpretivism, theories emerge from shared interactions;
consequently, theory development cannot precede research being undertaken (Cohen et

al., 2011).
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The interpretivist approach, like other paradigms, has its weaknesses and strengths. One
weakness, according to Winter (1982), is determining ways to conduct an interpretive
analysis of restricted data (i.e., data that cannot be considered generally representative).
Cohen et al. (2011) stressed that this paradigm depends on participants’ perspective,
which might be narrow. However, the strength of interpretivism is its capacity to
understand the differences between human beings’ attitudes, beliefs and behaviour and
to take an empathetic approach to understanding the world from others’ point of view
(Saunders et al. 2016). Crucially, interpretivist researchers have adopted the view that
“access to reality (given or socially constructed) is only through social constructions such
as language, consciousness, shared meanings, and instruments” (Myers, 2008, p. 5). This
view aligns with the philosophy underpinning this research, in which female headteachers
were perceived as experts who could provide insights into the effectiveness of leadership
development schemes based on their social construction of reality and experience from a
subjective standpoint. Interpretivist researchers do not adopt a rigid approach in
unpacking a particular research phenomenon; rather, they seek to derive information
based on the perceived reality of subjects who are mainly people with their own

experiences or belong to a particular group or culture of interest to the researcher.

Scholars such as Willis (2007) have argued that the primary aim of interpretivism relates
to its focus on and value of subjectivity as “interpretivists eschew the idea that objective
research on human behaviour is possible” (p. 110). Subjectivity is at the core of this
research and, as interpretivists do not apply methods rooted in objectivity, it is also
appropriate for this study. Interpretivists look at the world through the individual eyes of
research participants, who share their subjective interpretations of reality to explain a
particular research phenomenon. Such an approach is in keeping with the research

objectives of this study.
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Cohen, Manion, and Morrison (2007) argued that those researchers who adopt an
interpretivist perspective advocate the notion that reality is a social construct whereby
individuals build their understanding of the world by interpreting and attaching meanings
to different social situations; as a result, a theory is established based individuals’
experiences (Briggs & Coleman, 2007). Unlike the normative paradigm, which aims to
create a theory for human and social behaviour, theories constructed within an
interpretivist paradigm are based on human experiences and are “likely to be as diverse
as the sets of human meanings and understandings that they are to explain” (Cohen et al.,

2007, p. 22).

The preparation and leadership development of headteachers and the consequent
reshaping of professional identities in a school’s environment are complex issues that
depend on social interactions and individuals’ lived experiences in specific contexts.
Therefore, the interpretivist paradigm contributes to understanding such a complex reality
by deriving information from participants and the meanings they attach to it. In the case
of headteachers, this approach is crucial for gaining a deeper insight into their
interpretations of their leadership experiences, taking into account important aspects such

as diverse work contexts and cultures.

By adopting the interpretivist paradigm, the researcher could recognise that she is part of
the educational and social worlds she is studying; consequently, her understanding of the
world is “reflected in, and affected by, the norms and values that have been absorbed as
part of life experiences” (Briggs & Coleman 2007, p. 32). This refers to the important
concept of reflexivity. Briggs and Coleman (2007) defined reflexivity as “the process by
which researchers come to understand how they are positioned in relation to the
knowledge they are producing” (p. 32). The researcher believed that the investigation of
leadership development in the social sciences should be carried out from a subjective
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perspective so that headteachers’ experiences could be shared in detail with the
researcher. This depended on the extent to which the individual headteacher felt secure
when discussing the notion of leadership preparation. Thus, the researcher needed to
highlight headteachers’ perspectives as well as the educational context in which these
opinions developed in order to interpret and understand social realities (Cohen et al.,

2007; Grix, 2018).

For the above discussion, interpretivist paradigm was vital for answering the research
question addressed in this study about the effectiveness of school leadership training, as
headteachers may not consider that programmes designed for them are suitable for the
environments in which they operate. Although the researcher collected some useful
quantitative data through a questionnaire, understanding the reality of the headteachers
in Saudi Arabia relied mainly on the qualitative data gathered from semi-structured
interviews. The primary aim of using the survey was to provide as complete a picture as
possible, without using any statistical analysis and instead using frequencies based on
predominantly numerical data. A survey can be embedded in a predominantly qualitative
design, as was the case in this study, making the approach mainly a qualitative one. The
researcher collected data using two different methods to provide an in-depth and nuanced
picture of the leadership development from the research sample. Therefore, this study

was conducted under the umbrella of the interpretive paradigm.

The following section considers the research methods as well as the qualitative,

guantitative, and mixed methods and their part in the development of the research design.
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4.2.3 Research design

Three methodologies are commonly used for data gathering and analysis in research:
quantitative, qualitative, and mixed methods (Creswell & Creswell, 2018). Qualitative
research, for example, is associated with meanings, concepts, definitions, characteristics,
images, symbols, and descriptions of objects whereas quantitative research is concerned
with measurement and computations. However, some experiences cannot be expressed
in numbers; rather, they are based on subjective information, such as the recall of sounds
or smells (Berg, 2000). Mixed methods combine the two methodologies to collect and
analyse the quantitative and qualitative data gathered separately; the mixed approach
minimises the weaknesses of each of the individual methods and provides a more holistic
set of findings (Creswell & Creswell, 2018). However, Cohen et al. (2007) pointed out
that, when looking into the appropriate design for research, “there is no single blueprint
for planning research. Research design is governed by the notion of fitness and purpose.
The purposes of the research determine the methodology and the design of the research”
(p. 78). Therefore, the research design for this study was selected according to this view.
Qualitative, quantitative, and mixed methodology is discussed in the following sub-
sections, followed by justification for the choice of the appropriate approach for this

research.

4.2.3.1 Using a qualitative approach

Qualitative research aims to interpret rather than measure the social world which is
assumed to be subjective and built on an individuals’ perceptions. Thus, intellectual
traditions of the social world differ from the natural science in terms of procedures in

research (Bryman, 2012). Creswell (2009) argued that qualitative research:
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is a means for exploring and understanding the meaning individuals or
groups ascribe to a social or human problem. The process of research
involves emerging questions and procedures, data typically collected in
the participant’s setting, data analysis inductively building from
particular to general themes, and the researcher making interpretations

of the meaning of the data. (p. 4)

This approach allows for the exploration of a variety of understanding and meaning that
relate to the social and human condition, as well as the problems found within them. As
such, within this type of research, participants are provided with the opportunity to
express diverse views, which are elicited by the use of a number of open-ended questions
put to them in semi-structured interviews or focus groups, for example (Bryman & Bell,
2011). The researcher usually frames the phenomenon under study as a sentence or
question. A small number of respondents participate in such research, thereby enabling
the researcher to obtain rich, in-depth insights into the issue. The data gathered through
these interventions are analysed for patterns or themes by scrutinising the words and
phrases expressed. The researcher then examines the data to interpret the meanings the

participants associated with specific expressions used.

The weaknesses of qualitative research include the possibility of ambiguous findings
because participant numbers are low, bias in the interpretation of the data on the part of
the researcher, and the time and cost associated with the method. According to Patton
(2014), “qualitative methods typically produce a wealth of detailed information about a
much smaller number of people and cases. This increases the depth of understanding of
the cases and situations studied but reduces generalizability” (p. 22). Creswell and

Creswell (2018) agreed with Patton on this point, stating that qualitative research findings
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allow for more in-depth data collection and analysis, although findings cannot be

generalised to a larger audience.

Based on the discussion thus far, this study did not adopt a purely qualitative approach
because—despite the in-depth insights into female headteachers’ preparation and
leadership development that could have been gained—the use of a small sample would
have compromised the credibility of the data by not providing a broad enough picture of

the issue.

4.2.3.2 Using a quantitative approach

Punch (2013) argued that qualitative studies tend to be related to “theory generation”
whereas quantitative studies tend to be related to “theory verification” (p. 16). According

to Creswell and Creswell (2018), in a quantitative study the researcher might make:

postpositivist claims for developing knowledge (i.e., cause and effect
thinking, reduction to specific variables and hypotheses and questions,
use of measurement and observation, and the test of theories), employs
strategies of inquiry such as experiments and surveys, and collects data

on predetermined instruments that yield statistical data. (p. 18)

The use of quantitative methods may take an approach to collecting data by means of
surveys in which respondents must choose from a restricted number of alternative
responses. Prior to the research intervention, the researcher generates hypotheses
(Creswell & Creswell, 2018). Analysis is conducted using statistical methods, which can
also determine the reliability and validity of the data gathered by means of statistical
constants (e.g., Cronbach’s alpha). Yet the high costs and time resources are major

disadvantages for this sort of methodology (Saunders et al., 2016). Denscombe (2010)
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emphasised that care should be taken when dealing with quantitative data as they are
“only as good as the methods used to collect them and the questions that are asked” (p.
269). He further indicated the risk of the researcher becoming “obsessed with the

techniques of analysis” (p. 269).

A large number of participants is an essential characteristic of quantitative methodology,
as it ensures the representativeness and generalisability of data collected, which are
central to the positivist paradigm. Quantitative researchers assume that “cognition and
behaviour are highly predictable and explainable [; therefore] most quantitative
researchers try to identify cause and effect relationships that enable them to make
probabilistic predictions and generalizations” (Johnson & Christensen, 2019, p. 33).
These assumptions contrast greatly with the interpretivist paradigm that views the social
world and individual experiences as highly complex and not easily put into rules of
behaviour (for more detail on the interpretivist paradigm, see Section 4.2.2.2). Thus, this
research was not based solely on the use of a quantitative approach, as it would have only
provided a general picture of the preparation and leadership development for female
headteachers. Therefore, the reasons underlying the choice of responses to questions
could not have been determined (Cohen et al., 2011) and, consequently, the results would

have lacked any real depth.

4.2.3.3 Using mixed methods approach

Mixed methods research pertains to a research design that involves the mixing of both
guantitative and qualitative methods of data collection and analysis in a single study
(Creswell, Plano Clark, Gutmann, & Hanson, 2003). In the context of such research, “data
are collected concurrently or sequentially, are given a priority, and involve the integration

of the data at one or more stages in the process of research” (Creswell et al., 2003, p.
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212). As all data collection methods are concomitant with limitations, the use of multiple
methods can negate the disadvantages of using one particular method. Denscombe (2010)
stated that “the use of more than one method can enhance the findings of research by
providing a fuller and more complete picture of the thing that is being studied” (p. 141).

Scherp (2013) explained the benefits of using a mixed methods approach:

Quantitative methods such as surveys often suffer from lack of depth and
difficulties in knowing how the respondent has perceived the items.
Working with cognitive maps makes it possible to combine the
advantages of qualitative and quantitative methods. It is a way of using
quantitative analysis based on in-depth interviews in a big sample. (p.

80)

Consequently, various scholars have recognised the merits of mixed methods research to
boost the methodological robustness of a study. Social phenomena are inherently
complex; therefore, the use of various methods are required to gain a nuanced
understanding of these complexities. However, Briggs and Coleman (2007) warned
against adopting a mixed methods approach for the purpose of balancing the limitations
of one method with the strengths of another. Instead, such an approach should be
considered relative to its ability to strengthen the research findings. In the context of this
research, the use of a mixed methods approach enabled the researcher to obtain a broad
view from the survey so that more detailed views could be gathered from semi-structured
interviews to gain deeper insights into headteachers’ perspectives and their complex
experiences prior to and after taking up the role of headship. Although mixed methods
research fulfils this requirement, it is not without some disadvantages. According to Flick

(2002):
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The problems of combining qualitative and quantitative research . . .
have not been solved in a satisfying way. Attempts to integrate both
approaches often end up in a one-after-the-other (with different
preferences), a side-by-side (with various degrees of independence of

both strategies) or a dominance (also with different preferences). (p. 67)

To overcome such challenges, prior to constructing mixed methods research design, the
researcher needs to decide whether he/she seeks to operate according to one overarching
paradigm or not and whether he/she seeks to conduct the research phases sequentially or

concurrently (Johnson & Onwuegbuzie, 2004).

Traditional mixed methods approach most commonly use the triangulation design
(Creswell et al., 2003). For example, evidence is derived from surveys and subsequently
a set of interviews to obtain “different but complementary data on the same topic”
(Morse, 1991, p. 122). The overarching aim of this design is to combine the divergent
strengths of quantitative research, such as generalisation and large sample size, with those
of qualitative methods—specifically, small N and in-depth research findings (Creswell

& Plano Clark, 2011).

As part of this approach, researchers gather quantitative data from surveys, for example,
in order to generate a hypothesis that can be tested via the use of statistical analyses. Data
are then gathered from interviews to acquire qualitative data, thereby enabling the
researcher to triangulate the research findings from both data sets in order to address the
same research question. Thus, as part of this approach, the qualitative findings collected
from one data set complement the quantitative findings of the other. The traditional mixed
methods approach entails the separate but concurrent collection and analysis of

qualitative and quantitative data to provide a researcher with a nuanced understanding of

127



a research problem (Creswell, 2014; Creswell & Creswell, 2018). Following the data

collection process, the researcher typically merges the two data sets during the analysis.

However, this study did not use a traditional mixed methods approach and, in contrast,
opted for an embedded mixed methods research design. As a large number of participants
would have been required to generate the findings, diverse views could not have been
gathered, and the reasons underlying the choice of responses to questions could not have
been determined (Cohen et al., 2011). Therefore, the use of a traditional mixed methods
approach was not appropriate because this study did not seek to make generalisations

based on the findings of the research.

An embedded mixed methods design uses a mix of different data sets during the research
design, with one data type embedded in the methodology being framed by an overarching
data type (Caracelli & Greene, 1997). Within this model, it is possible for the researcher
to embed qualitative data within a quantitative research design or vice versa. Although
both quantitative and qualitative data are collected, one data set is ascribed a
supplemental role as part of the overall design (Creswell, Fetters, Plano Clark, & Morales,
2005). This study embedded a survey in a predominantly qualitative design to gain an in-
depth and nuanced picture of the leadership development from the research sample. It
sought to gain in-depth insights into the views of female headteachers regarding the
effectiveness of their preparation and the leadership development they receive to carry
out their role. Thus, the researcher combined the quantitative and qualitative data to
provide as complete a picture as possible, without using any statistical analysis as that
would have been inappropriate given the relatively small sample size of the survey. By
using a survey, the researcher aimed to extract relevant percentages and response

frequencies from the questionnaire data. Hence, a predominantly qualitative design with
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an embedded qualitative design was used in order to focus on the subjective experiences

of the female headteachers.

The following section discusses the two phases of this research—survey and semi-

structured interviews—and justifies the reasons behind choosing these instruments.

4.3 Justification of the research methods

In keeping with the mixed methods design of this study, the data collection for this
research took place in two phases—namely, a survey and semi-structured interviews. In
relation to an interpretivist perspective, knowledge is created in accordance with an
inductive approach and can only be appreciated and communicated through an
interpretive community (Denzin & Lincoln, 1998). An inductive approach means that
theory will relate to the outcome of the research rather than directing the process; broad
themes can be devised from the data produced by the study (Creswell & Creswell, 2018).
Interpretivism lends itself to a qualitative approach to data collection and an interpretative
approach to data analysis. Rather than beginning with a theoretical position, researchers
inductively develop theory as they progress through the research process (Creswell &
Creswell, 2018). A combination of questionnaires and interviews was suitable for the
interpretivist approach to this research and helped acquire and interpret qualitative data.

The following sub-sections justify the choice of these methods.

4.3.1 Survey

A survey was conducted as the first data collection method, allowing the researcher to
obtain a broad view, so that more detailed views could be gathered by other means, such
as interviews (Cohen et al., 2011). A survey is defined as a research method used to

collect data from
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a pre-defined group of respondents to gain information and insights on
various topics of interest... through the use of standardized procedures
whose purpose is to ensure that each respondent is able to answer the
questions at a level playing field to avoid biased opinions that could

influence the outcome of the research or study. (Fowler, 2013, p. 7)

Although quantitative studies usually employ survey, open questions are used in addition
to rating or ranking questions (Saunders et al., 2016). Surveys can include open or closed

questions to unpack respondents’ opinions and attitudes in varying levels of detail.

Open questions are particularly useful in exploratory research when responses are
uncertain, a detailed answer is required, and/or the objective is to determine what the
participant perceives to be most important about a particular issue (Saunders et al., 2016).
Peterson (2000) stated that “the primary benefit of an open-end question is that its
answers can provide extremely insightful information. Because study participants
provide answers in their own words, no researcher bias is introduced by presenting or

predetermining answers” (p.33).

A questionnaire, like other research tools, has its advantages and disadvantages.
Questionnaires are probably the most widely used tool to gather data because of such
advantages as their relatively lower cost as well as convenience for the respondents and
the researcher (Gray, 2013). Also, data gathered can be easily analysed using computer
software programmes (Cohen et al., 2011). In addition, a questionnaire is considered a
familiar tool for most respondents (Cohen et al., 2011). In contrast, one of the biggest
disadvantages of a questionnaire is the possibility of participants giving inaccurate or
incomplete answers, especially if the questionnaire is long. Thus, in this study, questions

were logically sequenced to retain participants’ interest, and the length was restricted to
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encourage completion (Saunders et al., 2016). Another disadvantage is the lack of
interaction between the researcher and the participants as questionnaires are designed to
be self-completed by participants. To avoid this negative, the questionnaire for this study
uses clear and simple language and included researcher’s contact information (e.g., phone
number and email address) (see Appendix C). According to Cohen et al. (2011),
participants might be concerned about being held accountable for their answers in the
future. So, the researcher confirmed to the headteachers that the data will be kept in a
secure place and that fictitious names will be used instead of their real names (for more

details, see Section 4.8).

4.3.2 Interviews

The second method used to collect primary data was semi-structured interviews, which
were conducted with a number of female school headteachers in Saudi Arabia. According
to Dunn (2005), interviews encapsulate a set of verbal exchanges within which one
person, the interviewer, seeks to gain information from another person. In addition,
Cohen et al. (2007) referred to an interview as “a conversation between two persons on a
specific topic”, which “should be guided by the researcher who derives it according to
the research aims and objectives in order to have descriptive and explanative information
from the interviewees” (p. 351). Interviews are one of the common research tools for
obtaining qualitative data that help the researcher understand phenomena in depth. In this
context, Merriam (1998) stated that “interviewing is a common means of collecting
qualitative data, and the most common form of interview is the person-to-person
encounter in which one person elicits information from another” (p. 71). There are mainly
three types of interviews: structured, unstructured, and semi-structured (Cohen et al.,

2011). Structured interviews entail a predetermined set of standardised questions, with
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semi-structured interviews at the end of the continuum which take place in a
conversational manner, enabling participants to voice their opinions in an uninterrupted
way. In unstructured interviews such as life stories, the conversation is driven mainly by
the interviewee rather than by the questions. These types of interviews are discussed in

the following paragraphs.

In structured interviews, closed-ended questions are used and might have a selection of
short answers or yes/no answers. In order to ensure that each interviewee responds to the
same questions, the researcher usually introduces questions in the same sequence in every
interview. Although this type of interview is more objective and easier to analyse than
unstructured and semi-structured interviews (Punch, 2013), it was not selected for use in
this study as the researcher did not have the freedom to make adjustments to the questions
as the content of such an interview is prepared in advance, meaning it might lead to
certain constraints in the data collection (Cohen et al., 2011). As a result, interviewees’
ability to divulge information would be restricted as well. Therefore, the use of structured
interviews was rejected as they do not allow additional questions to be asked and restrict

the data collection process.

In contrast, unstructured interviews offer both researchers and participants considerable
flexibility and freedom (Creswell & Creswell, 2018). The aim of using unstructured
interviews is to gain deeper insights into participants’ responses (Creswell & Creswell,
2018) by asking open-ended questions which gradually elicit the researcher’s desired
information. However, because of its open framework, there is a risk that participants
may not focus their response sufficiently on the actual question posed, making this
method very time consuming and difficult to analyse (Judd, Smith, & Kidder, 1991). In

addition, this method is unfocused and difficult to control, and the collection of relevant
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data can be more challenging as the interviewee is likely to provide a great deal of

irrelevant information (Cohen et al., 2011).

Finally, semi-structured interviews involve the use of open- and closed-ended questions,
meaning they provide the advantages of both structured and unstructured interviews
(Judd et al., 1991). They are flexible, as not all questions are prepared in advance, which
allows follow up questions to be asked during the interview depending on the
interviewee’s responses. Moreover, the researcher is able to ask new questions in order
to gain greater depth from participants’ responses whilst keeping the interview focused

(Kadushin, 2013).

Hence, semi-structured interviews were selected for this research because they allowed
the researcher to prepare for the data-collection sessions in advance, thereby controlling
the interviews and conducting them in a confident, professional manner. A coherent
series of open-ended questions were prepared in order to retain the interviewees’ interest
and gather their views and opinions. Using interviews as a tool to collect data gave the
researcher an opportunity to communicate directly with respondents—in this study,
headteachers. Such interviews allowed the researcher to ask follow-up questions, thereby
gaining further information about points made by the respondents (Cohen et al., 2011).
Consequently, interviews offer more flexibility in the questioning process than
questionnaires (Cohen et al., 2011). Therefore, the use of semi-structured interviews can

be justified for use in this research.

4.4  The research sample

Purposive sampling is a particular type of non-probability sampling that requires the
research to exercise a level of judgement from within the study. Non-probability sampling

was selected because the research question required a certain number and type of
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headteachers to participate in the study. Although probability sampling is more time
efficient and cost-effective (Feild, Pruchno, Bewley, Lemay, & Levinsky, 2006), it was
not suitable for this research for two reasons. Firstly, the researcher did not seek to make
generalisations based on the findings of this study. The study represents an idiographic
approach to investigation, taking account for the contingencies that arise in organisational
structures (Luthans & Davis, 1982; Tsoukas, 1989), such as schools. Secondly, the
researcher aimed to obtain a depth of insight that cannot be provided by probability

sampling.

The target population required that purposive sampling be used. The non-probabilistic
method ensured that the sample was representative of the whole population of
headteachers in Saudi Arabia, thereby including a variety of both newly appointed
headteachers as well as those who have been working for five years or less. Also, the
researcher made efforts to include headteachers from a variety of education offices and
with a wide range of experience (see Section 5.2). Although the sample was developed
from those headteachers who responded to the questionnaire, this was not a convenience
sample as some form of judgement were carried out by the researcher to check whether
each headteacher was appropriate, particularly in relation to the number of years they
spent in practice (see Appendix C). This type of selection process could not have been
undertaken if probabilistic sampling had been utilised. Furthermore, there was an element
of opportunism in that only headteachers who responded to the questionnaire were able

to be involved in the interviews.

The total number of state secondary schools in the city where the study was conducted
was 131. However, no statistics were available showing the length of headteachers’
experience in a headship position. Therefore, the questionnaire was distributed

electronically to all state secondary schools’ headteachers. In order to ensure that the
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participants represented the required sample, two questions were included to verify that
the participants (i) were headteachers at a state secondary school in the city in which the
study was conducted and (ii) have been in their posts for five years or less. If the answer
to both questions was ‘yes’, the participant could continue to respond to the questionnaire.
If the answer to either question was ‘no’, the questionnaire would close automatically to

ensure that the participants represent the required sample.

Nearly 9% (N=4) who answered the first question were not headteachers for a state
secondary school, suggesting that these headteachers worked in private schools and/or an
area other than the city that the study was conducted in. These four participants were
electronically excluded from completing the questionnaire. The remaining 42 (100%)
representing the sample required to participate in this study were able to complete the

questionnaire.

The study specified five years for two reasons. First, the researcher collected the data in
2017; approximately eight years before this time, different arrangements were used for
selecting headteachers and different methods were used to prepare them for the role of
headship. Second, headteachers with extensive experience might not be able to remember
their early years of headship. The study also not included female headteachers in primary
and intermediate schools for two reasons: (i) as the study adopted the interpretive
approach and sought to gain a deep understanding of the research objectives, focusing on
secondary schools helped achieve this goal, especially in light of having a large number
of state schools from all levels in the city where the study was conducted; and (ii) as the
researcher has extensive experience working in secondary schools, she has a good
background for the culture of these schools, which helped understand headteachers’

perspectives about their own leadership development.
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45 Data collection

The researcher collected the data in three stages: pilot study (Section 4.5.1), questionnaire
(Section 4.5.2) and interviews (Section 4.5.3). This commenced upon receipt of ethical
approval, which had to be obtained from the IoE University of Reading Ethics Committee
after the submission of the translation of the questionnaire and interview questions to be

used. The necessary paperwork and ethics form also had to be completed.

In order to collect the data, the researcher travelled to Saudi Arabia. Completing the
research study was required acquiring a letter from the MoE authorising the collection of
data. A letter of permission provides the authority required to conduct this type of

research (see Appendix F).

45.1 Pilot study

Pilot studies are an essential part of good study design (Van Teijlingen & Hundley, 2002).
Therefore, the researcher conducted a pilot study of all instruments, including five
headteachers for the survey and then two of them for interview questions, to achieve
specific objectives: (i) to ensure that questions were not leading questions, in guiding the
respondents to a certain outcome, but also that they did not contain ambiguous phrases
(Saunders et al., 2016) that could create misunderstanding; (ii) to calculate the time
required to answer the questions; (iii) to improve the internal reliability and validity of
the research (Saunders et al., 2016); and (iv) to provide the opportunity to delete irrelevant
questions, thereby ensuring that the relevant data were collected. These reasons combined
helped improve the questions’ design and, therefore, enhanced the response rate as
participants could better understand what was being asked of them and the coherent order

of questions encouraged the completion of the questionnaire (Cohen et al., 2011).
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The original intention was to distribute the questionnaire to the main sample by hand.
Therefore, two headteachers were asked to schedule an appropriate time to conduct the
pilot study. Both headteachers asked the researcher to send the questionnaire by email or
via WhatsApp because they were busy and preferred to complete the questionnaire after
school; they suggested that the questionnaire might be sent to the main sample via social
media, especially the WhatsApp application, as they were familiar with the concept of
receiving links via the app. In addition, the researcher was informed that each headteacher
was supposed to be joining a group of headteachers via WhatsApp controlled by a
supervisor from the Education Office. Therefore, approaching those supervisors to ask
for help in distributing the questionnaires was highly recommended. Ultimately, the
questionnaire was designed on Google Forms and then sent the link to four headteachers,

explaining the aim of the pilot study.

Based on the pilot study, some amendments were made to the questionnaire, namely:

1. Making entering the real identity of the participants an optional choice, because
according to the feedback that was given in the pilot study, all participated
headteachers stated that they would prefer to be anonymous to avoid any

accountability to their supervisors.

2. The age of participants was to be optional or to be referenced using a range of ages.

3. A question related to headteachers’ motivation was included (i.e., whether a better
salary encouraged them to take up the headship or not). The participants in the pilot
study mentioned no specific financial benefits for schools’ headteachers existed so,
the researcher deleted the phrase “Better salary” from question number 6 in part B

section (i) in the questionnaire (Appendix C).
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4. Some headteachers had not worked as deputy headteachers; therefore, a ‘Not
Applicable’ option was added in the second table of the questionnaire ‘Readiness for

taking up the post’.

5. For the same reason, a new option was added to question 9 in part B section (ii), as
follows: (from teacher to headteacher, if you have not worked as a deputy

headteacher).

6. The headteachers who took part in the pilot study informed the researcher that

completing the questionnaire took 15 to 20 minutes.

The revised questionnaire is included in Appendix C.

4,5.2 Questionnaires

The main version of the research questionnaire has been constructed in English language
and has been validated through the feedback from supervisors and from Reading
University’s Ethics Committee. As participants’ main language is Arabic, the
questionnaire was translated from English to Arabic by the researcher. However, it was
reviewed by a professional translator to ensure the compatibility of the meaning of the
two versions. The questionnaire was sent to the translator via email and, after a few days,

the recommended amendments to certain phrases were received by email as well.

Although the questionnaire was designed as a gquantitative tool, it included open-ended
questions to collect the headteachers’ views about the preparation they undertook before
commencing their leadership role and the training that they received in early headship.
Bryman (2004) noted that important contributions have been made to certain fields of
investigation in the sphere of leadership when using qualitative research. However,

Bryman (2004) warned that such contributions can be affected by a lack in distinctiveness
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when set against quantitative research. In this case, the method of surveying headteachers
as a first point of call should set the agenda for the research. By addressing this, the
questionnaire was combined both qualitative and quantitative means of collecting
information from the respondents. The length of the questionnaire was also an important
consideration; if it is too long, it may discourage respondents from taking the full amount
of time to complete it. Furthermore, if the questionnaire is too short, it may trivialise the
issue. Although it is vital to build upon the work of others in the area of leadership, as
Bryman (2004) stressed in relation to the use of qualitative research, the researcher should

also be attentive to the value of the experience of the respondents themselves.

45.3 Interviews

Seven female headteachers were selected from among those who had completed the
questionnaire and consented to participate in the research. The interviews were conducted
inside the headteachers’ respective schools, specifically in their offices, as per their
choice. Place plays a latent, although important role in the research outcomes during
interviews because, ultimately, the venue of an interview can positively or adversely
impact respondents’ responses. It is important that the interview setting be a place of the
respondents’ convenience to ensure comfort and a safe space within which they can voice
their opinions free of disruption. Elwood and Martin (2000) asserted that the location of
any research interview is an important consideration in the efficacy of research practices
and methods. This stance is more important to consider given that the location of an
interview is vital when seeking to acquire information, knowledge, and insights with
respect of the social sphere and how those dynamics impact upon personal critiquing and
thinking (Elwood & Martin, 2000). They also suggested that the location of an interview

offers a “micro-geography” that aids in acquiring insights into social relations. This
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approach, as they suggested, also allows for a closer inspection of the interview arena
and the dynamics that take place within. Therefore, this approach is akin to an experiential
aspect of self-learning and helps the researcher further experience and acknowledge a
number of ethical or relations issues with regard to the materials used for the research,

including the ordering of the research questions (Elwood & Martin, 2000).

Semi-structured interviews were conducted with seven headteachers who agreed to take
part in the interviews. This type of interview enabled the researcher and respondents to
develop verbal exchanges in relation to topics and issues that they felt were important
(Longhurst, 2003). With headteachers’ permission and by their choice, interviews were
recorded. Audio recordings were used as the primary method to document the answers
provided by the interviewed headteachers. The recorder was tested extensively to detect
any equipment faults prior to conducting the interviews (Seidman, 2013). The shortest
interview took only 40 minutes while the longest interview lasted nearly 2 hours. The
duration of the interviews varied depending on several factors, including the length of
headteachers’ responses and the type of follow-up questions. In addition, as interviews
took place during the headteachers’ working hours, interviews were paused whenever the
headteachers had to attend to their normal duties. Finally, handwritten interviews took
longer than recorded ones. Ultimately, four of the seven headteachers gave their
permission to use the audio recorder whereas the rest preferred the researcher to record
their responses in writing. Recording interviews presented a set of unique advantages—
mainly, the ability to have a word-for-word account of the interview devoid of the
interpretative bias that might occur as a result of note-taking. Audio recording technology
also allows researchers to keep the necessary data using a wide variety of repositories,
such as solid-state drives or micro-tapes (King & Horrocks, 2010). In addition,

researchers relying on this strategy have the option of reviewing the primary evidence
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multiple times, which can be highly beneficial when analysing and interpreting the
interviewees’ opinions and attitudes. Recording interviews allows for a more accurate
transcription and enables the researcher to concentrate during the interview process,
asking follow-up questions if required, without the interruption of having to jot down

notes.

However, one caveat associated with audio recordings is that some individuals can “feel
uncomfortable about being recorded” (King & Horrocks, 2010, p. 45) and, therefore,
might constrain or tailor their responses. Although obtaining consent can lessen this
effect, King and Horrocks (2010) implied that this problem can impact the quality of data.
For instance, interviewees might be anxious about being held accountable for their
responses in the future. Thus, ethics must be considered. In this sense, informed consent
was obtained from these participants before proceeding with the recordings. The
participants were also informed that audio records would be kept private, with only the
researcher having access to the recordings, and that fictitious names would be used
instead of their real names. Interviewees were also informed that they would have the
opportunity to request the deletion of their audio recordings at any time during the

interview without giving a reason and that it would not have any effect on them.

Written interviews do have some advantages particularly for interviewees who may be
hesitant or nervous about going “on record”. Note-taking may provide a more relaxed
environment that can mitigate instances of elusive responses (Bryman, 2003). However,
note-taking can be cumbersome (and present specific challenges for the researcher)
during the interview, and researchers who lack the requisite training will struggle to
transcribe the data accurately. In addition, when using handwritten interviews,

respondents’ tone is not conveyed well, running the risk of disregarding information that
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may seem unimportant but is stressed by the interviewees; indeed, it is not only what they
say that is important but also the way they say it. In this research, following the three
handwritten interviews, the individual transcripts were produced immediately to reduce
instances of forgotten or missed data and to ensure interview accuracy. All headteachers
subsequently received copies of the transcripts to review the details and add any

information and/or make any changes, as desired.

Tessier (2012) asserted that written interviews create a problem when the researcher
seeks to undertake a more accurate approach to recording interview data. She also argued
that there is a debate to be had regarding how the utility of the employed recording
methods can be applied to research. Indeed, there are also issues of reliability; such issues
affect the cost, in terms of time and money spent, and the potential for any data losses
that may occur (Tessier, 2012). The researcher must also adopt coding exercises that
adhere to ethical issues of anonymity. Technology is a pivotal issue, although the
conclusion that new technologies can undermine the need for “old” technologies (such as
automatic or manual coding exercises) is far from absolute or objective. Furthermore,
Tessier (2012) argued that there is scope for employing a combination of recording
methods. The current research applied a combination of audio and handwritten recording,
which was found to be more appropriate than exclusive reliance on one or the other
techniques. Indeed, Cohen et al. (2011) argued that utilising a combined approach to
recording allows for the cross-reference of actual verbal statements and the

contemporaneous handwritten notes taken at the time of the interview.

The transcripts from the interviews provided qualitative data that could be analysed. Non-
responses had to be taken into account, as they can distort the final results of any research

project (Barriball & While, 1994). Furthermore, responses had to be analysed in relation
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to the researcher’s overarching perspective taken from the questionnaire, the interview

process, and knowledge of the school, its policies, and its culture.

4.6  Data analysis

A qualitative data analysis is considered a “challenging, non-linear, contextualised and
highly variable” process (Bazeley, 2013, p. 3). Bazeley (2013) asserted that this process
is primarily expressed through critical thinking and information synthesis. As this
research was concerned with obtaining primary data via the means of questionnaires and
interviews, coding was applied to this evidence to ensure that participants’ responses
remain interpretable and structured. Gibbs (2007) argued that coding in qualitative
research is “how you define what the data you are analysing are about” (p.38). Yet this
approach was criticised by Grbich (2013), who claimed that coding can distort data; thus,
the researcher had to be alert to the broader context of the obtained evidence to

circumvent this issue.

4.6.1 Questionnaire data analysis

As discussed in Section 4.3.1, the structure of the questionnaire included both quantitative
items and open-ended questions that produced detailed qualitative responses.
Consequently, two tools were applied to interpret this evidence: Excel and the NVivo
software. The key benefit of using Excel is the vast number of analysis-centric functions
embedded in this software (Guerrero, 2010). For instance, researchers are able to utilise
charts, histograms, and descriptive statistics to represent the key trends in the gathered
primary evidence without referring to other software solutions (Guerrero, 2010). Excel
also allows researchers to keep all necessary records in one file, which can then be

password-protected to support the rights of the representatives of the research sample.
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Furthermore, the Excel interface effectively facilitates data entry as all information can
be stored in an interpretable spreadsheet format (Berk & Carey, 2010). Such benefits
were highly important within the context of this research. Although the main goal of this
study was to investigate the effectiveness of headteacher preparation and development,
no causative relationships had to be established to achieve this goal. Therefore, such tools
of data analysis as descriptive statistics were sufficient to address the key objectives of
this study. In other words, the researcher aimed to extract relevant percentages and
response frequencies from the questionnaire data. Therefore, Excel provided the

researcher with a high level of convenience.

The data obtained from open-ended questions were analysed using the NVivo software
(Bazeley & Jackson, 2013). The main advantage of using NVivo is the fact that this tool
facilitates data analysis by allowing researchers to manage and interpret evidence within
the confines of a single software tool (Bazeley & Jackson, 2013). Thus, after
transcription, the researcher used NVivo to organise and code the qualitative data from
the survey. These codes were regrouped under the main themes of this study, just as with
the interview data, to gain a deeper understanding when presenting and discussing the
findings (an example of the coding process used with the qualitative data is included in
Table 4.2). Data gathered from both the survey and interviews enabled the researcher to
provide an in-depth understanding of the outcomes. More details on qualitative data

analysis by NVivo are provided in the next section.

4.6.2 Interview data analysis

Semi-structured interviews were conducted to gather qualitative data, and participants’
answers (raw data) were transcribed into Arabic by the researcher. All seven transcripts

were sent back to the headteachers, so they could review the details and add any
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information and/or make any changes, as desired. The interview recordings were kept in
a locked filing cabinet on a password-protected hard drive, with only the researcher
having access to these documents. This ensured that the necessary standards of research

ethics were maintained in this study (Polonsky & Waller, 2015).

The researcher translated only data relevant to this research from Arabic to English and
created transcripts. The English transcripts were checked by a bilingual person to increase
the accuracy of the translation. One headteacher’s transcript in both languages was
included in this thesis (see Appendix E for English language and Appendix J for Arabic
language). The data was ordered through the use of the coding process in thematic
analysis (see Table 4.2). The researcher used NVivo to aid in organising the qualitative
data. She imported the seven transcripts from the individual headteacher interviews into
the software. The transcripts were named using fictitious participant names and ordered
based on the dates the interviews were conducted, starting with the earliest and ending
with the most recent interview. The researcher viewed all seven of the headteacher
interviews in order to create codes that corresponded to each research sub-question (see
Table 4.2). The codes were then revised to ensure that redundancies were removed; codes
were renamed where necessary to ensure that terminology used throughout was consistent
(Lichtman, 2013). The researcher then grouped codes that closely related to each other
into a shared category. Lichtman (2013) emphasised the importance of revising codes
and categories “to move from coding initial data through identification of categories to
the recognition of important concepts or themes” (p. 330). Therefore, the categories were
regrouped under the main themes of this research to gain in-depth insights into female

headteachers’ preparation and leadership development.

Table 4.2
The Coding Process for Qualitative Data
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Quotes used Codes Categories Themes/Concepts
RSQ1: What encouraged secondary school headteachers to apply for
headship?
e | believe that I have leadership qualities that enable me to lead the Having Self-motivation
school. leadership
qualities Benefits
e | was bored of classroom teaching. ]
Boredom of Looking for new
¢ | saw myself as being able to develop the school. classr_oom challenges
teaching
e | was forced to take up headship after the retirement of my former Abili External pressure
headteacher. ity to ]
develop the Family support Motivational
e ....Ipreferred to be a headteacher in another school and implement school asgg(\:{[ité?na
my vision for my school. Former :
Forced to take headteachers’ leadership
. : . .. ' development
e .. 1 had signed a pledge to fill the position when the school is in up headship support (includﬁng
need of a headteacher... Also, the teachers encouraged me to accept Implement the support)

the position

I was bored of teaching...l wanted to enter a new experience ...
although there were no financial advantages, there were other
benefits that led me to run for the leadership. To name but one, the
headteacher’s office was comfortable and equipped to work.

.... In my very last years, I started to feel bored and I felt that I
needed to enter a new experience.

headteacher’s
vision in school

Taking a pledge

Teachers’
encouragement

New experience

Colleagues’ support
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... the Assistant of Educational Affairs offered me to start directly
as a headteacher...Frankly I was afraid to refuse. I do not want
anyone to think that | only wanted to fill the position of deputy to
get rid of teaching.

...since I was a teacher and I always felt that [ am a leader...I have
successfully led my students to success. | know myself and | think
that | have the ability to be a school leader.

..... the Education Office and teachers asked me to do so...I was
afraid that if | refused, ... a leader from outside the school must be
nominated.

...the teachers were supportive of the idea of me becoming the
headteacher of the school, ... they were afraid that if I reject the
position, a headteacher from outside the school would be appointed.

I contacted my sister ...and she encouraged me to accept the role of
headship.

... I was encouraged by my husband.
My mum and my husband...encouraged me to apply for a headship.

... my husband was completely against my decision to accept the
leadership position.

My previous headteacher encouraged me to make my decision.

Non-financial
benefits

Pressure from
education office

Fear of
nominating a
headteacher
from outside the
school

Sister
encouragement

Husband
support

Mother
encouragement

Previous
headteacher
encouragement

147




RSQ2. What leadership development opportunities did headteachers take
advantage of (i) before taking up the role of headship and (ii) while they
were in post? (i)Before taking up the role of headship

I read articles on leadership and tried to talk with experienced
headtechers...and attend seminars.

| found talking with experienced headteachers very beneficial in
addition to reading articles on leadership.

I have a long experience in teaching which meant that | had to lead
my students... also, working as a head of the English Language
department involved dealing with the English teachers and hold
regular meetings with them, helped me to develop some leadership
skills.

I believe that if we, as Muslims, follow the principles of the prophet
in this regard, we can make great leaders... The Prophet (PBUH) led
a nation of Muslims, Jews and Christians.

... I'learn from my mistakes ...and I will never forget the help I got
from the deputy headteacher... she had years of experience working
in the school administration ...after two years of being a
headteacher I started studying master’s in Education planning and
Administration which had a positive impact on my knowledge on
school Administration.

Beside my experience as a teacher I worked ... with a deputy
headteacher in her office.

Reading articles

Communicating
with a more
experienced
person
(deputy/head
teachers)

Attending
seminars

Having
extensive
teaching
experience

Being a head of
subject
department

Being affected
by the
personality of
the Prophet
(PBUH) as a
leader

Lived experience
Self-learning

Role model
Knowledge and
skills learned from
TQCNH
Networking
Coaching

Mentoring

Shadowing

Leadership
development

148




.... working with my former headtecher in her office meant that I
got valuable experience in administrate work and how to deal with
teachers and students.

| greatly benefited from shadowing my former headteacher and
getting involved in administration work.

My work as a deputy headteacher helped me a lot .... | learned a lot
from my former headteacher.

| attended some courses which | found useful.

One of the benefits of attending these courses is to meet
headteachers who would share their experiences and difficulties and
how they dealt with it.

In some courses | met new headteachers who had experience as a
deputy headteacher, so they made some useful points... I made
good relationships with some of them and I am still in touch with
them till now.

Some of the courses are superficial because the supervisors are not
qualified.

Sometimes the Education Office doesn’t take into consideration the
appropriate timing to introduce certain courses.

Learning from
actions and
mistakes

Working with
an experienced
deputy
headteacher

Getting a
master’s degree

Working with a
former
headteacher

Benefiting from
previous
experience as a
deputy
headteacher

Attending
training courses

Visiting schools
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They (supervisors) don’t take into account the timing...the course
on strategic planning would have helped me avoid mistakes that |
made if they offered it at the beginning of the year.

I think that the Education Office shows no interest in supporting the
visit of the new headteachers to other schools, despite its
importance, especially if it was obtained before starting the
leadership position.

My communication with other headteachers is very useful.

When | face any problem, the first thing that comes to mind is to
contact other headteachers, they are very supportive.

WhatsApp groups with other headteachers are very useful....and
some of these groups include experienced headteachers which are
even more useful.

| attended training courses but the most useful thing that helped me,
especially in the first year of headship, was communicating with
other headteachers.

| benefited from some leadership development chances like training
courses ...also, I stay in contact with xx (her former headteacher).

I learnt from trial and error...I joined headteacher WhatsApp
groups which were very helpful.

Joining
headteacher
WhatsApp
groups

Being supported
by senior
professionals

Working with
senior
professionals
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Honestly, coaching didn’t help me... because I didn’t expect the
coach to be like that ...I felt that she wasn’t qualified enough.

I didn’t receive mentoring ... I don’t know why... I have no idea.

No, I didn’t get the chance to go through mentoring... I don’t know,
maybe because there aren’t enough mentors.

Before | became a headteacher I used to shadow an experienced
headtecher at another school ... honestly it benefited me a lot.

The Education Office offered me the chance to visit another school
to shadow the headteacher there.
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In addition to the previous discussion on applying NVivo software to the open-ended
questionnaire items to aid in data management (Section 4.6.1), NVivo gives researchers
an opportunity to freely annotate and code qualitative evidence to store valuable insights
(Bazeley & Jackson, 2013). In other words, NVivo should allow the researcher to remain
continually aware of the context and comments applicable to the interviews. However,
qualitative data analysis software such as NVivo has been criticised for relying on data
snippets (e.g., sentences) (Willis, Valenti & Inman, 2010). Such criticisms are based on
the assumption that singular pieces of data are insufficient to provide a comprehensive
analysis (Willis et al., 2010). Therefore, the researcher paid attention to these semantic
units of analysis have to be considered with regard to the overall background of the

interview.

4.7  Reliability and validity

It is appropriate to refer to the concepts of reliability and validity to outline how the
necessary standards of research quality are maintained in this study (Thuyer, 2010).
Reliability is the measure of whether the findings of a study can be replicated while
validity is concerned with the accuracy of the results (Thuyer, 2010). Two different
stances can be adopted with respect to these dimensions. Researchers can argue that
qualitative research is inseparable from subjectivity, which is a notable difference
between qualitative and quantitative evidence (Thuyer, 2010). In contrast, it can be
entailed that qualitative data should be obtained and analysed by relying on the point of
view of a natural scientist (Thuyer, 2010). These perspectives can be combined through
different methods to circumvent the conflict detailed herein. In the current research, a
questionnaire survey and in-depth semi-structured interviews were used to achieve

reliability and validity.
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4.7.1 Reliability and validity for the questionnaire survey

Questionnaires in research can be rated highly along the dimensions of reliability and
validity (Wallace & Van Fleet, 2012). In order to achieve validity in this study, the
researcher took many steps before distributing the questionnaire to the main sample. For
example, the questionnaire was shown to the researcher’s supervisors and the IoE
University of Reading Ethics Committee. Based on their feedback, recommended
amendments were carried out. Moreover, the researcher conducted a pilot study with five
headteachers, who were not involved in the main sample, to increase validity of the
questions (see Section 4.5.1). These five headteachers were asked to give their opinion
of the questionnaire’s language and the clarity of the questions and to make any
comments regarding the addition or exclusion of certain items. Using their
recommendations, the researcher made the necessary amendments. Questionnaires
generally provided respondents with a pre-determined set of answers, meaning that the
results of the data analysis can be easily replicated (Wallace & Van Fleet, 2012).
Moreover, questionnaires can be valid due to the fact that these tools of data collection
can be based on specific real-life phenomena (Wallace & Van Fleet, 2012). Notably, the
criteria of reliability and validity are highly dependent on the structure of a questionnaire
survey and the way the items are worded (Wallace & Van Fleet, 2012). Therefore, the
researcher paid attention when the questionnaire was designed. For example, definitions
of several concepts were included in the questionnaire and presented to the interviewees
as well to ensure that the Saudi headteachers interpreted the concepts in the same way as
in Western literature (see Appendix C, Section D). In addition, two questions were asked
twice, but in two different ways, with the repeated questions being reverse coded to

increase the reliability (see Appendix C, Section B.ii, statements 2 and 8).
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Furthermore, the questionnaire survey utilised in this research included three open-ended
questions (see Appendix C). Open-ended questions are primarily aimed at encouraging
study participants to generate data without any additional stimuli (Sensing, 2011). All
open-ended items in the questionnaire survey focused on specific concepts related to the
personal beliefs of the respondents (Creswell & Creswell, 2018). For instance, one
question asked headteachers to explain why they considered their transition to the
headship position to be effective or not (see Appendix C, Section B, question number
10). Such impressions likely do not change rapidly; thus, the outlined solution should
ensure that the answers provided by these individuals can be reliably replicated in other

studies.

4.7.2 Reliability and validity for the interview

Reliability and validity of interviews and other methods of gathering qualitative data can
be distorted by participants’ social agency (Saunders et al., 2016). The current study
relied on the framework of measuring qualitative reliability and validity advocated by
Martella, Nelson, Morgan, and Marchand-Martella (2013). Specifically, the interview
questions attempted to gather a complete set of data related to headteacher leadership
development to ensure that all significant factors are accounted for by the researcher. For
instance, interviewees were asked to provide a rationale for their answers, which should

increase the degree of reliability of the results.

As with the questionnaire, interview questions were shown to the researcher’s supervisors
and the IoE University of Reading Ethics Committee and adjustments was made based
on their feedback. Bell (2014) stressed that all instruments used for data gathering should
be piloted. Therefore, the researcher conducted a pilot study with two of the five

headteachers being involved in the questionnaire pilot study to increase the validity of
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interview questions. Also, audio recordings were used to document the answers provided
by the main sample. Researchers relying on this strategy have the option of reviewing the
primary evidence multiple times, which can increase the degree of reliability and validity
of the results, making it highly beneficial during the analysis process and while
interpreting interviewees’ opinions and attitudes. Therefore, after each interview, the
researcher prepared a transcript of the tape-recorded or handwritten interview, which was
sent by email to the headteacher so that she could review it for accuracy and make further
comments on any issues as she saw fit. Moreover, the researcher was alert to any
inconsistencies in the primary evidence to monitor interview validity (Martella et al.,
2013). Data triangulation is a valuable method for study (Martella et al., 2013) as the data
gathered from both the questionnaire and the interviews, along with the steps the
researcher took when collecting the data to achieve the validity and reliability of the
questions, could help achieve triangulation and raise the overall quality of the findings of

this study.

4.8 Ethical considerations

It is important to take into account the ethical issues with all forms of research. Cohen et
al. (2011) stressed that, “whatever the specific nature of their work, social researchers
must take into account the effects of the research on participants, and act in such a way
as to preserve their dignity as human beings: responsibility to participants” (p. 84). The
key ethical considerations in this study involved a number of stages. The first
consideration was obtaining ethical approval from Reading University Ethics Committee.
Next, this letter was sent to the Saudi Cultural Bureau in London which in turn provided
a letter for the MoE in Saudi Arabia to confirm that the researcher was a PhD student

seeking to collect data from secondary schools in a highly populated area in Saudi Arabia.
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The researcher then travelled to Saudi Arabia to obtain the permission letter from the

MoE and start collecting data.

The researcher distributed the questionnaire electronically to all secondary school
headteachers. It included all information related to the study and consent form (see
Appendix B). After collecting the questionnaire, the researcher contacted the
headteachers who indicated a desire to participate in the interview to introduced herself

and arrange an appropriate time for the interview.

Cohen et al. (2011) stated that “the purpose and procedures of the research should be
fully explained to the subjects at the outset” (p. 103). Therefore, when the researcher met
with the headteachers, she presented the information sheet and explained several aspects
to the participants (see Appendix B). The researcher explained the aim of the study and
the nature of the questions to be asked. She also clarified how the information that
participants would provide would be used and confirmed that these data and any
documents would be kept in a secure place and disposed of after the completion of the

study.

Participants were also informed that they had the right to withdraw from the study at any
stage if they so desired. Furthermore, the researcher explained how she would respect the
privacy and confidentiality of participants. The interviewees were told that fictitious
names would be used instead of their real names. The researcher also explained the aim
of using a recorder and asked the interviewees to tick the box on the consent form (see
Appendix B) if they agreed to be recorded. All decisions, whatever they were, were
respected by the researcher, who thanked participants for participating. Finally, the
researcher gave the participants an opportunity to ask any questions about the study and

the interview procedures before signing the consent form.
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4.9

Summary

The key points of this chapter are summarised as follows:

(i)

(ii)

(iii)

(iv)

(v)

An interpretive paradigm was selected to obtain a good understanding of the
phenomena. In addition, mixed methods approach was chosen in order to
gather rich data and answer the research question. This approach enabled the
researcher to interpret the qualitative and quantitative data from the lived

experiences of the female secondary school headteachers in Saudi Arabia.

The chapter offered justification about the choice of questionnaire and semi-

structured interview to obtain the data in this study.

Purposive sampling was selected because the research question required a

certain number and type of headteachers to participate in the study.

The fieldwork was carried out in a highly populated area of Saudi Arabia. The
questionnaire was distributed to all state secondary schools’ headteachers in
Saudi Arabia, but it asked only those headteachers who had been in their posts
for five years or less to complete it. Seven headteachers who gave consent
were interviewed. Combining these two tools of data collection and analysis
enriched the understanding of the extent to which leadership development is
effective for female headteachers working in state secondary schools in Saudi

Arabia.

In addition, the researcher used Excel and NVivo software as tools for

analysing the quantitative and qualitative data, respectively.
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(vi)  The chapter also discussed the reliability and validity of the questionnaire and
interview questions, and the ethical issues of the research were also discussed

in detail.

The next chapter will present the findings obtained from the questionnaire and interviews.
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CHAPTER V - PRESENTATION OF THE FINDINGS

5.1 Introduction

This research aimed to answer the main research question: to what extent is the leadership
development of female headteachers effective for those working in state secondary
schools (for female students 15-18 years old) in Saudi Arabia? In order to help answer

this question, the following sub-questions were devised:

RSQ1.  What encouraged secondary school headteachers to apply for headship?

RSQ2.  What leadership development opportunities did headteachers take
advantage of (i) before taking up the role of headship and (ii) while they

were in post?

RSQ3.  How effective was the headteachers’ transition when they moved from (i)
deputy headteacher to headteacher or (ii) classroom teacher to

headteacher?

RSQ4.  What were the main challenges that secondary headteachers faced during

early headship?

This chapter presents the survey and interview results to answer the research sub-
questions. Survey data were collected using one questionnaire with headteachers; the
answers were analysed using Excel. Meanwhile, the interview data were collected during
semi-structured interviews with seven headteachers and then analysed using NVivo. As
mentioned in Chapter 1V, the survey was used to obtain the broad views of female
headteachers regarding the effectiveness of the current arrangements for the leadership

development both before they accept a promotion to headship and while they are in a
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post, and the semi-structured interviews were used to gain in-depth insights into
headteachers’ views. Therefore, in this chapter, each section offers the findings from the
survey followed by the results from the interviews in order to achieve a clear and deep

understanding of the survey results.

The chapter is divided into five main sections. The first section offers background
information for the participating headteachers who completed the questionnaire and the
seven headteachers who took part on the interviews (Section 5.2). The second section
presents the motivational aspects of leadership development in terms of motivation and
support that headteachers obtained when applying for the headship role (Section 5.3).
The third section reveals leadership development opportunities that headteachers gained
both before and after taking up the role of headship (Section 5.4). The fourth section
clarifies the effectiveness of transition to headship (Section 5.5). The fifth section
presents the challenges that headteachers faced during the early years of headship

(Section 5.6).

5.2 Background information

The first part of this section presents personal characteristics of the participating
headteachers who completed the questionnaire (e.g., age range, qualification,
experience). The second part of this section provides a broad view for the seven

headteachers characteristics who were involved in the interview.
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5.2.1 Characteristics of the survey sample

(i) Age range

Participants were asked to indicate their age from specified age ranges. As Table 5.1
shows, more than one third of the participants, nearly 35% (N=15), were between 41 and
45 years old and more than 28% (N=12) were 46 to 50 years old. Combining this data
suggested that the majority of participants, 64% (N=27), represented approximately one
generation. Furthermore, seven of the participants, nearly 17%, were between 31 and 40
years old. In addition, seven others were in their fifties, and three of them (7%) were close
to retirement age, which is 60 years old. Interestingly, the data in Table 5.1 show that
only one headteacher was between 25 and 30 years old, suggesting that this headteacher
might have had limited experience in the education field before taking up the headship

role.

Table 5.1

Distribution of Age Ranges Among the Headteachers

Age 25-30 31-40 41 - 45 46 - 50 51-55 56+
N 1 7 15 12 4 3
% 2.4 16.7 35.7 28.6 9.5 7.1

Note. Total number of responses = 42.

(i1) Headteachers’ qualifications

The qualifications of participating headteachers are presented in Table 5.2. As can be

seen from this table, the clear majority of participants, (88%; N=37), had a bachelor’s
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degree while nearly one in ten, (9.5%; N=4), possessed postgraduate qualifications.
Interestingly, Table 5.2 shows that one headteacher only had a diploma; this same
participant had not previously worked as a deputy headteacher either. Such a result is
surprising because the system in S.A does not allow for the appointment of a headteacher
who does not have at least a bachelor’s degree. The possible reason why this headteacher
was appointed might be the difficulty in finding someone who has at least a bachelor’s

degree and willing to become a headteacher.

Table 5.2

Headteachers Qualifications

Qualification | Diploma | Bachelor’s | Master’s Doctorate Other
N 1 37 4 0 1
% 2.4 88.1 9.5 0 2.4

Note. Total number of responses = 42.

(ii1) Headteachers’ experience in education

As a teacher

Table 5.3 illustrates that all participants, apart from one, had experience as a teacher
before taking up the headship position. More than one third, (36%; N=15), had 16 to 20
years of experience; 26% (N=11) had 11 to 15 years; 19% (N=8) had 6 to 10 years; 7%
(N=3) had 21 to 25 years; and nearly 10% (N=4) had only one to five years of experience

as a teacher.
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Table 5.3

Years of Experience as a Teacher

Years 0 1-5 6-10 11-15 16 - 20 21-25
N 1 4 8 11 15 3
% 2.4 95 19 26.2 35.7 7.1

Note. Total number of responses = 42.

As a deputy headteacher

A surprising number of the participants took up the role of headteacher with no previous
experience as a deputy headteacher. Nearly 62% (N=26) of the headteachers worked as
a deputy headteacher compared to 38% (N=16) who did not. This finding is surprising
because, according to circular No.34/2Q/1T issued by the MoE, candidates applying for
the headship role need at least two years of experience as a deputy headteacher (circular
No0.34/2Q/1T is discussed in detail in Section 2.9). However, a shortage of female
headteachers in Saudi Arabia might explain the reason behind appointing headteachers

without previous experience as a deputy.

As demonstrated in Table 5.4, the majority of participants, nearly 31% (N=8), had one
year of experience as a deputy headteacher while 23% (N=6) worked as a deputy
headteacher for 3 years. Only one participant (nearly 4%) had 6 years of experience and
two participants (nearly 8%) had either 1 term or 5 years of experience. The responses
show that only three participants worked as deputy for 4 years and four respondents for

2 years.
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Table 5.4

Years of Experience as a Deputy Headteacher

I have been a deputy N %
headteacher for:
1term 2 7.7
1 year 8 30.8
2 years 4 15.4
3 years 6 23.1
4 years 3 11.5
5 years 2 1.7
6 years 1 3.9

Note. Total number of responses = 26.

As a headteacher

The experience of the headteachers who took part in the questionnaire is illustrated in
Table 5.5. The majority of participants, (26%; N=11), had been a headteacher for one
year. Furthermore, an equal percentage of headteachers, 19% (N=8), have been in the
role for either two or three years. Nearly 12% (N=5) have been in the position for only
one term. In addition, seven participants have been a headteacher for four years and 7%

(N=3) have had five years of experience.
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Table 5.5

Years of Experience as a Headteacher

I have been a| lterm | lyear | 2years | 3years | 4years | 5years
headteacher for:

N 5 11 8 8 7 3

% 11.9 26.2 19 19 16.7 7.1

Note. Total number of responses = 42.

(iv) Schools’ location (Educational Office)

The city that the researcher conducted the study in was divided educationally into nine
educational offices (for more details on the Educational Offices, see Section 2.9). The
number of schools varies from one office to another according to the population density
in the area. The location of the school of the headteachers who participated in the
questionnaire was identified through their school’s educational office. This rang of
offices in the city is similar to the number of offices in other large cities in Saudi Arabia.
As Table 5.6 demonstrates, participants came from various schools of education offices:
82% (N=9) from schools located in educational office A; 47% (N=8) from schools in D;
nearly 44% (N=7) from educational office of E; 28.5% (N=6) from B; 36% (N=4) from
F; 25% (N=3) from C, and nearly 8%, 12.5% (N=2) each from H and | respectively.
Unsurprisingly, only one participant was from a school located in educational office G,

representing 50% of the schools under this office (Table 5.6).
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Table 5.6

School Location

Education | A B C D E F G H I
office
Total No. 11 21 12 17 16 11 2 25 16
N 9 6 3 8 7 4 1 2 2
% 82 28.5 25 47 44 36 50 8 125

Note. Total number of responses = 42.

(v) Number of students

The question about the number of students attending the participating headteachers’

schools was open-ended, but to facilitate the analysis process, the researcher grouped the

data into ranges, as shown in Table 5.7. Forty-two responses were gathered for this

question. Table 5.7 shows that more than one third of the schools, (36%); N=15), enrolled

401 to 500 students whereas eight schools (19%) enrolled 301 to 400. In addition, nearly

12% (N=5) of the participants worked at schools that enrolled 501 to 600 students and

more than 14% (N=6) were at school enrolling between 100 and 300. In contrast, more

than 14% (N=6) of respondents worked at schools with between 601 and 800 students. A

small number of participants, nearly 5% (N=2), worked at large schools, with 801 to 1000

students.
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Table 5.7

Student Numbers Attending Schools in the Sample

No.students N % No.students N %
100-200 5 11.9 601-700 3 7.14
201-300 1 2.4 701-800 3 7.14
301-400 8 19 801-900 1 2.4
401-500 15 35.7 900-1000 1 24
501-600 5 11.9 1000+ 0 0

Note. Total number of responses = 42.

5.2.2 Characteristics of the interview sample

As mentioned in Chapter IV (Section 4.4), the researcher selected seven headteachers
from among those who gave their consent to take part in this research. The researcher
interviewed headteachers between February and March 2017 (for the interview questions
see Appendix D). A reviewed transcript of an interview with one of the headteachers is
included in this thesis (Appendix E). In order to ensure confidentiality, the researcher

used pseudonyms for participants’ names and their schools, instead of real names.

Table 5.8 shows characteristics of the interviewees. As can be seen, Amal, Norah, and
Abeer were between 41 and 45 years old. Two headteachers, Areej and Manal, were 46
to 50 years old. Reem was the youngest participant as she was in her thirties, while Sarah
was the oldest headteacher as she was between 51 and 55 years. As evident in Table 5.8,

headteachers who participated in the interviews came from various schools’ education
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offices. However, it is not clear why headteachers in offices F, G, and | did not give their

permission to be interviewed.

All headteachers had a bachelor’s degree qualification. One headteacher, Abeer, had a
master’s degree in Education Planning and Administration. Table 5.8 also shows that all
participants except Abeer had experience as a teacher before taking up a headship
position. Surprisingly, Abeer was directly appointed as a headteacher without any
experience as a deputy headteacher or even as a teacher. Norah had the least teaching
experience, as she had only been teaching for two years. Manal had taught for 25 years,
Areej for 23 years, Reem for 17 years, Amal for 14 years, and Sarah for 7 years. The
majority of participants, (N= 5), took up the role of headteacher without previous
experience as a deputy headteacher. Two headteachers had experience as deputy
headteachers, Sarah with 6 years’ and Amal with 4 years’ experience. Three participants
(Sarah, Areej, and Norah) had been a headteacher for four years. Amal and Reem had
been in the position for one year. Abeer had two years of experience, while Manal had

been a headteacher for only one term (four months).

In addition, Table 5.8 shows that Sarah, Areej, Reem and Manal’s schools enrolled
around 500 students, whereas Norah and Abeer’s schools enrolled 600 and 670

respectively. Amal worked at a relatively large school that had 748 students.
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Table 5.8

Personal Characteristics of the Interview Sample

Students
attending the

school

Headteacher Amal Sarah Areej Norah Reem Manal Abeer
Personal

characteristics

Age range 41-45 51-55 46-50 41-45 31-40 46-50 41-45
Experiences 14 7 23 2 17 25 0
as: (i) A

teacher

(i) A deputy 4 6 0 0 0 0 0
headteacher

(iii) A | lyears | 4years |4 years |4years | lyear lterm | 2years
headteacher

Educational D C A H D B E
office

Names of | Tulip Gardenia Lilac Carnation Orchid Lavender Magnolia
school

(pseudonyms)

Number  of 748 430 502 600 454 500 670

Note. Total number of responses = 42.
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5.3  Motivational aspects of leadership development

This section presents headteachers’ paths to headship in terms of their motivation
(Section 5.3.1) and the support (Section 5.3.2) that they received in applying for headship.
Several reasons contributed to their acceptance of the leadership position, and they
acknowledged a variety of individuals who played a role in influencing their decision to

become headteachers.

5.3.1 Motivation

Regarding headteachers’ motivation for taking up headship, as can be seen from Table
5.9, nearly 95% (N=40) of headteachers were looking for headship positions because they
believed that their contribution to the education sector while in this position would be
valuable. In addition, more than eight out of ten (88%; N=37) believed that taking up the
headship position would enable them to implement their particular vision for their
schools. Interestingly, more than 92% (N=39) of headteachers did not see that the benefits
of this post had an impact on their decisions to take up headship (Table 5.9). This result
can be explained by the fact that there is no specific financial benefits for schools’
headteachers. Thus, those 39 headteachers might have recognised that the benefits were
only monetary, unlike the three who saw that the benefits included non-monetary benefits

(e.g., the ability to implement their vision for the school, status and recognition).
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Table 5.9

Motivation for Taking on Headship

Statement Strongly Disagree Agree Strongly
Disagree Agree
N % N % N % N | %

1-The vision for the school is 0 0 5 | 119 | 26 | 619 | 11 | 26.2

implemented and practised well

when | took up the headship

position.

2-1 accepted this headship position 0 0 2 | 48 | 26 | 619 | 14 | 333

because | believed that my

contribution to the education sector

while in this position would be

valuable.

3-Benefits in this post encouraged | 33 786 | 6 | 143 | 2 | 48 1|24

me to take the headship.

4-There is an opportunity for social 8 19 | 20 | 476 | 9 | 214 | 5 |119

recognition in  this headship

position.

Note. Total number of responses = 42.

The data presented in Table 5.10 indicate that half of the participants identified a variety

of other reasons that encouraged them to take up a headship role.
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Table 5.10

Other Motives for Taking on Headship from Headteachers’ Views

Statement N %

1- I believe that | have leadership qualities that enable me to 6 28.6

lead the school.

2-1 was bored of classroom teaching, so | needed a new 6 28.6
challenge

3-1 saw myself as being able to develop the school. 5 23.8
4-1 was forced to take up headship after the retirement of my 3 14.3

former headteacher.

5-During my work as a deputy headteacher, | was not 1 4.8
satisfied with my headteacher, so | preferred to be a
headteacher in another school and implement my vision for

my school.

Note. Total number of responses = 21.

Such comments by the participants illustrate that more than 28% (N=6) believed that they
have leadership qualities which enable them to lead the school; a similar percentage of
participants felt they needed a new challenge because they were bored with classroom
teaching. In addition, approximately 24% (N=5) answered that they had a desire to
develop the school. One participant stated that, during her work as a deputy headteacher,
she was not satisfied with her headteacher; therefore, she sought a headteacher position
in another school, where she could implement her own ideas. In contrast, approximately

14% (N=3) of the participants were forced to take the headship position after their
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previous headteachers retired. This can be explained by the pledge that a nominated
teacher in S.A undertakes when becoming deputy headteacher, accepting that she will
take up the headship position when her school needs her. Therefore, when the current
headteacher leaves for any reason, like retirement, the deputy is obliged to take up the

position.

Interviews with seven headteachers achieved the desired goal of a deeper understanding

of the results from the questionnaire (interview questions are included in Appendix D)

The headteachers indicated their motives behind the decision to accept the headship

position:

| was the only deputy in the school and | had signed a pledge to fill the
position when the school is in need of a headteacher. Also, my colleagues
encouraged me to take up the headship as they did not want to have an

outsider as their headteacher. (Sarah, Gardenia school)
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This headteacher stated that the main reason behind accepting the headship position was
the pledge that she signed when she was nominated as deputy. In addition, she
experienced comments of a supportive nature from other teachers which helped to secure

her in this new post.

Headteacher Amal (Tulip school), who initially worked as a teacher and then a deputy at
the same school, mentioned the school’s leadership history and its relation to her decision

to be a headteacher. She stated that the school’s first headteacher was distinguished in
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her leadership, and Amal always saw her as a role model. She established a solid
foundation and drew clear goals that she sought to achieve. “Our school has clear goals
and a path that every headteacher came strives to reach the goals with development.”
When she was promoted and moved to the Bureau of Planning and Development in the
Administration of the Educational Supervision, she was followed by her deputy, who
followed the same path as the first headteacher. However, when the second headteacher
was also promoted to the private education sector, “all eyes turned to me and to the other
deputy who I have a strong friendship with”. The head of the Education Office refused
to name a new headteacher from outside the school and asked Amal and the other deputy
to take over the headship position because they were both aware of the orientation and

objectives of the school and the school community.
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In such a case, the school’s leadership tends to be assigned to the most experienced deputy
headteachers; had she refused, the matter would have been referred to the second deputy.
If both had refused the position, they would have been dismissed as deputy and sent back
to work as a classroom teacher, and a new headteacher from outside the school would
have been nominated. As Amal had more experience than the other deputy, she

commented that:

The other deputy asked me to lead the school and to accept the position,
because my service as a deputy was longer. As well as the Education
Office and teachers asked me to do so...Beside my sense of responsibility
towards my school, as | was afraid that if I refused, the second deputy

might also not accept the position then a leader from outside the school
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must be nominated. If that happened and if the standard of the school
decrease under the new leadership, I would feel guilty. (Amal, Tulip

school)
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In contrast, four of the headteachers had never worked as a deputy because they moved
directly from teaching to leadership positions. The following comments highlight some

common motives for these teachers that pushed them into school leadership.

| wanted to enter a new experience as | did not find teaching was my true
vocation. Although there were no financial advantages, there were other
benefits that led me to run for the leadership. To name but one, the
headteacher’s office was comfortable and equipped to work compared to
the situation | was in as a teacher, [where] we were a group of teachers
in one uncomfortable room. This is a simple example of my
unwillingness to continue teaching. Frankly, looking back now I think 1

wasn't very mature. (Norah, Carnation school)
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As Table 5.8 shows that Norah had no previous experience as a deputy headteacher and
had only two years’ experience as a teacher. For this reason, she might not have been
prepared to take drastic decisions. Her vision was narrow in the sense of thinking only of
the work environment and not the huge responsibilities and important duties that come
with being a headteacher. However, Norah was honest with herself and with the
researcher, which may indicate that now she feels confident. Another headteacher

commented:

| enjoyed my work as a physics teacher for 17 years but in my very last
years | started to feel bored and I felt that | needed to change my career.
| applied to be a deputy and | was accepted, but the possible vacancies
were very far from my home. The Education Office offered me a position
as a headteacher in a school closer to my home. | preferred to be a
headteacher in a school close to my home rather than being a deputy in

a distant school. (Reem, Orchid school)
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The motive that headteacher Areej (Lilac, school) mentioned was somewhat similar to
Reem's. Areej commented that she applied to be school deputy, but some obstacles arose
during the application, which prompted her to go meet with the Assistant of Educational
Affairs who offered Areej to start directly as a headteacher for an updated new school

because she had the impression that Areej was an outstanding teacher who had a
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personality suited to establishing and leading the school. Although Areej felt that it would

be best to have a functional gradient, she accepted the offer.

When she explained to the researcher why she agreed, Areej commented: “Frankly | was
afraid to refuse. | do not want anyone to think that |1 only wanted to fill the position of
deputy to get rid of teaching.” In other words, she might have been afraid of being seen
as having no skills or leadership knowledge for leading a school in the future and she
wanted to get rid of the burden of teaching by becoming a school deputy, where another

headteacher would have the full responsibly for teaching.
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The fourth participant, Manal (Lavender school), never worked as a deputy before
becoming a headteacher. She stated that she worked as an English language teacher for
25 years and that the weekly quota was 20 lessons, but in the last year of her service as a
teacher the number of classes increased to 24 per week. “Because of that I felt angry and
decided to retire”, Manal commented. She later explained her anger by saying “because
they (the Office of Education) didn't respect me.” Nevertheless, Manal’s mother and
friends succeeded in convincing her to reverse her retirement decision, and she decided

to run for leadership.

I nominated myself for the school leadership...since | was a teacher and
| always felt that | am a leader. | have successfully led my students to
success. | know myself and | think that I have the ability to be a school
leader...I remember that, in school meetings, the staff always gathered
around my table...I have charisma...everyone trusts me. (Manal,

Lavender school)
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Surprisingly, one headteacher in this study was directly appointed as a headteacher. “I
was compelled to accept the headship position because | wanted a governmental job,
although I had absolutely no idea about leadership or administration” (Abeer, Magnolia
school). Headteacher Abeer graduated from university specialising in chemistry; she
wished to work as a teacher in the city due to special circumstances, but the vacancies
were only in villages far from the city. Therefore, Abeer went to work as a teacher with
a responsibility for teaching basic literacy skills to illiterate adults for seven years. When
Abeer’s circumstances changed, she was willing to work in or outside the city, but the
recruitment opportunities were very rare, as priority was given to new teachers. The MoE
then advertised for headteachers of a state schools provided that the applicants had at
least three years of experience in the Ministry’s schools. Abeer felt that she had a great
opportunity as it was rare for someone with experience in the Ministry schools to apply
for a new appointment. The majority have experience in the private sector. She applied
for the leadership position of a state school and was interviewed in person. Regarding
that interview, Abeer commented: “All questions that related to the school management
and leadership I couldn’t answer them. I told them that I had no experience in

management and leadership, and [ was appointed as a headteacher of a secondary school.”
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This result could be explained by the fact that the MoE might been in difficult situation
when picking new headteachers and deputy headteachers for schools due to increases in
the number of vacancies needing to be filled. This was mentioned in multiple interviews.
Participants stated that the increases might be due to high rates of retirement and teachers’
reluctance to pursue principalship. Some interviewees expressed the view that the MoE

might feel obliged to appoint any headteacher nominated for the post.

5.3.2 Support

Related to the support that the 42 headteachers received when applying for headship, as
Table 5.11 shows, more than three quarters of the respondents (76%; N=32) received
support from their family (‘agree’ or ‘strongly agree’) whereas approximately 64%
(N=27) of participants were not encouraged by their previous headteachers to accept the
role of headship (‘disagree’ or ‘strongly disagree’). A possible reason behind this result
might be that previous headteachers of these participants were not satisfied in their
position and therefore they did not encourage their colleagues to take up a headship role.
Furthermore, half of the headteacher respondents (50%; N=21) stated that they gained
support from their colleagues. This raises a question: why did the other 50% not receive
support from their colleagues? One possible reason behind this is that these headteachers

did not inform their colleagues about their desire to become a headteacher.
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Table 5.11

Support when Applying for a Headteacher Position

Statement Strongly Disagree Agree Strongly
Disagree Agree
N % [ N| % [ N| % [ N | %

1-My colleagues gave me support in 4 95 | 17 | 405 | 15 | 357 | 6 |143

accepting the duties of headship.

2-My former headteacher did not | 12 286 | 15 | 357 | 10 | 238 | 5 | 11.9

encourage me to accept the role of

headship.

3-My family supported me when 2 48 | 8 19 | 23 | 548 | 9 |214

taking up the role of headship.

Note. Total number of responses = 42.

Regarding the support that the interviewees received when applying for the headship,

most headteachers (N = 5) were supported and encouraged by their families to take over

the position. Reem (Orchid school) stated that her family encouraged her to take up the

headship, including her sister, who had just started working as a headteacher and had

previously worked as a teacher. “I contacted my sister who became a headteacher for a

secondary school two months before me and she encouraged me to accept the role of

headship...She was a living model in front of me.”

180




U L0 pai cilS 3algilly Jsil) o imadi g oy A 4 93 A el 5008 el sl bl ™

(r0)." ol

Similarly, Manal (Lavender school) stated that many members of her family, (e.g. mother
and husband) encouraged her to take up the headship position. However, because Manal
faced many difficulties after taking over the leadership, she lost her husband’s support.
“After seeing me suffer, my husband started discouraging me. He said that ‘I thought you
will have dignity in this position!”” The difficulties that Manal faced caused her husband

to become unsupportive, which will be further explained in Section 5.6.
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Two participants, Norah and Abeer, reported that their families’ encouragement was not
based on appropriate awareness and understanding of school leadership. Norah
(Carnation, school) stated that, when she consulted her family, the response was a brief
“okay, go ahead”, without any discussion in relation to the pros and cons or Norah’s skills
and knowledge related to the headship position. Abeer also mentioned that the
encouragement of her family was not a result of awareness of the headship position she

commented that:

Honestly, neither I nor my family had any awareness about leadership
and school administration. | was only looking for a government job as
me and my family believe it is more secure than jobs in the private sector.
Therefore, when | got the chance, | was supported and encouraged by
my family no matter whether | would be a school teacher or headteacher.

(Abeer, Magnolia school)
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In contrast, Amal and Areej (Lilac school) did not receive any encouragement, mainly
because their families worried about the impact of the burden of leadership on their

personal lives.

| did not receive support from my family, and my husband was
completely against my decision to accept the leadership position.
Therefore, when | became a headteacher | had to pretend at home that |
was comfortable and in control of the situation and there was nothing
that worried me in terms of my new work. To avoid any blame, | worked
hard to organise my work to prove that my new job would not affect my

duties as a mother and a wife. (Amal, Tulip school)
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Abeer, who worked directly as a headteacher, considered that the only support she
received was from the deputy headteacher that she worked with after taking over the
leadership position of the school. Amal, Reem and Manal, 50% of interviewees except
Abeer, felt supported and encouraged by their previous headteachers. The following

comment is an example:

My previous headteacher encouraged me to make my decision...even

though she needed me to stay with her in the school because of some
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administrative work | was doing, but she put my interest over her
interests...She was happy when | informed her that | made the decision
to take up the headship role, and she did not stand against my decision
or try to discourage me. On the contrary, she continued to support me.
For example, when | took over the position, | contacted her almost daily,

and she was happy to help. (Reem, Orchid school)
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Three of the interviewees stated that they gained support from their colleagues when
applying for headship. Two of them, Amal and Sarah, were headteachers of the same
schools in which they had worked as deputy headteachers and were therefore encouraged
by the teachers of those schools. One possible reason behind the teachers’ encouragement
of Amal and Sarah to take up the headship was that the teachers were worried about any
headteachers nominated from outside the school. Meanwhile, Manal (Lavender school)
mentioned that her colleagues encouraged her to apply for a headship position when she
decided to retire because her workload had increased from 20 to 24 lessons a week. They
convinced her to stay and encouraged her to change careers by applying for school
leadership. They did so not only because Manal had extensive experience in teaching, but
also because they believed that she had the abilities and qualities for the leadership

position.
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5.4  Leadership development

This section highlights how well secondary school headteachers prepared for the post
prior and upon appointment. It begins by presenting their professional experience prior
to becoming a headteacher (Section 5.4.1). Followed by the extent to which the Training
and Qualifying Courses for New Headteachers (TQCNH) helped the participants develop
their knowledge and skills and continues to show the opportunities that the TQCNH
provided headteachers (e.g. sharing experience with experienced headteachers and
networking) (Section 5.4.2). Same section (5.4.2), presents some suggestions from the
participants’ perspectives which might help to improve the TQCNH. The results of this
section also present the leadership development opportunities that participants’
headteachers involved them in prior to and upon appointment (e.g. coaching and
mentoring), and the results also show other aspects of leadership development that the

headteachers believed they needed further training on (Section 5.4.3).

5.4.1 Professional experience prior to becoming a headteacher

This section highpoints how well secondary school headteachers felt they had been
prepared before taking up their post. The respondents were asked about the impact of
their previous professional experiences on their preparation (see Appendix C). This study
found that the clear majority (95%; N=40) “agreed” or ‘“strongly agreed” that their
personal desire for professional development (e.g., by attending seminars or reading)
helped them prepare (see Table 5.12); however, two headteachers disagreed with this. A
possible reason for this finding is that these two headteachers might not have been
interested in headship because they might have been forced to accept the role. Table 5.12
shows that approximately 38% (N=16) of the participants chose the answer ‘not

applicable’ to the question of whether their previous post of deputy headteacher gave
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them a valuable experience that prepared them for the position of headship or not. This
finding suggests that those headteachers had not worked as deputy headteachers before
taking up the headship position as reflected in their responses when they were asked about
their experience as deputy headteachers. However, 59.5% (N=25) benefited from their
experience as deputy headteachers. In addition, most of the participants (62%; N=26)
“agreed” or “strongly agreed” that their work experience with the previous headteachers
had helped them develop their vision for the school (see Table 5.12). However, nearly
31% (N=13) disagreed, which might be because their previous headteachers showed poor

leadership. As such, they might not have benefitted from them.

Table 5.12

Previous Professional Experiences

the previous headteachers
helped me develop my vision 1 8
for the school.

Statement Strongly | Disagree Agree Strongly Not
] Applicable
Disagree Agree
N % | N % N % N % N %
1-The previous post of deputy | 0 0 1 2.4 18 | 42. 7 16. 16 38.
headteacher gave me a
valuable experience that 8 7 09
prepared me for the position
of headship.
2-My personal desire for | O 0 2 | 47 27 | 64.] 13 | 31 0 0
professional development
(for example, postgraduate 3
studies, seminars, reading)
helped me prepare for the
headship position.
3-My work experience with | 3 71110 | 238 | 16 |38. | 10 | 23. 3 7.1

Note. Total number of responses = 42.
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When the interviewees were asked about the impact of their previous professional
experiences prior to becoming headteachers on their preparation for headship, all
participants (N=7) agreed that their personal desire for professional development helped
them prepare. Areej and Norah mentioned that they sought to attend seminars, read
articles and academic journals relating to leadership, and communicate with experienced

headteachers.

Headteacher Manal (Lavender school) felt that her personal desire for professional
development truly helped her prepare for leadership. She commented that she considers
herself a leader; she led her peers when she was a child, led her students after becoming
a teacher, and—when she became head of the English language department—Ied the
subject’s teachers and met with them regularly. She added that she decided to take the
Prophet Mohammed (peace be upon him) as a role model in leadership, so she focused
on reading books that analyse the Prophet’s leadership characteristics: “I believe that if
we, as Muslims, follow the principles of the prophet in this regard, we can make great

leaders... The Prophet (PBUH) led a nation of Muslims, Jews and Christians”.
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Headteacher Abeer (Magnolia school), who was appointed directly as headteacher, stated
that she endeavoured to develop professionally through postgraduate studies. She
obtained her master's degree in Education Planning and Administration, although that
was two years after she started working as a headteacher. On the other hand, headteacher
Reem (Orchid school) believed that she benefited from the one-year work experience as
the technical deputy of the Evaluation and Achievement Programme. According to Reem,

candidates had the option to do so for only one year. As she explained, the related tasks
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were mainly staying in the deputy’s’ office and participating in the office activities
throughout the school day (e.g., when the deputy reviews test questions with teachers and
analyses students' results on these tests). She was nominated by her headteacher, who
was aware of Reem’s desire to work as a deputy. Her work at the office near the deputy
earned her a good experience. “I was there seeing the deputy running school affairs, and
the deputy herself was generous in giving, explaining to me administrative matters

because she knew | wanted to run for leadership.” (Reem, Orchid school).
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The majority of the Interviewees (N = 5) had never worked as deputies before taking over
their leadership positions. Manal and Reem mentioned that some of the administrative
work they were doing along with their former headteachers had a positive impact on their
leadership professional development and their work. Indeed, Areej, Abeer, Manal, Norah,
and Reem all believed that they missed a valuable opportunity which could have prepared
them for headship. On the other hand, Sarah and Amal were the only interviewees who
had worked as deputies before becoming headteachers. They both stated that their
previous work as deputies working alongside their former headteachers was a valuable
and useful experience that played an important role in their professional development and
preparation for leadership. Amal commented, “I learned a lot from my former
headteacher, especially the way to interact with others. I learnt from her how to lead

diplomatically. I really benefited from her.”

Aol sl (50 585 Ca Lgie Caalad 0 AY) g Jelaill 43 yla dalt 5 ¢ A8 5y (e S Caalas "

(dal). "o coniil i

187



5.4.2 Training and Qualifying Courses for New Headteachers (TQCNH)

The survey was designed to identify which aspects of the TQCNH helped headteachers
acquire the essential skills and knowledge required for the headship position (for more
detail on TQCNH see Section2.10). The survey results showed participants’ perceptions
of the effectiveness of the TQCNH. Although not all the participants have completed all
the TQCNH, the results in Table 5.13 indicate that the vast majority of the survey
respondents (more than 97%; N=41) ‘agreed’ or ‘strongly agreed’ that the TQCNH
provided support in applying regulatory and procedural guidelines; a similar percentage
‘agreed’ or ‘strongly agreed’ that building a good relationship with staff and cooperating
with them were important. Table 5.13 also demonstrates that the TQCNH provided
support to the participants in additional areas: improving the quality of school leadership
(93%; N=39), strengthening school management and organisation (83%; N=35), dealing
with family problems that may have an impact on students’ achievement and their
behaviour nearly (79%; N=33), engaging in strategic planning for school development
(76%; N=32), applying new information communications technologies (ICT) in school
organisations nearly (74%; N=31), and applying internal audit and school discipline
(71%; N=30). Interestingly, all the participants (100%; N=42) recommended the TQCNH
to anybody who aspires or is willing to take on the headship post. However, some
participants disagreed with the first statement and around a quarter of headteachers also
disagreed with the fourth statement. Possible reasons for these two findings could be that
(i) these headteachers did not attend the course regarding school management and ICT

and (ii) the supervisors who led these courses were not well qualified.
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Table 5.13

The Effectiveness of Different Features of the TQCNH

Statement Strongly Disagree Agree Strongly

Disagree Agree

N % N % N % N %
1-School management and 1 2.4 6 14.3 28 66.7 7 16.7
organisation.
2-Applying internal audit 2 4.8 10 23.8 21 50 9 21.4
and school discipline.
3-Strategic  planning  for 3 7.1 7 16.7 21 50 11 26.2
school development.
4-Applying new Information 1 2.4 10 23.8 18 42.9 13 31
Communications
Technologies  (ICT) in
school organisation.
5-Dealing  with  family 4 9.5 5 11.9 23 54.8 10 23.8
problems that may have an
impact on students’
achievement and  their
behaviour.
6-Improving the quality of 1 2.4 2 4.8 28 66.7 11 26.1
school leadership.
7-Building a good 0 0 1 2.4 24 57.1 17 40.5
relationship with staff and
cooperating with them.
8-1 recommend the Training 0 0 0 0 18 42.9 24 57.1
and Qualifying Courses for
New Headteachers to all
newly appointed
headteachers.
9-Applying regulatory and 1 2.4 0 0 26 61.9 15 35.7
procedural guidelines.

Note. Total number of responses = 42.

The results of the interviews in general showed that the interviewees all agreed that the

benefits from the TQCNH helped them develop some of the skills and knowledge they
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needed for their new roles as headteachers. Thus, they all recommended that novice
headteachers attend the TQCNH. Yet they also mentioned some proposals that would, in
their view, improve these courses. Interestingly, they all pointed out that the courses did
not offer anything about dealing with family problems that may affect students’

achievements and behaviours. For example, Norah commented that:

The way in which family problems are dealt with is not addressed in the
courses...The ministry provides such courses to the guidance
counsellors only and not the headteachers. Anyway, | attended similar
courses which were provided by a third party and not by the ministry.

(Norah, Carnation school)
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Norah was interested in taking a course on dealing with family problems that could affect
students’ achievements and behaviours. She stated that she considers herself fully
responsible for the school, including students and staff, and the problems that may affect
their behaviours or performances. “I want to be ready. Someday the guidance counsellor

may face health issues and then miss school for some time.”
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Table 5.14 indicates that the TQCNH provided the participants with opportunities to stay
in contact with other headteachers and create a good relationship with them (98%; N=41)

as well as exchange experiences and knowledge with novice headteachers (93%; N=39)
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(more details about the TQCNH, e.g. organisers and duration of this courses, were
explained in Chapter Il Section 2.10). However, the TQCNH did not appear (‘strongly
disagree’ or ‘disagree’) to provide opportunities for exchanging experiences and
knowledge with experienced headteachers (98%; N=41). The outcomes of interviews

which presented in the second paragraph, might explain the reason behind this result.

Table 5.14

The Opportunities that the TQCNH Provided for Headteachers

headteachers and create a
good relationship with them.

Statement Strongly Disagree Agree Strongly
Disagree Agree
N % N % N % N %

1-Exchange experiences and 0 0 3 7.1 26 61.9 13 31

knowledge with novice

headteachers.

2-Exchange experiences and 26 619 | 15 | 35.7 1 2.4 0 0

knowledge with experienced

headteachers.

3-Stay in contact with other 0 0 1 2.4 28 66.7 13 31

Note. Total number of responses = 42.

The interview findings confirmed the survey results concerning interviewees’ views
about the opportunities they gained from the TQCNH provided for headteachers. All
participants agreed that the courses allowed them to exchange experiences and

knowledge with novice headteachers and then stay in contact with some of them. For
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example, Manal (Lavender school) considered the courses to be an opportunity to
exchange knowledge with other headteachers; she exchanged phone numbers with other

headteachers to communicate and create a good relationship with them.

Similarly, according to the results of the questionnaire, all interview participants except
Norah (Orchid school) mentioned that the TQCNH did not provide them with
opportunities to exchange experiences and knowledge with experienced headteachers.
They indicated that experienced headteachers were not involved in running the TQCNH,

which may explain the outcome of the questionnaire on that point.

Norah took a different view on this point. She commented that, although new
headteachers generally attend these courses, she attended a course that included an
experienced headteacher, concluding that “quite frankly, | benefited from her
participation.” When asked why this headteacher attended the course, Norah commented
that—although the courses target new headteachers—experienced headteachers who
have transferred from outside the city attend the courses as the Office of Education

considers them to be newer headteachers.
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Respondents were asked to suggest how the TQCNH could be improved. As can be seen
in Table 5.15, respondents offered three different suggestions. First, headteachers need
to be prepared before taking up the headship (60%; N=12). It is more likely that this
suggestion was made by the headteachers who had not worked as a deputy, so they missed
benefitting from this opportunity which could have prepared them for headship. Second,
experienced headteachers need to be involved in the TQCNH (30%; N=6). Interestingly,
of all the participants in this study, only one (Norah, Carnation school) had the

opportunity to meet an experienced headteacher in one course of TQCNH (this finding
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was discussed in the previous paragraph). The findings in this study showed that some
headteachers did not benefit from TQCNH courses, which might be because these courses
were led by unqualified supervisors; as such, this might explain why the third suggestion

made by the participants was that supervisors should be more qualified.

Table 5.15

Participants’ Suggestions to Improve the TOCNH

Statement N %
1-Headteachers need to be prepared before taking up the 12 60
headship.
2-Experienced headteachers need to be involved in the 6 30
TQCNH.
3-The supervisors should be more qualified. 2 10

Note. Total number of responses = 20.

None of the interviewees except Sarah (Gardenia school) and Areej (Lilac school)
answered this question on the questionnaire; therefore, during the interviews, the
researcher gave them another opportunity to offer suggestions on how to improve the
TQCNH. The most frequently mentioned suggestions were giving equal opportunities to
all headteachers to attend the courses and choosing the appropriate time to introduce these

courses.

For example, Amal (Tulip school) and Sarah (Gardenia school) pointed to the unequal
opportunities among the headteachers to attend the courses. She commented that the

Office of Education does not inform all headteachers, resulting in only a limited number
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of headteachers attending, although she could not explain why. Regarding the timing of
the courses, Reem and Abeer mentioned that the courses were not in line with their needs
as they took courses on strategic planning for school development and how to deal with
school budget during the midpoint of the academic year. They both believed that, if they
had completed the course at the beginning of the year, they could have avoided many of

the errors that they made.

Abeer, Areej and Reem stressed the importance of involving experienced headteachers
in the courses offered to new headteachers to share their experiences and present some of
the problems that new headteachers might encounter as well as ways to solve them. Abeer
(Magnolia school) pointed out the importance of giving prospective headteachers an
opportunity to work with experienced headteachers. In her view, courses alone are not
enough to prepare headteachers; she asserted that experiential learning is the basis for
this. Giving the candidate headteacher a real concomitant opportunity to work with an

experienced headteacher before assuming leadership is very important.

Abeer, Manal, and Norah agreed that the courses could be improved if they were provided

by appropriately qualified supervisors. Manal stated (Lavender school) “Some of the

courses are superficial because the supervisors are not qualified ... Sometimes | regret

attending a course because of the weakness of the supervisor and, thus, the content,”. She
added, “they keep repeating the difference between the leader and the manager.”
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Norah and Manal suggested increasing ICT courses that are in line with the requirements

of the technology era. Norah explained that “the Ministry offers administrative courses
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and ignores technology... Technology is the language of the age.” She added, “nowadays,

there are many young headteachers who have the enthusiasm to learn and use whatever

technology is offered to facilitate their work.”
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5.4.3 Other forms of leadership development

This section presents the results related to the leadership development for headteachers.

It focuses on leadership development opportunities that participants’ headteachers

involved them in prior to and upon appointment that prepared them for the headship

position. Definitions for coaching, mentoring, supportive networks, and training courses

were included in the questionnaire (Appendix C, Section D).

Table 5.16

Leadership Development Opportunities

Opportunity in: Yes No Do not know
N % N % N %

Coaching 30 71.4 12 28.6 0 0

Mentoring 6 14.3 30 71.4 6 14.3

Supportive 39 92.9 0 0 3 7.14

Networks

Training Courses 38 90.5 4 9.5 0 0

Note. Total number of responses = 42.
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The data in Table 5.16 demonstrate that the majority of participants had received
leadership development opportunities through supportive networks (about 93%; N=39),
training courses (nearly 91%; N=38) and coaching (71%; N=30). In contrast, more than
seven out of ten (71%; N=30) participants indicated that they did not have any
opportunities to develop their leadership via mentoring, and a minority of participants
(14%; N=6) answered that they ‘do not know’ (Table 5.16). Respondents who answered
‘no’ to this question were asked to justify their answers. Four of the participants who did
not receive coaching claimed that they did not get any support from their supervisors. Six
participants who did not receive mentoring could not justify their response. Three
participants explained that they had not had any training courses because they never were

given the opportunity to take them despite applying for them numerous times.

Along with the survey findings, interviewees’ views concerning their leadership
development opportunities identified networking and coaching as the most useful aspects
for preparing them for the headship position. All interviewed headteachers indicated that
supportive networks have been and remained the most useful way to develop their
leadership, followed by coaching, which all headteachers found to be heavily reliant on
networks for exchanging knowledge and finding answers for their questions. They are
often interconnected through the WhatsApp groups, which may sometimes be joined by
experienced headteachers who make them more useful. Many participants explained that
there is no expert source of information to answer their enquiries. Although other
WhatsApp groups exist and normally include a supervisor from the Education Office with
headteachers in the same district, those organised groups sometimes seem ineffective
because supervisors cannot always answer headteachers’ questions and must refer back

to the head of the Education Office. For example, Norah commented:
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There is no known official reference ... I communicated with the
supervisor and she communicated in turn with the office to come back
with a reply. The answers I got were “we do not know”. We did not reach
any clarification from the ministry. In this regard, you can contact your
friends’ headteachers. When communicating with friends, you do not
find confirmed answers. Because there is centralisation, there must be a
reference because this is a waste of energy in the wrong way. (Norah,

Carnation school)
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Based on this finding, five headteachers (Sarah, Amal, Abeer, Norah, and Manal) agreed
that mentoring had not been implemented in their school, so they could not benefit from
this strategy. Abeer, Norah, and Manal offered a possible reason for why mentoring had
not been implemented in their schools—namely, the limited number of qualified and
experienced mentors. However, Areej and Reem considered the mentors who worked at
their schools to be unqualified and unable to provide the support they were expected to
offer. Both of them claimed that the mentors did not come to monitor the standards of
students’ work which might help improve their school performance; instead their work

focused on revising administrative files not associated with students.

In terms of coaching, all participants stated that they had benefited from it, although four
of the respondents felt that the coaches were not properly qualified. In contrast, only two

of the seven received a chance to visit schools and participate in job shadowing, which
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they believed had a positive impact on their professional development. Areej and Abeer
were offered the opportunity to spend a full day once a week and for a month with a long-
experienced headteacher in another high school. The other participants did not know why
they did not get a chance to visit other schools even though the ministry approved of this

strategy. In this regard, as Interviewee Norah indicated:

| think that the Education Office shows no interest in supporting the visit
of the new headteachers to other schools, despite its importance,
especially if it was obtained before starting the leadership position.
Perhaps the office is presenting this strategy to some new headteachers,
but not all ... I mean there is no equal opportunity. (Norah, Carnation

school)
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Respondents were asked to indicate other aspects of leadership development that they
believed they needed further training on in order to carry their duties effectively. There
were 20 responses to this question out of 42. As can be seen from Table 5.17, participants
who answered this question gave a range of areas in which they needed further training:
half of the respondents (50%; N=10) believed that they needed further training in strategic
planning for school development; others mentioned applying information
communications technology (ICT) in school organisation and in teaching (15%; N=3),
raising students’ achievement (15%; N=3), engaging in crisis management (10%; N=2),
building a good relationship with staff (5%; N=1) and managing time effectively (5%;

N=1).
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Table 5.17

Further Aspects for Leadership Development

Training in: N %
1-Strategic planning for school development. 10 50
2-Applying information communications technology (ICT) in 3 15
school organisation and in teaching.

3-Raising students’ achievement. 3 15
4-Crisis management. 2 10
5-Building a good relationship with staff. 1 5
6-Managing time effectively. 1 5

Note. Total number of responses = 20.

5.5  The transition to headship

The participants were asked to evaluate the effectiveness of their transition when they
moved from deputy headteacher to headteacher or from classroom teacher to headteacher
for those who have not worked as a deputy headteacher (see Appendix C, Section B,
question number 9). In response to this question, more than half of those surveyed (52%;
N=22) indicated that the preparation was moderately effective, while more than third of
the participants (36%; N=15) answered ‘not effective at all’ or ‘slightly effective’. Only
12% (N=5) answered ‘very effective’. None of the participants found the preparation

completely effective.
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To understand participants’ responses to the question presented about transition, they
were given an opportunity to explain their answer in more detail by asking them why they
considered their preparation to be effective or not. The total number of responses for this
question was 23 responses. It is apparent from Table 5.18 that more than 47% of the
participants who responded to this question considered their preparation to be moderately
effective for three main reasons: (i) job shadowing of the previous headteacher helped
them transition to headship (13%; N=3); (ii) the TQCNH and the support that the
headteachers received from the staff in education offices helped them transition to
headship (17%; N=4), and (iii) their previous experience as deputy head teachers helped

them transition to headship (about 17%; N=4).

In contrast, more than 52% of the responses to this question indicated that their
preparation had been ineffective for the following three reasons: (i) they became
headteachers without any adequate preparation which made their transition to the
headship difficult (nearly 35%; N=8); (ii) the preparation courses were insufficient (about
4%; N=1) and (iii) some believed that their preparation was not effective because they
moved from teacher to headteacher without any specific preparation (13%; N=3) (see

Table 5.18).
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Table 5.18

Evaluate the Effectiveness of the Preparation from the Headteachers’ Perspectives

helped me transition to

headship.

Moderately Effective N % Ineffective N %
The TQCNH and the | did not get any preparation (I
support | received from the gained leadership knowledge and
4 | 174 8 |[34.8
Education Office helped me skills through self-learning).
transition to headship.
My previous experience as a I moved from teacher to headteacher
deputy helped me transition without any specific preparation.
P ER 4 | 174 yop Prep 3 13
to headship.
The job shadowing of the The preparation courses were
previous headteacher insufficient.
3 13 1 4.3

Note. Total number of responses = 23.

Two interviewees considered their transition to headship to be relatively straightforward
while others argued it was difficult. Amal and Sarah agreed that their prior work as deputy
headteachers in the same schools had greatly facilitated the transition to leadership; thus,
they considered the stage of preparation to be very effective. Amal (Tulip school) added
that she has exercised leadership since she became a deputy; the former headteacher gave
her the authority and the green light to make decisions. The remaining headteachers
(except Areej) considered their preparation to be ineffective, and they found it difficult

to move from classroom teaching to the headship position.
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The reason it was difficult to transition to headship was that they lost the opportunity to
work as a deputy headteacher, which from their point of view was an important stage for
preparing them for leadership positions. Therefore, Manal, Norah, Reem, and Abeer
agreed that their preparation was through self-learning. For example, Reem (Orchid,
school) commented she wished there would be at least a short period (e.g., a week) to
read and communicate with experienced headteachers before taking up the role. In her
case, this was not possible because she received the appointment letter stating that she
had to go to the school and take over as headteacher the next day, which she did. Another
headteacher commented: “There was no preparation easing the transition to work as a
headteacher ... I was left in the field on my own and the first period was self-teaching of

leadership ... learning from mistakes.” (Norah, Carnation school).

a5V 3yl S g (63 iy el (& S i85S Jaall JEEY) Jygatd slae) gl ellia (S5 a0

(o059)."eadY) (e aladll | 3ol e 13

On the other hand, Areej (Lilac, school) considered her preparation to be moderately
effective despite her direct transition from working as a teacher to a headteacher.
However, she had about six months in which she managed to develop herself
professionally by reading some articles about successful school leadership, attending
several courses, and communicating with a number of experienced headteachers. She

thought such efforts helped ease the transition phase.

Analysis of the interview data indicates that most headteachers’ ideas of leadership have
been reshaped by their experiences in practice. Some of the participating headteachers
(Areej, Reem and Manal) took over the leadership with only limited ideas acquired from
books, seminars and administrative work with their own former headteachers. Norah had

previously worked as a teacher for two years before taking up the leadership, and Abeer
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was appointed directly as a headteacher. In the interviews, they all admitted being
shocked when they realised their limited understanding of leadership. That prompted
them to work hard to develop their leadership knowledge and skills through self-learning
and communication with experienced headteachers, and Abeer completed a Master in
Education Planning and Administration degree. Other headteachers (Amal and Sarah)
who had previously worked as deputies before taking the leadership had a more realistic
vision of leadership and its demands, making it easier for them to transition from the role
of deputy to headteacher. Working with former headteachers also shaped the professional
identity of most participants (Amal, Sarah, Reem and Manal). The headteachers agreed
that their preparation for leadership was self-taught. They were still learning from their
actions and mistakes, which they believed would continue to redefine their identities as

headteachers.

The limited authority granted to headteachers has impacted negatively on their ambition.
In the interviews, it became clear that all agreed that they were carrying out instructions
issued by the MoE and did not actually possess the real authority to act independently
(limited authority will be discussed in more detail in Section 5.6). While this has had a
clear impact on their ambitions, they were satisfied with their performance and their
efforts within their authorities but would welcome greater scope indecision-making

processes.

Understanding and adapting the school culture has also played a role in reshaping the
headteachers’ professional identity, and some of them reported having difficulties in
dealing with teachers and students from different cultures. This led Amal, for example,
to adopt a diplomatic approach to issues regarding the culture of the school and any
changes to be made. Norah, who worked as a teacher for two years in her village before

moving to the city to work as a headteacher, was shocked by the culture of the school
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community in the city compared to the village. However, she began to inculcate certain
moral values in teachers and students while also adapting to the ways of the new culture
(more details about the difficulties faced by headteachers are provided in the following

section).

56  Challenges faced during the early years of headship

Identifying the challenges that secondary female headteachers faced during early
headship was one of the aims of this study. The participants were asked to present insights
into the challenges they encountered during the early years of their headship (see

Appendix C, Section B.iii).

As can be seen from Table 5.19, almost all participants highlighted the importance of the
interacting and working together with the local authorities (98%; N=41) and an
understanding of the background of pupils (98%; N=41) in effective leadership. There
was only one participant who selected ‘not applicable’ as an answer to the question of
whether the interacting and working together with the local authorities are important
factors for effective leadership or not. One possible reason for this result might be that
this headteacher believed that she had not benefitted from the local authority’s efforts. In
addition, all respondents (100%; N=42) had the view that coordination and cooperation

between staff members were important features for successful headship (see Table 5.19).
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Table 5.19

Challenges During Early Years of Headship

Statement

Strongly

Disagree

Disagree

Agree

Strongly

Agree

Not
Applicabl

e

%

1-Interacting and
working together with the
local authority (e.g.,
Education Office) are
important  factors  for
effective leadership.

19

45.2

22 | 524

2-An understanding of
the students’ background
is important for effective
headship.

18

42.9

23 | 54.8

3-  Effective  school
leadership can be
achieved if coordination
and cooperation exist
between staff members.

11

26.2

31 | 73.8

4-1 feel insufficiently
prepared to overcome the
challenges I may
encounter during
headship.

9 21.4

7 | 16.7

14.3

20 | 47.6

5-1 had knowledge of the
obstacles and challenges |
would encounter in the
early years of headship.

12 | 28.6

21

50

6 | 143

Note. Total number of responses = 42.

205




When the participants were asked whether they had knowledge of the obstacles and
challenges they would encounter in the early years of headship, nearly two thirds (64%;
N=27) ‘agreed’ or ‘strongly agreed’, compared to one third (36%; N=15) who did not
agree that they were aware of such obstacles (See Table 5.19). Interestingly, a minority
of participants (38%; N=16) indicated that they felt prepared to overcome the challenges
they might face during headship, while nearly two thirds of the participants (62%; N=26)

felt unprepared to do so.

Very surprisingly, although 16 of the 42 participants had not been a deputy headteacher,
most respondents felt that they were ready to take up the headship position. Table 5.20
indicates the headteachers’ readiness to (i) take on any task assigned in this headship post
(74%; N=31) and (ii) tackle obstacles that they would face in this position (76%; N=32).
As mentioned in Section 4.7.1, the question about the readiness to take up the role of
headship was asked twice, but in two different ways, to increase the reliability of the
questionnaire (see statements 1 and 5 in Table 5.20). The results of these two statements

gave an indicator of reliability.

Two questions were posed regarding whether the headteachers had the appropriate skills
and knowledge to lead their schools effectively. As can be seen from Table 5.20, the
majority of those who responded to this question felt that they have sufficient skills (93%;
N=39) and knowledge (81%; N=34) to lead the school effectively. However, more than
eight out of ten (88%; N=34) either ‘agreed’ or ‘strongly agreed’ that more training to
meet the different requirements was needed (Table 5.20). Table 5.17 shows the training

that those participants might need.
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Table 5.20

Readiness for Taking up the Post

Statement Strongly Disagree Agree Strongly

Disagree Agree

N % N % N % N %

1-1 was ready to take
on any task assigned in
this headship post. 2 4.8 9 214 20 | 47.6 11 26.2

2-1 need more training
to meet the different
requirements and 0 0 5 11.9 25 | 595 12 28.6
needs of the post.

3-1 do not believe that
I have the appropriate
skillsto lead the school | 16 | 38.1 23 54.8 2 4.8 1 2.4
effectively.

4- believe the
knowledge and
experience | have are 0 0 8 19 23 54.8 11 26.2
sufficient for me to
lead the  school

effectively.

5-1 do not feel
prepared to tackle
obstacles that | will | 13 31 19 45.2 8 19 2 4.8
face in this post.

Note: Total number of responses = 42.
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Interviews with headteachers revealed the difficulties they faced on taking up the
leadership. Some of these difficulties are ongoing; along with resistance to change among
teachers and students, all the participating headteachers agreed that budget issues and
their own limited authorities were their most significant challenges. In Saudi Arabia, state
schools are fully financed by the Government. However, headteachers noted that delays
of up to five months in budget payments by the MoE mean that they must always pay in
the first place from their personal account. As they subsequently receive only a portion
of the annual budget, they must use their own money until the remainder of the budget

arrives at the end of the school year. In this context, Norah made the following comments:

The budget has always been late, [and] it is typical to finish a full-term
funding the school from my own pocket before receiving the budget at
the beginning of the next term. Not providing the budget from the
beginning of the school year is a huge mistake. This is an ongoing
problem that has not been resolved to date and represents an obstacle to
the headteacher, whether experienced or a novice. (Norah, Carnation

school)
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Additionally, some interviewees (Areej, Abeer, Reem, Norah) agreed that delays in
entering the budget in school accounts have hindered completion of certain school tasks.
While the budget depends on school size, they do not know exactly how much their

school will require. Reem described the issue in the following way.
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I know that the budget depends on school size, but we get less than we
are supposed to ... I know this from comparing our school with others
that are smaller. When | ask the education office for the exact amount or
the remaining budget, they always tell me to be satisfied with what | get.

Because of this, I don’t ask anymore. (Reem, Orchid school)
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Areej (Lilac, school) also reported that, for a long time last year (more than a full term),
she received no financial support. As the pressures on her accumulated, Areej sent several
letters to the education office asking about the school’s annual budget but received no
response. As she had insufficient personal funds to cover those financial obligations, she

reached a stage of what she described as ‘frustration’.
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All interviewees expressed dissatisfaction with the limited authority granted to them,
which some of them described as a “sham”. For example, Manal stated that the MoE has
given headteachers the authority to decide to suspend studies following a Meteorological
Bureau alert concerning sandstorms or heavy rains. However, she received a subsequent
circular informing her that she must seek approval from the education office before
commencing any evacuation. In this sense, Norah described headteachers’ authority as
“merely ink on paper”. According to her, the education office requires headteachers to
submit a form if they decide to suspend studies before getting permission, explaining the

reasons behind the decision. Norah questioned how the headteachers could be considered
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to have authority when they could be held accountable if the officials at the education

office were unconvinced about the reasons provided.
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Sarah was also very upset that headteachers were not granted sufficient authorities to

fulfil the headship’s role in practice:

It is painful when students’ parents come and speak abusively to you
because they know that you have limited authorities...They look at you
as an employee who does what they are told by the Ministry of
Education...The headteacher must be seen as the decision maker and
must have the authority to impose respect for her
decisions...Unfortunately, headteachers are not the leaders here but are

instead just following instructions. (Sarah, Gardenia school)
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As another example of headteachers’ lack of ‘basic authority’, Sarah reported how her
school was without a caretaker for three months because she was not allowed to choose
someone for the role. To overcome this problem, she had to bypass the law by offering
the job to one of the school bus drivers, asking him to undertake guard duties in addition

to his work as a driver in exchange for money from her personal funds.

Three headteachers identified school culture as another source of difficulty. Reem and
Sarah reported that they faced resistance from teachers and students when seeking to

introduce any new procedures beyond those used during the leadership of the former
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headteacher. Reem, who had completed a year as headteacher at her current school,
referred to resistance to change among some teachers who wished to preserve the existing
culture of the school. For example, when directed to do something in a specific way, they
always asked to do it in the way they were used to; ‘They compare everything | do or ask

them to do with the previous headteacher, and even now, some still resist change’.
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Amal and Sarah both agreed that although they understood the culture of their schools
because they had worked there before (Sarah as deputy and Amal as deputy and teacher),
they also encountered resistance against the new functional relationship. Amal stated that
teachers wanted to maintain the same informal relationship with her as before. While

Sarah commented:

| understand how the teachers feel, as the Ministry of Education
constantly imposes changes that make headteachers’ job more
challenging. When 1 took over the headship role, many changes created
additional difficulty. Teachers are human beings, and human beings do

not like change. (Sarah, Gardenia school)
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Amal described her situation in the following way.

Despite my experience and awareness of this school’s culture, I

encountered some difficulties. Students and teachers told me openly that
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they want to maintain the same kind of relationship with me. When 1 was
deputy, my relationship with them was different, as | was very flexible.
However, since | became a headteacher, | felt that there should be a
change, and that a ‘boundary’ was needed between me and them in the
interests of work. Of course, | found it difficult at the beginning when
issuing decisions or instructions to teachers as the authority figure. I tried
to start gradually, and they tried to resist any change (hahaha). (Amal,

Tulip school)
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School discipline was described as a challenge by three headteachers. For example, Sarah
and Manal reported a lack of discipline among teachers and students at their school. Sarah
noted that the gate of the school was always open during the school day, and teachers
were leaving school freely without permission. This was not usual practice at any other
schools, and on taking up the headship, Sarah decided to close the gate. This change was
not welcomed by teachers at the outset, but they became used to it. Absenteeism was also
high among students and teachers, but when Sarah applied the rules for school attendance,

this problem diminished significantly.
Although Manal had spent only one term as a headteacher, she agreed with Sarah:

| have had to deal with frequent absences of both students and teachers

without convincing reasons. | reviewed the files of the absent students
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and found that they had not received any warnings in the past. Teachers
were informed that absence without excuse would have an impact on
their performance record. Students were told that absence without excuse
would negatively affect their academic achievement, and that warning

letters would be sent to parents. (Manal, Lavender school)
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Areej described the situation in her school as a ‘big mess’, she added:

This used to be a distinguished school until the headteacher’s retirement.
After that, the school had been without a headteacher for two years, and
the school’s status declined significantly, with more complaints from
parents. The school was run by the deputy, who was under severe
pressure. | think she was doing well in administrative work, but she
lacked the leadership skills to solve problems or communicate with

teachers and students. (Areej, Lilac school)
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Areej overcame this difficulty by distributing a survey among students and parents asking
for their opinions about the school’s strengths and weaknesses and what they would
suggest. There was a very encouraging response, and the answers helped to improve her
understanding of the current situation. She began to identify the problems and worked to

resolve them, as well as rearranging teachers’ tasks to resolve any conflicts between them.

Understanding the school community’s background was a real challenge for most
participants. Norah strongly believed that it is important for the headteacher to understand
the cultural background of students and teachers, as this helps to reduce conflicts. As
Norah grew up and graduated in the countryside, she found it hard to adjust to the culture

of the city:

| encountered many disappointments because of the cultural differences.
One of these was the parents’ lack of respect for the school; perhaps the
area where my school was located plays a role in this. In the villages,
you find that parents and students have great respect and appreciation for
the school. | tried to understand the background of the school community
and started talking in the assembly about moral values. | managed to
influence the students to some extent, but not by much. You cannot
single-handedly change 600 students, and | was not ready to confront
them, as | worried that the parents would get involved and make the
problem worse. | kept trying, focusing more on the teachers. I think | had

more influence on them. (Norah, Carnation school)
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The interviewees also stated that because dealing with different personalities was among
their difficulties, there was an urgent need for training in this regard (Amal, Areej and
Reem). For example, Amal commented that she has two deputies, one of whom is
wonderful and can be trusted and empowered to undertake some of the headteacher’s
tasks. In contrast, the other deputy’s sharpness has caused problems with the teachers,

who have found it difficult to adjust to her style.

Manal also mentioned the difficulty created by a lack of school deputies. The Lavender
school has 500 students, and in Saudi Arabia, the number of deputies depends on the
number of students of the school, with one deputy for every 250 students. “l agreed to
take the position after I was promised that two deputies will be appointed ... I had to
assign some administrative tasks to the staff working in the school office, and they are

really collaborative.” (Manal, Lavender school)
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5.7 Summary

This chapter has presented the findings of this study gained from both the questionnaire
survey and the semi-structured interviews. The key findings of this chapter are

summarised as follows:

(1) The headteachers achieved their position due to several reasons: a belief that

they can lead a school and their confidence in their knowledge and skills to

215



manage a school effectively, a pledge that the deputy headteacher would
accept the headship position when the need arises, and a desire to take up a

new challenge.

(i) Family support is seen by the headteachers as the most valuable support they

received when applying for headship.

(ili)  The headteachers also developed their leadership knowledge and skills
through formal learning activities (e.g., attending TQCNH and coaching) and

informal learning opportunities (e.g., networking, modelling, and reading).

(iv)  Surprisingly, 16 out of 42 of the headteachers had not previously served as a
deputy headteacher; they moved from classroom teaching to headship
straightaway, which made their transition difficult. Meanwhile, the
headteachers who had the opportunity to work as a deputy headteacher could
transition effectively from their previous role to the current one as a

headteacher.

(v)  The study also found that resistance to change among teachers and students,
budget issues, and limited authority were the most significant challenges they

faced during their early years of headship.

The next chapter will discuss these findings in relation to the relevant theoretical ideas

and literature set out in Chapter III.
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CHAPTER VI - DISCUSSION OF THE FINDINGS

6.1 Introduction

This research aimed to investigate the effectiveness of the current arrangements for the
leadership development of headteachers both before they accept a promotion to headship
and while they are in a post, as outlined in Chapter 1. The main research question
addressed in this study was: “To what extent is the leadership development of female
headteachers effective for those working in state secondary schools (for female students
15-18 years old) in Saudi Arabia? ” In order to help answer this question, the following

sub-questions were devised:

RSQ1.  What encouraged secondary school headteachers to apply for headship?

RSQ2.  What leadership development opportunities did headteachers take
advantage of (i) before taking up the role of headship and (ii) while they

were in post?

RSQ3.  How effective was headteachers’ transition when they moved from (i)
deputy headteacher to headteacher or (ii) classroom teacher to

headteacher?

RSQ4.  What were the main challenges that secondary headteachers faced during

early headship?

This chapter critically examines the findings from this research presented in Chapter V
in relation to relevant literature to make interpretations and judgments related to the main
findings. This discussion makes reference to four theories: constructivism, experiential

learning, situated learning, and observational learning. Constructivism relates to the
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research participants’ own unique system of knowing (psychological). Experiential
learning refers to learning through experiences. Situated learning occurs through social
interactions with people within a cultural environment. Finally, observational learning is
learning through shaping, imitating, modelling, watching, and engaging in vicarious

reinforcement (Bandura, 1977).

This chapter also discusses what the findings might mean in relation to leadership
development in Saudi Arabia and why they are important. As the study employed two
different methods to collect data (a survey and interview), the discussion refers to the
findings from these two sources separately whenever possible. This chapter covers four
themes previously identified in Chapter V: motivational aspects (see Section 6.2),
leadership development (see Section 6.3), the transition to headship (see Section 6.4), and

the challenges faced during the early years of headship (see Section 6.5).

6.2  Motivational aspects of leadership development

Motivational aspects, in this case, might be defined in terms of the research participants’
motivation to become the head of a school and the support they received to be a school
headteacher. Motivation refers to the reasons for the respondents to express their desires,
motives, and interests in relation to taking on the responsibilities of running a school,
whereas support means the assistance the headteachers receive from their family, the
guidance they obtain from their predecessors, and the moral support gained from
colleagues. The following section answers the first research sub-question: RSQ1. What

encouraged secondary school headteachers to apply for headship?
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6.2.1 Motivation

Maurer and Lippstreu (2005) defined motivation to develop as “the desire to develop or
improve leadership skills and attributes through effort” (p. 5). Meanwhile, Ryan and Deci
(2000) defined it as “[being] moved to do something” (p. 54). Thus, motivation is related
to the question of why one aims to achieve a goal. This section discusses four reasons
participants provided for accepting the headteacher position: (i) self-motivation (Section
6.2.1.1); (ii) the benefits of becoming a headteacher (Section 6.2.1.2); (iii) a desire to seek
new challenges (Section 6.2.1.3); and (iv) the external pressure placed on some

headteachers to accept the role of headship (Section 6.2.1.4).

6.2.1.1 Self-motivation

According to achievement goal theory (Kaplan & Patrick, 2016), an individual’s
motivational actions can be explained by purpose, beliefs about their ability, and causal
attributions. Consistent with this theory, this study found that the overall majority of the
survey respondents and interviewees firmly believed that they had the ability to carry out
the responsibilities of a headteacher. In other words, female secondary school
headteachers’ self-efficacy greatly influenced their decision to accept a school leadership
position. In his social learning theory, Bandura (1977) argued that a positive self-belief
of one’s capability enhances the chances of success. However, simply believing they had
leadership abilities did not necessarily mean that they actually had them. To be a leader,
one needs the day-to-day practice of exercising leadership skills in a specific work
context, which is the most powerful situation for shaping leaders’ understanding of how

to lead.
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This study also demonstrated that having leadership qualities encouraged headteachers
to accept a school headship role because a clear majority of the respondents from both
the survey and the interviews believed that they had the required leadership qualities.
Many leadership qualities are associated with effective leaders, including having a clear
vision. Leithwood and Riehl (2005) argued the importance of personal vision building,
which requires teachers to work on building an agreed-upon vision by examining and re-
examining the reasons for entering into teaching. Building a vision is also about sharing
ideas with other people, including teachers and headteachers, in order to improve the
quality of teaching and learning in the classroom. Data gathered from the survey indicated
that most respondents believed that, if they were in a headship position, they could
implement their particular vision for the school rather than having to convince someone
else to put their plans into operation. This belief might have stemmed from the idea that
they had the necessary knowledge and skills to implement programmes for school
improvement. One headteacher who initially worked as a teacher (14 years) and then a
deputy headteacher (4 years) at the same school was afraid that, if she rejected the
position of headship, a headteacher from outside the school would be nominated.
Describing her school as an outstanding school, she saw nominating a headteacher from
outside the school as a risk because such a headteacher might not appropriately
implement the school’s vision. Therefore, the belief that the headteachers could
contribute valuable service to the school was a key motivational factor for taking up a
headship role. However, in the light of the limited authority headteachers in Saudi Arabia
have, the vision they wanted to apply might not be possible if not within the limits

allowed for them.

Other leadership qualities include courage and commitment as well as the ability to carry

out strategic planning and the implementation of these plans (Cameron & Green, 2017).
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Garza et al. (2014) found that school headteachers’ leadership qualities, such as setting
an appropriate direction, were the core dimension of school success. Therefore, the fact
that most headteachers believed that they had leadership qualities was clearly linked to
their willingness to accept their new role. Whitaker et al. (2009) argued that self-
motivation is important when taking on challenging roles. However, one problem facing
female school headteachers in Saudi Arabia is the lack of leadership skills and
experience, because nearly a third of the participants took up a headship role straight from
classroom teaching, with no additional responsibilities for the work of others. Therefore,
this finding leads to the following question: where and how do female headteachers gain
these leadership qualities? It could be that leadership qualities are predominantly learned
through experiences prior to becoming a headteacher, such as by observing a headteacher
(Kempster, 2006). See Section 6.3.1.2, which discussed learning from experiences in

more detail.

According to Alsharari (2010), who conducted his study in Aljouf province and
Alqurayat governorate in the northern part of Saudi Arabia, female headteachers do not
receive any specific training to become headteachers to the same extent as male
headteachers in Saudi Arabia. Alsharari (2010) went on to argue that, although male
headteachers complete a Head Teachers’ Preparation programme, this training course is
not offered to female headteachers in Aljouf and Alqurayat, resulting in a lack of focus
on training for women headteachers. In this research, most of the survey and interviewees
participants attended training courses carried out by the Education Office after they were
appointed, which is inconsistent with the findings of Alsharari (2010). Although the data
showed a shortage of headteachers in this study as well, the female headteachers had
participated in training courses. The possible reasons that might be behind the difference

in the results of this study and those of Alsharari’s (2010) study are (1) the time difference
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(7 years) between these two studies and (ii) Alsharari’s study was conducted in two small
cities in northern Saudi Arabia (i.e., Aljouf and Alqurayat) whereas this study was
conducted in a highly populated area in Saudi Arabia, suggesting that the local
educational authorities in Aljouf and Algurayat had failed to offer female headteachers

any training courses that might help them, unlike local authorities in the big city.

6.2.1.2 Benefits

The benefits (tangible and intangible) associated with being a headteacher are another
source of motivation, as is the desire to express the willingness to take up more
responsibilities than one’s current role (Thomas, 2010). Examples of tangible benefits
include financial rewards, such as salary increase, bonuses, and allowances, whereas
intangible benefits are non-monetary rewards, including recognition and work itself
(Han, Yin, & Boylan, 2016). Although both types of rewards have demonstrated
motivational power, Friedman, Friedman, and Markow (2008) found that non-financial
rewards such as involvement in decision-making are more powerful in motivating
employees than financial rewards. Similarly, this study found that financial benefits did
not motivate headteachers to take a headteacher position because they received no
additional pay incentive; however, a majority of survey respondents and interviewees
looked to enjoy the non-financial benefits, such as enhanced status, recognition, and
ability to take up new challenges in education. This view is consistent with the identity
construction and development of headteachers as suggested by Crow and Moller (2017),
which indicated that most newly appointed headteachers’ identities are “located in time,
space and place, and emotions reflect complex leadership identities situated within social
hierarchies which are part of wider structures and social relations of power and control”

(p. 265). Thus, as found in this research, social status as a non-monetary reward can be
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an influential force for teachers/deputy headteachers to become headteachers. Although
monetary rewards may encourage individuals interested to take up leadership roles, Ankli
and Palliam (2012) agreed with the notion that one’s personality and desire to have a

better reputation are a source of motivation for taking up new challenges.

Individuals might be motivated by power, influence, and authority (Crawford, 2014),
although the findings did not reveal any evidence suggesting that the new headteachers
wanted to take on the school leadership position because of authority. This result could
be explained by the fact that the headteachers did not have sufficient authority to fulfil
the headship’s role in practice, which had a negative impact on their ambition (for more

details on the limited authority of headteachers in Saudi Arabia, see Section 6.5).

6.2.1.3 Looking for new challenges

Another reason for accepting the headteacher responsibilities was newly appointed
headteachers’ desire to take up new challenges. Ryan and Deci (2000) posited that
challenging work is a motivator because it encourages them to act on their inherent
interest through which they can develop their knowledge and skills. An appropriate level
(neither overburdening nor easily undertaken) of challenging work can improve intrinsic
motivation, encouraging individuals to behave in a particular way without aiming to
achieve any external rewards; however, their sole purpose of doing the job is to enjoy
working, seek more opportunities for learning, further develop their skills, and actualise
their potential (Gkorezis & Kastritsi, 2017). Gkorezis and Kastritsi (2017) found that
unmet needs and work-related boredom cause people to look for more challenging work.
This finding is consistent with the results of this study as one eighth of the survey
respondents reported that one of the reasons for applying for the headship role was

boredom in their previous job. Similarly, Garza et al. (2014) concluded that successful
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headteachers were those motivated to sustain their efforts to become more effective
leaders. However, their study did not focus on the concept of resilience—one aspect that
has received significant attention in terms of teacher self-efficacy (Reichard et al., 2017).
In this context, resilience means persevering in the headteacher role despite the presence

of difficulties and hurdles. Section 6.5 discusses this idea in more detail.

Not every headteacher in this study was initially interested in holding a leadership
position due to a desire to take on the additional responsibilities of running a school.

Some headteachers faced external pressure to accept the headship.

6.2.1.4 External pressure

This research revealed evidence suggesting that a minority of survey respondents and
more than half of the interviewees accepted the headship role because of some external
pressure, such as a fear of losing their job and family encouragement. In addition, they
felt forced to accept the responsibilities because of their predecessors’ retirements,
although they were not necessarily ready to lead the school. According to Ankli and
Palliam (2012), external pressure can provide a reason for a person to be motivated
towards accepting a headship role. It is important to recognise that such acceptance is
deemed necessary because of the pledge they take when becoming a deputy headteacher.
For example, one interviewee pointed out that she became a headteacher because she felt
she had to accept the headship role after taking the deputy headteacher pledge. Although
this finding might seem unusual in the UK context, in Saudi Arabia, it is widely accepted
that a nominated teacher undertakes such a pledge when becoming a deputy headteacher

and will take up the headship position when her school needs her.

This pledge suggests that there is little apparent need for succession planning in school

in Saudi Arabia. Succession planning is a process in which the current leadership finds
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potential candidates to become future leaders and develops them by providing learning
and development opportunities (Rothwell, 2015). The purpose of succession planning is
to have well-qualified leaders to replace older ones when they retire, leave the
organisation, or die. Therefore, there is a need to explore why schools do not conduct
leadership skills needs analysis; if they did, deputy headteachers might not need to be
pressured or pledge to accept the headship position when the need arises. Although a
newly appointed headteacher who has worked in other schools can bring new ideas to the
ways in which the school moves forward, there are some limitations in applying
succession planning in Saudi schools. For example, a deputy headteacher who takes the
pledge may not want to have the full responsibility of leading a school. In addition,
tension may arise if the previous headteacher who delivered the succession plan was not
a well-qualified leader. Moreover, there may not be suitable candidates within the school

for a headteacher to execute the succession plan on.

6.2.2 Support

The data from the study identified three sources of support for newly appointed
headteachers when applying for a headship position: family, former headteachers, and

colleagues.

6.2.2.1 Family support

Three quarters of the survey respondents saw family encouragement as the most valuable
support they received when accepting their new role. The importance of family support
also echoed in the responses given by the majority of the interviewees. As school
headteachers work very long hours, family support is vital for their job satisfaction and

success (Thomas et al., 2003). A clear majority of the interviewees agreed that family
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encouragement was even more important for those female headteachers with young
children needing care and living in a conservative society. Saudi husbands expect their
spouses to spend time on them. If wives are unable to attend to house chores, they may
be blamed for not doing the housework as they are expected to play a dual role. Thus, the
finding that headteachers received the greatest support from their families is consistent
with ideas from existing literature, such as Thomas et at. (2003), and societal norms

within the Saudi culture.

However, two headteachers reported that they did not receive any encouragement from
their families because their families believed that the new post would increase the burden
on the headteachers, thereby reducing their ability to serve their children and husbands.
Despite this discouragement, they took up the new responsibilities and aimed to become
effective headteachers. However, Jones (2016) argued that constraining factors such as
the lack of autonomy and discouragement from family may affect female headteachers’
performance. Jones’s perspective might apply in a society like Saudi Arabia, where
family is the main source of support and positive relations between them are essential.
Evidence from this study indicated that the headteachers who did not gain support from
their family faced pressure to manage their time effectively between their work at school
and their home life. This pressure may affect a headteacher’s performance in the long

term.

6.2.2.2 Former headteachers’ support

A school’s leader serves as a source of inspiration and a means for sharing new
knowledge, skills, and experiences with other less experienced colleagues because of her
lived experiences and expert knowledge (Harris, 2010). Harris’s view is consistent with

the findings in this research, in which two-thirds of the survey respondents and about half
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of the interviewees agreed that their predecessors helped them become headteachers—
some through positive reinforcement (e.g., support and encouragement to become a
school leader) and others through negative reinforcement (e.g., not being able to
implement a vision shared by the headteacher). Kempster (2006) argued that learning
from former headteachers, who are role models, helps individuals construct their
professional identity. By following these role models, headteachers may develop their
professional identity because it can give meaning to their professional lives and help
shape their attitudes and behaviours (Siebert & Siebert, 2005). Bandura’s (1986) theory
of observational learning suggested that a role model influences the behaviour of people
in a society. Therefore, with more knowledge and experience gained from role models,

headteachers may construct their new social and role identity.

A former headteacher can play a critical role in helping teachers take on leadership
positions in the future through distributed leadership (Harris, 2010). This leadership
model encourages sharing the leadership responsibilities and focuses on teamwork,
giving importance to personal interactions among the school headteacher, deputy
headteacher, team leaders, and teachers. Applying such a model of leadership would
create a collaborative culture for the school (Alammar, 2015) and promote school staff
members’ learning and professional development, which is important for school
leadership development (Hoy & Miskel, 2008). Although distributed leadership is a
relatively new concept in Saudi Arabia, it can provide sufficient room for others to
develop leadership skills, behaviours, and qualities (Harris, 2010). One indication was
that some female headteachers in Saudi Arabia felt confident that they had the knowledge
and skills to carry out such a leadership approach within their schools. For example, one
headteacher stated that she trusted and empowered her deputy to take on some of the

headteacher tasks. Such a finding is in line with Harris’s (2010) work. However, one can
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argue that other headteachers preferred not to apply a distributed leadership approach
because, in such a context, if a deputy makes any mistakes, the headteacher then has to

accept full responsibility.

6.2.2.3 Colleagues’ support

Half of the survey respondents received assistance from their peers during their headship
application process, suggesting that the encouragement received from colleagues
contributed to individuals accepting the headteacher position. However, surprisingly, a
majority of the interviewees did not receive their colleagues’ support to become a
headteacher. One possible reason behind this finding might be because those
headteachers did not inform their colleagues about their desire to apply for headship. Day
(2005) argued that work colleagues’ support is vital for a headteacher to be successful.
Although professional friends might offer support when applying for the headship
position, they could reject their friends’ future plans and school improvement
programmes. For example, a newly appointed headteacher might aim to change the
established style of teaching (e.g., teacher-centred method of teaching, which means
transmitting knowledge to students) to one that is more student-centred and uses an active
learning approach. According to Idris (2016), Saudi teachers predominantly use didactic

methods, influenced by the pressure to prepare students for examinations.

Idris (2016) argued that it is difficult for a new headteacher to change teachers’ style of
teaching in a short period. Connolly and James (2000) also observed a situation whereby
teachers openly opposed a new initiative to improve teaching proposed by their
headteacher. Thus, although it is important to maintain colleagues’ support, newly
appointed headteachers need to be aware of the limitations of their support when new

changes are introduced. Although this might be the case, work colleagues may help
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headteachers learn. Jones (2016) stated that learning is constructed through integrative
approaches rather than imparted from an instructor alone. Teachers need to have
opportunities to interact with more knowledgeable and senior headteachers to learn from
them before they accept greater leading responsibilities such as headship. Vygotsky
(1978) argued that, from a social constructivism perspective, guidance and collaboration
by a more experienced person are needed to be more competent in one’s profession than
learning only by attending courses. Thus, constructivism supports the idea of learning

from different sources.

Teachers need to carry out many learning activities, such as reflecting on practice,
carrying out research, and attending conferences/workshops. In addition to these
activities, social interactions are needed for teachers to apply what they learn through
formal and informal means. For example, Lave and Wenger’s theory of community of
practice suggested that people belong to communities with practices, routines, ritual,
symbol, histories, stories and conventions (Farnsworth, Kleanthous, & Wenger-Trayner,
2016). Thus, headteachers’ interactions with their work colleagues are one way to achieve
meaning from their work and evaluate their own work, and colleagues (teachers and other
fellow headteachers) can help develop headteachers’ leadership skills. However, an
integrated approach to learning can be effective only when individuals are provided with
the opportunities to apply new skills and knowledge into practice, which is often limited
if the leadership encourages individuals to maintain the status quo and continues doing

the same style of working.

6.3  Leadership development

As explained in Section 3.7, leadership development is a multifaceted concept; hence,

there is no universally agreed-upon definition for it (O’Brien, Plotnikova, & Mills, 2013).
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However, a working definition for leadership development used in this thesis was given
in Section 3.7 based on Bolam’s (2003) definition. Many organisations carry out various
programmes and activities to enhance professionalism among their employees. In the
education sector, teachers and headteachers need to develop constantly (i.e., continuing
professional development) mainly because, as Crawford (2014) suggested, the fast-
moving educational world often introduces new policies. In order to answer the second
research sub-question—RSQ2. What leadership development opportunities did
headteachers take advantage of (i) before taking up the role of headship and (ii) while
they were in the post? —this section discusses the research findings related to the
leadership development of headteachers from the relevant literature, focusing on two
areas: headteachers’ professional experiences prior to becoming a headteacher (Section
6.3.1) and their learning experiences upon appointment (Section 6.3.2). The decisions
will draw from theories of motivation (Ryan & Deci, 2000), identity formation (Ibarra,

1999), social constructivism (Vygotsky, 1978), and experiential learning (Kolb, 2015).

6.3.1 Learning from prior professional experiences

This section presents an analysis of the findings related to the professional experience of
headteachers (participants of this study) prior to becoming a headteacher. The results
revealed two aspects explaining how teachers/deputy headteachers prepared for their

leadership position: formal learning and informal learning.

6.3.1.1 Formal learning

One way that headteachers developed their professional experience was through formal
learning. Most of the survey participants attended training courses (e.g., Training and

Qualifying Courses for New Headteachers) organised and carried out by the Education
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Office after taking up the role of headship. Such learning opportunities meant valuing
teachers’ work and developing individuals through promotion (Crawford, 2014). For
example, one interviewee mentioned that her previous headteacher nominated her for the
headteacher position based on her interest in and desire to lead a school. Any organised
learning experience would also empower headteachers as one of their main roles is to be
an instructional leader (Manaseh, 2016)—namely, one who sets goals, allocates
resources, focuses on managing curriculum and teaching, and assesses teachers’ teaching
performance in order to enhance student learning and development. Manaseh’s (2016)
finding concurred with Kennedy’s (2007) argument that professional development
activities are a vehicle for encouraging career promotion as more skills can be gained
through both formal and informal training. More than one-third of the survey respondents
and most of the interviewees had never worked as a deputy headteacher, so they did not
have the opportunity to attend TQCNH (Training and Qualifying Courses for New
Headteachers) before taking up the role of headship. The knowledge and skills learned

from TQCNH will be discussed in more detail in Section 6.3.2.

In addition to valuing teachers’ work and promoting empowerment, offering professional
development opportunities creates a culture promoting teacher learning in Saudi girls’
secondary schools. For example, one headteacher mentioned that she and a deputy
headteacher learned about an Evaluation and Achievement Programme and benefited
enormously from this one-year work experience (see Section 5.4.1). The human resource
management literature refers to such work as shadowing (Leatherbarrow & Fletcher,
2014), which is “the practice of accompanying others” with a purpose of observing others
at work and acquiring a deeper understanding of the targeted work (Williams & Rutter,
2015, p. 91). This method of professional development fits into Ibarra’s (1999) initial

process of identity formation: by observing role models, individuals can learn new ways
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of doing things. For instance, only two out of the seven headteachers interviewed
mentioned that they worked alongside their former headteachers when they were
deputies, which provided them with valuable and useful experience as well as the

confidence to take up a headship role.

According to constructivist theory (Vygotsky, 1978), learning can be facilitated by a
more learned individual helping the learner acquire new knowledge. Vygotsky (1978)
claimed that social interaction is necessary for effective learning to take place. Therefore,
headteachers argued that they developed their leadership knowledge and skills through
shadowing, which is consistent with Vygotsky (1978) and ideas supported by Kalainoff
and Clark (2017). In addition to learning within the organisation, some survey
participants who had earned their master’s degrees without the experience of a deputy
headteacher position might have developed their professional knowledge through
postgraduate studies. For instance, an interviewee who worked directly as a headteacher
mentioned that her postgraduate qualifications enabled her to become a headteacher.
However, one can argue that the theoretical knowledge she gained from her leadership
studies is very unlikely on its own to be adequate for her to lead a school; it should be
strengthened with on-the-job experience in order to test the theories and apply them in

real-world practices.

Almost three-quarters of survey respondents reported that they had some coaching
experience. Coaching is a type of developmental activity whereby a coach facilitates a
learner to achieve his/her personal or professional goals by imparting new knowledge and
skills as well as offering guidance (Downey, 2015). One can argue that coaching might
be useful, but it could also just be imitation without any real in-depth understanding of
what is being coached or how the skill being coached might be effective (e.g., dealing

with conflicts between staff or with difficult parents). Despite this, previous research by
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Lofthouse, Leat, and Towler (2010) found that schools in England had already
established their own version of coaching, although this may not be the case in Saudi
Arabia. Therefore, the finding that coaching occurs in Saudi female schools is consistent

with Lofthouse et al.’s (2010) finding.

Professional development through coaching can be theorised by a social constructivist
approach to learning (Kalainoff & Clark, 2017) as coaching helps individuals construct
learning themselves. This can be explained with reference to constructivist theory, which
argues that learners’ understanding of the world around them is developed by
constructing mental models, advocating learner-centred approaches (Cakir, 2008). The
finding that some Saudi schools conduct coaching to develop aspiring headteachers
suggests that some principles of constructivism are applied in these schools. Although
coaching helps promote a learning culture within schools, school leadership needs to play
a vital role in ensuring the success of this practice. Lofthouse et al. (2010) concluded that
school headteachers need to give more attention to coaching as it is a one of the most
cost-effective learning methods. However, implementing coaching in Saudi schools
might have some limitations. The effectiveness of coaching is dependent on the skills that
former headteachers/coaching leaders have. Therefore, if coaching is carried out by an
unqualified leader, it will not achieve its goal. Also, as mentioned in Section 6.2.1.4, in
light of the absence of succession planning in Saudi Arabia, coaches might not have
adequate time to transfer their experiences to the new headteachers because coaching
needs a long time to be effective. Moreover, experienced headteachers may not be
effective coaching leaders despite their thorough knowledge and experience in the field
because they may not be able to transfer their skills to aspiring teachers. Furthermore,

some experienced headteachers are not aware of the new technological developments in
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education (Alsharari, 2010) and, therefore, will not be able to train these essential skills

in managing schools.

Almost three-quarters of the survey participants stated that they did not have any
mentoring practice in their schools, but a few reported that they used mentoring as a
professional development activity. Mentoring is a process whereby a more
knowledgeable person shares knowledge and experience with an inexperienced and less
knowledgeable individual (Connor & Pokora, 2012). It is underpinned by socio-
constructivist ideas proposed by Vygotsky (1978). In his theory of the zone of proximal
development (ZPD), Vygotsky argued that a learner needs someone who has more
knowledge and experience than she does to teach. The intervention from an experienced
person when novice headteachers begin their new roles is explained by Bruner’s
scaffolding theory, in which he argued that, when individuals learn new knowledge and
skills, they need active support from more experienced others (Bruner, 1966). Such

support is gradually reduced as they become more independent through experience.

One advantage of mentoring is that it gives the learner the responsibility of taking
ownership of learning rather than the mentor deciding what to teach. Thus, the learner is
required to have a personal development plan (PDP) prior to undertaking a mentoring
programme. Another advantage of mentoring, as mentioned by Pocklington and
Weindling (1996), is that “mentoring offers a way of speeding up the process of transition
to headship” (p. 189) (Section 6.4 discusses the transition to headship in more detail). A
mentor, however, can help facilitate professional learning and development and ease the
transition to the role of headship. Connor and Pokora (2012) argued that mentoring is
valuable for headteachers because learning is at the heart of changing behaviour and
action. Mentors share skills, experiences, values, knowledge, and attitudes; they do not

prescribe how things should be carried out.
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Although mentoring benefits inexperienced headteachers, the evidence from this research
suggested that it is largely a new practice in Saudi schools because almost all interviewees
had limited help from mentoring. One of the reasons for this is the limited number of
qualified and experienced mentors among headteachers. Surprisingly, even during the
TQCNH, experienced headteachers did not contribute to the development of newly
appointed heads of school. The organisers of the TQCNH might not be aware of the
importance of engaging experienced headteachers, and the experienced headteachers
might not have any desire to be involved in the TQCNH because of retirement or other
personal reasons (Training and Qualifying Courses for New Headteachers is discussed in
Section 2.10). Therefore, coaching and mentoring might be valuable for newly appointed
headteachers, but they need to have the appropriate skills and knowledge to apply these
practices within their schools. Implementing the practice of mentoring could help change
the school culture to a learning one, whereby experience and knowledge sharing will

become more commonly available.

The evidence gathered from the surveys and interviews showed that almost all
respondents put some effort into improving themselves professionally—not just through

formal education, but also via other means, which will be discussed next.

6.3.1.2 Informal learning

Informal learning is another option for improving new headteachers’ professional
experiences. For instance, one interviewee mentioned that she read about the Prophet
Mohammed (peace be upon him) and learned about his leadership behaviours during
different situations because she was interested in leadership knowledge and he was her
role model in leadership. Thus, although reading is an informal learning method, it can

have a positive impact on one’s professional development. This is consistent with Sessa’s
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(2017) argument that leadership involves having an in-depth understanding of knowing
how to lead and put this knowledge into practice. The fact that this interviewee was
interested in learning about the Prophet Mohammed’s leadership practices indicates that
she sought to develop her leadership and management skills, thereby suggesting a
genuine interest in understanding “leadership and leadership development” (Hannah &
Avolio, 2010, p. 118). Thus, the finding that a desire to learn and develop helped teachers
become headteachers is consistent with intrinsic motivation theory to develop leadership

skills (Reichard & Beck, 2017).

Although simply reading research is a limited way of learning, the participants drew on
reading as a key strategy for developing their leadership skills. One possible reason for
this could be that they do not get enough opportunities for professional learning;
therefore, tapping into up-to-date reading and supplementing it with Internet sources such
as YouTube videos provide them with self-learning opportunities. Reading as an informal
learning method is also consistent with the argument put forward by Richards and Farrell
(2005), who stated that teachers need to be constantly engaged in reading for new
knowledge in their specialised area. Teachers can read the latest research on specific areas
or textbooks about leadership skills. Biographies of successful leaders can provide very
useful information about their preferred leadership models and behaviours. However, one
can argue that learning to be a headteacher by reading is not sufficient, as it will only help
with awareness raising and some level of knowledge. Headteachers need direct
experience that gives a clear understanding of what being a headteacher might entail.
Therefore, headteachers can also use other informal learning methods to help their
professional development, such as reflective practice (Crawford, 2014; Pollard, 2008)

and networking practices, which are discussed in Section 6.3.2.2.
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Section 6.2.1 discussed how motivation plays a role in headteachers’ decisions to take on
the leadership role. Such motivation might be the result of individuals’ personal desire to
develop their professional experience. The desire to develop professional experience also
relates to a love for learning, which can be explained by theories related to intrinsic
motivation. Intrinsic motivation refers to an individual’s actions stemming from an
inherent interest in professional development (Reichard & Beck, 2017). A clear majority
of the survey participants and all seven interviewees agreed that they had the personal
desire to develop themselves professionally and prepare for a headship position through
the use of informal learning methods (e.g., attending seminars and networking). Thus,
participants experienced the motivation to develop themselves (Reichard & Beck,

2017)—perhaps as a pathway to headship.

Learning from experience was found to be an important professional development
activity among Saudi female secondary schools. For example, one interviewee
commented on the usefulness of previous experiences with former headteachers on
current work efforts. Another interviewee offered an account of her being a leader since
childhood, which indicated that she had a strong influencing character that enabled her
to lead teachers when she became the head of the English Language Department. These
examples suggest that experience plays a vital role in one’s professional development—
a finding consistent with Kolb’s (2015) experiential learning theory. Kolb’s four-stage
cyclical theory is a holistic model that integrates experience with behaviour, perception,
and cognition. Kolb (2015) stated that “learning is the process whereby knowledge is
created through the transformation of experience” (p. 38). Evidence from this study
suggested that previous experience can help develop teachers’ professional work and help
them become effective headteachers. For instance, the two headteachers who worked as

a deputy headteacher found their previous experience valuable and useful practise while
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also giving them the confidence to take up a headship role. This finding is consistent with
Kempster’s (2006) work as he argued that the experience of observing a headteacher at
work can be very helpful in terms of learning about being a headteacher as well as

developing identity.

However, as discussed in Section 5.2.2, five of the seven interviewees had not worked as
a deputy headteacher before they became a headteacher. This lack of leadership
experience may have had some negative implications for their current work and could
pose a number of challenges (more explanation about challenges faced by headteachers
will be given in Section 6.5). According to Crawford (2014), education policies are
continuously changing; hence, new decisions need to be taken to implement these new
policies at the school level. A lack of experience in decision-making, for example, may
lead to problems among teachers and students. If headteachers make decisions by
themselves (even within the limited power and authority enshrined within their headship
role) without involving teachers, it may become difficult for them to implement school
development programmes due to a lack of support from their staff. On the other hand, if
they have made effective decisions and led their staff to accomplish the school goals, then
such positive experiences may enhance their motivation and confidence to continue as a

headteacher rather than leaving the position.

6.3.2 Learning from professional experiences while in post

Newly appointed heads received a formal training course (i.e., TQCNH) that all survey
respondents perceived as useful and valuable for headteacher development in Saudi
Arabia. The TQCNH is based on instructional learning (giving guidance on carrying out
school leadership and management activities), asserting that instruction plays an

important role in learning and formulating ideas (Jones, 2016). However, Harasim (2017)
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argued that constructivists put the learner in the centre of the learning process rather than
treating her as a passive receiver of instruction. The TQCNH enabled newly appointed
headteachers to not only be passive listeners, but also ask questions and learn from others.
This section discusses the TQCNH’s formal learning experiences and networking as an

informal learning opportunity shared by the newly appointed headteachers.

6.3.2.1 Knowledge and skills learned from TQCNH experience (formal learning)

Nearly all survey respondents agreed that the TQCNH was a useful formal learning
activity that created more awareness of regulatory and procedural guidelines. Regulations
often change; so do school policies that reflect regulations (Crawford, 2014). The
TQCNH provides an opportunity for new headteachers to enhance their understanding of
regulatory requirements. However, this is not the only area in which the TQCNH offers
a better understanding. According to most survey respondents, during the TQCNH
programme, they developed their knowledge on how to improve the quality of school
leadership. As such, the newly appointed headteachers might have been introduced to

new information that they could apply in their schools.

Similarly, the same course was an opportunity for these headteachers to learn new ways
of strengthening school management and organisation, as indicated by the majority of the
survey respondents. In addition, more than three quarters of the newly appointed
headteachers who participated in the survey reported that the TQCNH provided them
with useful information on how to deal with students’ family problems. Failing to handle
students with family problems and those from disadvantaged backgrounds appropriately
can affect academic achievement. Ready and Wright (2011) explained that it is important
for teachers and schools to make efforts to reduce the chances of isolating disadvantaged

students. The TQCNH also developed new headteachers’ knowledge in many other areas.
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For example, most claimed that they gained information on engaging in strategic planning
for school improvement, learning new ICT skills, and applying internal audits (i.e.,
independent assurance that the school’s risk management and internal control procedures

are functioning effectively) and school discipline.

Yet despite these reported benefits of the TQCNH, the Education Office organised this
programme as a one-off training event, which affected the course content, duration, and
follow-up activities (Shah et al., 2013). One of the interviewees believed that the content
provided in the TQCNH had little chance of reflection; as a result, she was planning to
take a course on dealing with students who have family problems to gain guidance on
how to address disciplinary issues. Therefore, the TQCNH often provides a restricted
view of learning to become a headteacher in a de-contextualised fashion. It can only

achieve a degree of professional knowledge and understanding about the role.

6.3.2.2 Networking (informal learning)

Coetzee (2009) defined networking as “making contact with other professionals to seek
their help or to offer support” (p. 343). Networking appeared to be one of the most useful
strategies in developing the headteachers’ leadership knowledge and understanding. For
example, a clear majority of the survey participants reported that the TQCNH provided
them with opportunities to stay in contact with other headteachers and create good
relationships with them. Similarly, all seven interviewees agreed that the TQCNH
enabled them to exchange experiences and knowledge with other newly appointed
headteachers. The survey results indicated that nearly all the respondents agreed that they
had supportive networks. According to Coetzee (2009), networking is a very valuable
practice for headteachers’ ongoing professional development because it allows for face-

to-face discussion, the use of social media, and telephone discussions. If the newly
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appointed headteachers can be part of a network with more experienced headteachers, it
could facilitate the development of these new headteachers. For example, Richards and
Farrell (2005) pointed out that headteachers could share ideas about teaching practices,
examining their related views, beliefs, and values. Applying the constructivist principles
of learning, these conversations might help the headteachers develop their leadership
knowledge and skills. Therefore, networking can be a cost-effective process that helps

develop headteachers’ professionalism.

Unfortunately, the TQCNH did not provide the research participants with much
opportunity to exchange experiences and knowledge with more experienced
headteachers, as noted by almost all the survey participants and interviewees as well.
These results imply that the TQCNH was only useful for transferring information
valuable for managing the school to the newly appointed headteachers, but not providing
a networking programme. A notable exception was the headteacher who met an
experienced headteacher while attending one of these courses and benefited from her
participation. Despite this, the respondents seemed to have expected some contribution
from more experienced headteachers during the TQCNH. One of the participants
suggested involving experienced headteachers. Networking may not be very difficult and
may not require much effort thanks to technologies and software available for connecting
people. One could argue that headteachers would be able to purchase Internet-enabled
smart phones, thereby facilitating connecting with other headteachers to share knowledge

and experiences.

This research explored leadership development activities prior to new headteachers
taking up a headship position and learning activities that they had taken part in after
becoming a headteacher. Although these two phases have been presented separately,

some learning activities (e.g., learning from experience, reading, and networking) appear
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to be ongoing professional development activities. Some headteachers looked to previous
headteachers as role models to learn about their leadership skills and behaviours, and one
headteacher used a well-known leader (i.e., the Prophet Mohammed, peace be upon him)
as her role model in leadership. The learning experiences have also been linked to
headteachers’ desire to learn and grow both personally and professionally. However,
some organisational learning activities, such as mentoring and shadowing, have not been
common professional development activities in female secondary schools in Saudi

Arabia.

6.4  Transition to headship

This section addresses the third research sub-question: RSQ3. How effective was the
headteachers’ transition when they moved from (i) deputy headteacher to headteacher or
(i) classroom teacher to headteacher? Respondents’ general conclusion was that the
transition from classroom teacher to headteacher or deputy headteacher to headteacher
was not easy. According to more than one-third of the survey respondents, the transition
was “not effective at all” because they moved from being a teacher to being a headteacher
without any specific preparation; any preparation courses they did attend were judged to
be inadequate. As pointed out by several interviewees, they adjusted to their new role
through self-directed learning and lived experiences. These headteachers seemed to be
what Kempster (2006) called leadership apprenticeships. Kempster (2006) used the
metaphor of apprenticeships to understand how situated learning can influence one’s
efforts in relation to long-term leadership learning. Apprentices are those who learn skills
from a more experienced and skilled person. In this context, a teacher learning to become
a headteacher can learn new knowledge and skills from her headteacher. The following

subsections illustrate how headteachers gained leadership knowledge and skills.
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6.4.1 Situated learning

Acquiring leadership skills depends heavily on the work context because the nature of
headteacher roles varies according to the size of the school, location of the school,
catchment area, and age range of pupils. As mentioned in Section 6.3.1.2 (regarding
learning from experience), when learning is situated for headteachers, it means learning
is taking place while fulfilling their role at school, deliberately formulating the necessary
plans to learn. This process of learning is known as “legitimate peripheral participation”
(Lave & Wenger, 1991, p. 98), whereby learning takes place in authentic work-related
contexts rather than by attending a workshop or seminar. Situated learning is beneficial
for headteachers because it involves social interactions with students, teachers, parents,
and other stakeholders and requires collaborating with them. Both social interaction and
collaboration are key aspects of situated learning (Lave & Wenger, 1991). This view was
supported by two interviewee headteachers who claimed that they gained leadership
knowledge and skills through self-learning and communication with experienced
headteachers. Developing new knowledge and skills through social interaction can affect

headteachers’ identities and create a new professional identity.

Some headteachers were promoted from deputy headteacher to headteacher within the
same school; others had to be moved from one school to another to become a headteacher.
Those promoted within the same school found the school culture more accepting as they
tended to face the same individuals. However, once their role changed, they saw school
issues differently. For instance, surprisingly, colleagues started behaving somewhat
differently with them compared to when they were deputy headteachers. Those
headteachers who were expected to lead schools where they had never previously worked
learned different behaviours and beliefs through situated learning. For example, as one

headteacher commented, “I was left in the field on my own and the first period was self-
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teaching of leadership ... learning from mistakes”, thereby providing further evidence that
situated learning took place during the newly appointed headteachers’ early days.
Furthermore, most of the interviewees agreed that they were continuously learning from
their actions and mistakes. This finding is consistent with the result of some studies based
in Western countries. Derks (2003), for example, found that, in the Netherlands, “every
new head starts his or her job with trial and error” (p. 172). The analysis herein suggests
that these headteachers had opportunities to gain new experiences in a “community of
practice” (Lave & Wenger, 1991, p. 83), which enabled them to learn new beliefs, skills,
and behaviours. Lave and Wenger’s ideas of legitimate peripheral participation describe
how newly appointed headteachers can become experienced headteachers through
community of practice, solving problems and learning on the job. Therefore, although the
transition process was more difficult for some headteachers than others, it provided them

with opportunities to engage in situated learning.

6.4.2 New identity formation

A smooth transition from classroom teacher to headteacher or deputy to headteacher is
important because it is a process of the newly appointed headteachers assuming a new
identity. According to Kempster (2006), such a process marks an important step in the
headteachers’ professional life because they are transitioning from classroom teachers to
deputy headteachers to a leadership role within the same school or in a new school. This
transition process may provide headteachers with the opportunity to evaluate themselves
against internal standards, which is based on what headteachers value in their role, as
well as external feedback, which is necessary for creating a new professional identity

(Ibarra, 1999).
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This study found that deputies who were promoted to headteachers within their schools
found it easier to adjust to the new role. They seemed to have taken a more practical
approach as they envisioned the challenges and demands of becoming a headteacher. This
appears to be an enabling factor for them to have a smooth transition from the role of
deputy to headteacher in the same school. In this context, Bush (2018) explained that
headteachers need time to adjust to their specific school context in order to know how to
lead the school effectively. Crow and Moller (2017) argued that identity formation is
linked to leadership development: “understanding...how cultural and historical factors
influence the fluid and development nature of identities should motivate us to take such
factors into account in our leadership preparation and professional development

programs” (p. 755).

On the other hand, the majority of headteachers who had been directly elevated to
headship roles faced much more challenging leadership situations. They stressed the
importance of gradation on the career ladder (teacher, deputy headteacher, then
headteacher). For example, some headteachers mentioned that they faced difficulties in
managing their schools due to students’ disciplinary issues and parental lack of
cooperation. This finding is consistent with Alsharari’s (2010) study as he found that the
lack of training and experience in a leadership has made it difficult for female
headteachers looking to solve problems faced during the course of their leadership career.
This highlights a professional identity perceived to be undesirable for female heads of
schools, negatively affecting their motivation to stay in the headship. Oplatka (2012)
stated that headteachers need to be developed professionally through a series of different
stages during their career life, with each period having its distinct features. Bullough,
Knowles, and Crow (1992) argued that professional experiences affect the construction

of professional identity. Moreover, DeRue and Ashford (2010) and Ely, Ibarra, and Kolb
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(2011) agreed that the processes of developing both leadership learning and one’s identity
as a headteacher are similar. They stated that these processes are recursive and mutually
reinforcing. Thus, constructing a headteacher’s professional identity is shaped via

numerous professional experiences and takes a long time before taking up the role.

Such situations suggest that the new headteachers had to negotiate their identity as they
transitioned from a lower position to a higher level in the school hierarchy. Kempster
(2006) argued that headteachers’ identity is constantly being negotiated—not only with
the circumstances in which they work, but also with the people with whom they work.
Jones (2016) supported Kempster’s (2006) argument, adding that female headteachers
demonstrate “several contradictory identities revealing qualities, characteristics and
leadership styles which diverge from socially prescribed gender-appropriate behaviours”
(p. 907). Indeed, in the Saudi society, women are expected to play an important role at
home, caring for children and husbands as well as doing the housework. For these
reasons, female headteachers in Saudi Arabia need to constantly renegotiate their identity

as they lead schools.

6.4.3 Observational learning

About half of the survey respondents thought that their transitions were moderately
effective because they had opportunities to engage in job shadowing with their previous
headteachers, who helped them with the transition to a headship position. Those survey
participants who had worked as deputy headteachers argued that such an experience
provided them with a smoother transition to headship. Thus, the effectiveness of their
transition process was achieved through observational learning, which is defined as

learning that takes place by observing others’ behaviour (Bandura, 1977).
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The findings from this study are consistent with Bandura’s (1977) observational learning
theory. Observational learning is important for an effective transitional process in moving
from a deputy or classroom teacher to a headteacher because it helps individuals learn
and adapt to new behaviours, retaining such experiences for later use. One reason that the
majority of the interviewees found the transition process ineffective was that they were
not given the opportunity to work closely with another headteacher. From their point of
view, the opportunity to shadow or be an apprentice was important for preparing them
for their new role. Observational learning is particularly important in the context of Saudi
school leadership development as most survey participants believed that they learned
their leadership skills from their former headteachers, developing the confidence and

competence to lead.

Novice headteachers come to school with their own expectations about the role and
responsibilities. In this research, the majority of headteachers who had not worked as a
deputy took over the role with a more limited understanding of leadership, and their
perspectives were then reshaped by their experiences in practice. Therefore, while in post,
headteachers experience many changes in their identity as they adjust to the work
demands of enacting the role of headteacher. Even obtaining a job as a deputy
headteacher means a significant shift in identity from being a classroom teacher. In this
context, Armstrong (2011) found that the initial idea about their role for eight assistant
headteachers changed with their lived experiences to knowing that school headteachers
have a various set of responsibilities and roles within the school. Thus, professional

identity can again be developed along with leadership development (Kolb, 2015).
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6.4.4 Experiential learning

For two interviewees, the transition from deputy headteacher to headteacher was
relatively straightforward. For these two headteachers, the main reason for the effective
transition was their previous position in the same school (deputy headteacher); in
addition, their former headteachers gave them the autonomy to make decisions
themselves. They stated that they had previously worked as deputies prior to accepting
the headship; such previous experience enabled them to develop a more realistic view of
leadership, including both its challenges and benefits. Such experience may enhance

headteachers’ identity formation (Moorosi, 2014).

These two headteachers were describing a learning process known as experiential
learning (Kolb, 2015). Kolb (2015, p. xviii) defined experiential learning as “a particular
form of learning from life experience; this can be contrasted it with lecture and classroom
learning”. Applying this definition to the findings in this research, substantial evidence
exists to suggest that many newly appointed headteachers achieved a smooth transition
from their previous position to the current one through experiential learning. Experience
is important because it gives confidence and resilience to headteachers to lead in difficult

and challenging situations.

As mentioned in Section 3.7.2, the increasing expectations for high-quality education in
Saudi Arabia require schools to be led by experienced and skilled headteachers. However,
as indicated by the survey results (16 out of 42), the interview findings (4 out of 7), and
one interviewee appointment to headteacher directly after completing higher education,
many Saudi headteachers are inexperienced in terms of leading other people when they
first move into the headteacher position. Bush (2018) argued that imposing additional

responsibilities on headteachers increases the need for headteachers to obtain effective
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preparation. “Being qualified only for the very different job of classroom teacher is no
longer appropriate” (p. 68). Headteachers who straightaway move from classroom
teaching to the headship position have the right to receive appropriate development.
Indeed, according to Bush (2018, p. 68), it is “a moral obligation”. Therefore, more
attention needs to be given to provide future school headteachers with the opportunities

to learn by gaining more experience in leading and managing.

6.4.5 Authority of headteachers

Although this research did not examine specific questions about a headteacher’s authority
to implement new activities and plans, some interviewees referred to the issue of having
limited authority. As they are responsible for leading a school, the headteachers would
obviously have some authority to do certain things (e.g., appoint their own staff, organise
extra-curricular activities, and engage in school policy making) within the stipulated
responsibilities. Yet some headteachers found it concerning that they were asked to run
schools according to the instructions or directions issued by the MoE. Perhaps, for this
reason, some headteachers felt that they did not have much autonomy to run the school

as they wished.

The freedom that headteachers need can be explained using ideas about the “structure—
agency interaction” (Kempster, 2006, p. 7). Agency refers to the ability of headteachers
to take action independently as well as take decisions based on their choices. On the other
hand, structure is the social arrangements which either encourage or limit headteachers’
ability to make their own decisions. In other words, it is the ability of individual
headteachers to exert authority over what goes on in relation to their school management.
In general, some headteachers have shown a stronger sense of agency whereas others

have described situations depicting themselves as weak in controlling what goes on in
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their schools. Although the MoE gives instructions as to how schools should be run, both
headteachers and educational authorities share the goal of improving the quality of
education. To achieve this goal, it is important for headteachers to have a strong sense of
agency. If they are not able to exert authority enshrined within their job description, they
might fail to exert control over themselves and influence other people within the school

community. As a result, they may become less successful in their job.

6.5  Challenges faced during the early years of headship

This study explored headteachers’ perspectives in relation to the challenges they faced in
schools and their readiness to overcome these difficulties (i.e., RSQ4. What were the main
challenges that secondary headteachers faced during early headship?). Both the survey
results and interview findings indicated that the newly appointed headteachers faced
numerous challenges. Although two-thirds of the survey participants agreed that they
were aware of the obstacles and challenges, one-third reported they did not have any prior
knowledge or understanding of how challenging it might be to hold a headteacher
position. Nearly two-thirds of survey participants reported that they were unprepared to
overcome the challenges they might face during their early headship. Running a school
is a huge challenge for the majority of female headteachers—with or without experience
and with or without proper training—because of the multiple roles they fulfil within
society (Jones, 2016). The data indicated that headteachers faced many challenges:
resistance to change, budgetary constraints, limited basic authority, a lack of discipline,
an inadequate understanding of school culture, and the need to deal with difficult

personalities. Each of these difficulties is discussed in the following subsections.
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6.5.1 Resistance to change

All the interviewees reported that they faced resistance to change from teachers and
students, which concurs with other research. For example, according to Gulati, Mayo,
and Nohria (2016), implementing a new approach creates room for resistance, making it
harder for headteachers to implement new initiatives and sustain them. Complex
relationships exist in organisations such as schools; hence, diverse ideas and
disagreements might be a reality within such organisations (Morrison, 2008). One reason
why teachers resist change is because they might think that there is no reason for change
(Zimmerman, 2006). In this research, most headteachers mentioned that some teachers
wanted to preserve the existing culture of their school. For example, when these teachers
were asked to do something in a particular way, they challenged it and continued doing
things the way they were used to. Therefore, unless headteachers could convince these
teachers that the new way of doing things was better than the old way, it would be unlikely
for the teachers to see a real need for change. Hofstede et al. (2010) argued that
organisational culture, like culture in a school, is a “collective programming of the mind
which distinguishes the members of one organisation from another” (p. 180). One of
headteachers’ responsibilities is to create school culture where staff members accept a set
of values and practices on a day-to-day basis and develop a model shared by all. If a staff
member agrees to carry out work in a certain way, it might improve the chances of
survival. In contrast, if every staff member stays away from their roles, it is likely that

school goals and objectives will not be accomplished.

Another factor contributing to resistance to change is unsuccessful previous change
efforts (Zimmerman, 2006), although the respondents in this study did not refer to this.
In addition, a fear of the unknown (Zimmerman, 2006) could cause teachers to resist new

approaches introduced by headteachers. Guskey (1984) argued that changing teachers’
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attitudes and beliefs toward new practices occurred only when teachers see a positive
influence on student outcomes. Thus, headteachers in Saudi Arabia need to show teachers
evidence of the importance of implementing the new practice on student achievement.
Therefore, it is important that newly appointed headteachers learn how to go about
managing change or gain relevant experience by being a deputy headteacher before they

introduce and implement new changes in the school.

6.5.2 Budgetary constraints

Another major difficulty the interviewees identified was issues with the school budget.
Saudi government-administered schools are run with the budget allocated by the MoE
according to school size. Although the government-provided financial resources might
not be sufficient for headteachers, the primary issue with the budget is the delay of
receiving them. The existing bureaucratic education system (an excessively complex
education administrative system) in Saudi Arabia might explain the reason for this delay
and the Ministry of Education’s ineffectiveness (Ismail, Lai, Ayub, Ahmed, & Wan,
2016). In his research, Alzaidi (2008a) concluded that “the highly centralised educational
system in Saudi Arabia and the lack of autonomy are factors that affect job satisfaction”
(p. 162). Alzaidi conducted his study in the city of Jeddah in Saudi Arabia. The main aim
of his study was to identify the factors that might influence the job satisfaction of
secondary school headteachers. He also pointed out that the lack of financial resources

was one of the factors causing headteachers’ dissatisfaction.

One headteacher in the current study explained that she sometimes had to run the school
without any budget for up to five months, during which time the headteachers themselves
used their personal funds to cover expenses. Such a situation can be very serious because

the postponement of the budget may mean limiting the provision of teaching and learning
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materials to students and teachers. Delayed budgets can also increase headteachers’ stress
and make them feel frustrated. In fact, one headteacher mentioned that the budgetary
issues increased her frustration in addition to affecting the quality of education and other
services provided by the school. Therefore, to enhance headteachers’ effectiveness, the
MOoE needs to improve its own efficiency by ensuring that the annual budget is provided

to schools prior to the start of the academic year.

6.5.3 Limited authority

Here, limited authority means the headteacher lacks the authority to make day-to-day
decisions. Saudi headteachers do not have the authority to make some decisions
themselves, which contradicts the standards in other countries (for more details, see
Section 5.6). All interviewees mentioned that they had limited authority, making the
management of school a challenging task. This finding is consistent with study by Mathis
(2010), which showed that headteachers in Saudi Arabia need to be granted more
authority to run their schools. Moreover, Alsahli (2000) identified the issue of employees
not having adequate authority to fulfil their responsibilities. He argued that employees

should be given sufficient authority in order to achieve their job goals.

Savage (2018) pointed out that headteachers appoint teachers and staff in secondary
schools in the UK. However, in Saudi schools, the MoE /educational offices recruit
teachers and support staff for schools. An example of the lack of authority to recruit staff
was given by a headteacher in this study, who mentioned a situation when she could not
appoint a caretaker because she was not allowed to do so, although she had to manage
the school without him for three months. In his study, Alzaidi (2008b) found a lack of
school autonomy as a result of bureaucracy and the centralised education system, giving

headteachers only weak authority. Al-Fozan (1997) conducted a study to evaluate the
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authority entrusted in school headteachers in Saudi Arabia. He found that the school

headteachers were given many responsibilities through the regulations and circulars.

When parents and students realise that the headteacher has no proper authority to control
things in the school, it can have a negative effect on students’ and parents’ attitudes
towards the headteachers. For example, one headteacher mentioned a situation when
some parents spoke to her using abusive language because they knew that she has limited
authority over the school. This factor could also influence the decision of teachers in
Saudi Arabia to pursue headship, thereby leading to a lack of school headteachers. Alzaidi
(2008b) found that the lower level of autonomy negatively affected job satisfaction and
willingness to take on responsibilities. Alsahli (2000) argued that positive outcomes
could be achieved when authority was linked to responsibilities. According to all of the
interviewees, Saudi headteachers need to have more authority to manage their school
better and more effectively. Thus, it can be argued that devolving authority to school
leaders is essential for the introduction of a more flexible approach to education

management in Saudi Arabia.

6.5.4 Lack of discipline

Another significant challenge the interviewees reported was school discipline. Nearly
half of the interviewees mentioned that they had identified a lack of discipline among
teachers and students at their schools. This situation can be explained in various ways.
On the one hand, headteachers have a responsibility to show that they are in charge of the
school. Bennett (1997) argued that a significant headteacher behaviour found in well-
disciplined schools is visibility. Bennett (1997) also concluded that effective
headteachers are liked and respected, not feared; moreover, teachers have a close

relationship with the headteacher. Lastly, a schoolwide discipline policy with written
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rules and regulations exists (Bennett, 1997). Although the MoE in Saudi Arabia provides
a schoolwide discipline policy and guidelines, according to the interviewees, teachers and
students do not respect the rules in Saudi schools, suggesting that previous headteachers
of these schools failed to maintain an acceptable level of discipline. Some interviewees
had already implemented policies and strategies to overcome disciplinary issues in their
schools. For example, one headteacher took a problem-solving approach by collecting
information from students and parents to understand what needed to be changed in terms

of improving school discipline.

Another significant discipline issue the headteachers identified was absenteeism.
Evidence from interviewees suggested that both teachers and students were regularly
absent for school. Indeed, one interviewee described school discipline as a “big mess”. If
teachers’ attendance is low, then students will miss their lessons while headteachers
struggle to find someone to cover for the absent teachers. Miller, Murnane, and Willett
(2008) found that teachers are the most important factor determining students’ academic
achievements. Milleret al. (2008) further asserted that increased teacher absence can
negatively impact students” academic success. Gruenert and Whitaker (2015) argued that
shaping an effective and strong school culture is a primary responsibility of a school
principal. Headteachers should believe that it is important to focus on improving teaching
and learning if they want their schools to be successful (Leithwood et al., 2008).
Therefore, well-disciplined schools and academic success are correlated, but it seems that

Saudi headteachers need to work harder to establish discipline in their schools.

6.5.5 Inadequate understanding of the local school community background

Students and teachers have different personalities, beliefs, and attitudes, even in the

school community, meaning that understanding teachers’ and students’ cultural
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backgrounds is important for headteachers. In fact, nearly all the survey participants
highlighted the importance of having a close relationship with local authorities. Similarly,
nearly all the survey respondents agreed that it was important to have an understanding
of pupils’ backgrounds for effective leadership. Yet the interviewees reported that they
did not have adequate awareness of the students’ and teachers’ backgrounds. Alotaibi’s
(2016) study might explain why the headteachers did not have access to some information
about their students. He found that parents are very uncooperative when it comes to
talking about their children’s problems due to cultural issues (for example, close ties,
familial bonds, and tribal traditions), which make the confidentiality of students’
problems significant. This seems to be a problem because it is important to have
background knowledge about a community’s culture for several reasons. First, it can help
the headteacher reduce conflict by creating a better understanding and relationships
between the headteacher and teachers. In addition, understanding students’ background
is important for managing their discipline issues as well as interest in and attitude towards
learning. Khalsa (2007) argued that knowing students’ background and interests is an
important strategy for lessons and effective classroom management. Therefore, it is
essential for headteachers to develop positive working relationships with parents,

students, and teachers to improve the quality of education in their schools.

6.6 Summary

This chapter has critically discussed the findings of the study discussed in Chapter V in
relation to the relevant theoretical ideas and literature set out in Chapter I1l. The key

points of this chapter are summarised as follows:

(1) The headteachers achieved their position due to a belief that they can lead a

school and their confidence in their knowledge and skills to manage a school
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effectively, a desire to seek new challenges, and the external pressure on some
headteachers to accept the role of headship. The headteachers gained support

from three sources: family, former headteachers, and colleagues.

(i)  The headteachers developed their leadership knowledge and skills either
before or after taking up the role of headship through formal and informal
activities such as attending the TQCNH, coaching, modelling, and learning

from experiences.

(i) Working alongside a headteacher helped construct their professional identity
and enabled them to transition effectively from their previous role to the
current one as a headteacher. Furthermore, they learned through various
processes, such as situated learning, observational learning, and lived

experiences.

(iv)  Despite their formal training and workplace learning, the headteachers faced
many challenges on the job, including resistance to change, budgetary
constraints, limited basic authority, a lack of discipline, and an inadequate
understanding of school culture. Overcoming these challenges could enhance

their effectiveness as school leaders.

Therefore, the effectiveness of newly appointed headteachers’ preparation and their
continuous professional development may depend on various factors as suggested in the
following chapter. Chapter VII will then summarise the key findings, provide answers to
the main research question, and consider the original contribution to the knowledge,
implications for practice, and limitations of the study. Finally, it will suggest some

recommendations for future research.
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CHAPTER VII - CONCLUSION

7.1 Introduction

This chapter provides concluding remarks on the whole thesis. It begins with a summary
of the findings and offers answers to the main research question (Section 7.2) as well as
each research sub-question (sub-Sections 7.2.1 through 7.2.4). The originality of this
research will then be discussed (Section 7.3) before the limitations of the study are
considered (Section 7.4). Implications of the findings for the future practice of leadership
development are discussed (Section 7.5). Lastly, several recommendations are offered

for future research related to this topic (Section 7.6).

7.2 Summary of Findings

This section provides answers to the main research question: “To what extent is the
leadership development of female headteachers effective for those working in state

secondary schools (for female students 1518 years old) in Saudi Arabia?”

Leadership development involves facilitating individuals’ in-depth awareness of how
they can lead in an organisation and understanding of what it takes to be a leader (Sessa,
2017). According to Bolam (2003), it is a continuous process of learning through such
activities as education, training, and ongoing learning at the workplace, from structured
education programmes, and through informal interaction with colleagues. In this context,
teacher and deputy headteacher learning opportunities are considered effective for

headteacher development.

The study found that the majority of the headteachers had a strong desire to engage in

professional development; more than half learned leadership skills from previous work
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as a deputy headteacher and also benefited from work-based learning from their former
headteachers. As they had worked in schools, all these headteachers could develop their
leadership skills through work-based learning. In fact, two headteachers made explicit
reference to how they had learned from working with previous headteachers. Yet this
does not mean that the others in the sample did not learn anything; maybe they learned
what they could avoid doing if they were headteachers in the future because they had
observed poor role models in the past. This suggests that learning is a social process as
advocated by Vygotsky’s (1978) sociocultural theory. The interactions between the
headteachers and teachers in schools provide opportunities for potential leaders to form

their social identities through group affiliations (lbarra, 1999).

In addition to work-based learning, headteachers are supposed to complete the Training
and Qualifying Courses for New Headteachers (TQCNH), but not all participants had
done so at the time of this study. According to the survey findings, these courses
supported headteachers in applying regulatory and procedural guidelines as well as ICT
in school organisations. Information gleaned from the courses included how to improve
the quality of school leadership, strengthen school administration, deal with family
problems that may impact students” academic outcomes and behaviour, conduct strategic
planning for school development, build good relationships and cooperate with staff, and
carry out internal audits and school discipline. However, the majority of headteachers felt
that the TQCNH failed to offer them opportunities to share experiences with more
experienced headteachers. This type of formal learning not only empowers headteachers
in terms of allocating resources, evaluating school performance, and managing
curriculum (Manaseh, 2016), but also enables them to develop themselves as
knowledgeable and effective school leaders (Kennedy, 2007). The training offered

through the TQCNH can be situated within social constructivism. For example,
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Vygotsky’s (1978) zone of proximal development suggested that novices can learn from
interacting with a more experienced person, and the TQCNH provided information
regarding experienced supervisors’ efforts to manage and lead schools; these supervisors
were working in the Educational Leadership Department of education offices, helping
newly appointed headteachers develop themselves and form their identity. As new
headteachers attending the TQCNH have had different experiences, those from classroom

teaching background could benefit from those experienced as deputy headteachers.

Although three-quarters of the headteachers had received leadership development
opportunities through coaching, the majority of the them did not have any mentoring
practice in their schools. Professional development through these learning methods can
be theorised by a social constructivist approach to learning (Kalainoff & Clark, 2017)
because both help headteachers construct learning themselves. Although applying
coaching and mentoring in Saudi Arabia might face certain limitations (see Section
6.3.1.1), the MoE needs to focus more attention on these strategies as they are effective
learning methods. Furthermore, as part of leadership development, headteachers reported
reading books, such as books about the Prophet Mohammed’s leadership behaviours, to
improve their knowledge on leadership in an Islamic context. Richards and Farrell (2005)
argued that teachers need to be constantly engaged in reading for new knowledge in their
specialised area. Furthermore, Sessa (2017) stated that leadership involves having an in-
depth understanding of knowing how to lead and putting this knowledge into practice.
However, Pollard (2008) argued that headteachers can also use other informal learning
methods to boost their professional development, such as reflective practice. Thus,
reading often generates a superficial awareness of the issues, but it is not sufficient for all
of headteachers’ needs; they also need direct experience that gives them a clear

understanding of what being a headteacher might entail.
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Based on the analysis thus far, although female headteachers in Saudi Arabia have access
to many leadership development activities, including work-based learning activities,
formal structured programmes, and informal learning, such leadership development for
those working in secondary schools in Saudi Arabia is effective only to a certain extent.
For example, respondents suggested several improvements to the TQCNH (see Section
5.4.2), and most agreed that the level of leadership preparation is not adequate as they
stressed the importance of gradation on the career ladder (see Section 6.4.2). Therefore,
the following sections provide answers to the research sub-questions, beginning with the
findings related to the first research sub-question about the motivational aspects of

leadership development.

7.2.1 Motivational aspects of leadership development

As mentioned in the chapter on motivational aspects (Chapter V1), this study explored
research participants’ motivation to become the head of a school and the support they
received as a headteacher. This section answers the first research sub-question: RSQL.

What encouraged secondary school headteachers to apply for headship?

Figure 7.1 illustrates the two main aspects this study identified: motivation and support.
Although motivational factors encouraged some teachers to become headteachers, others
accepted the headship based on the level of support they received during the leadership

application process.
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Figure 7.1  Motivational Aspects that Encouraged Headteachers to Accept Headship

Some headteachers were self-motivated to become headteachers. Self- motivation can be
explained using achievement goal theory (Kaplan & Patrick, 2016), which postulates that
individuals’ beliefs about their ability and purpose play an essential role in making a
strategic decision, such as becoming a headteacher. The survey results suggested that
most of the headteachers believed in their abilities to lead schools successfully and that
their contribution to the education sector while in this position would be valuable. In other
words, female secondary school headteachers’ self-efficacy greatly influenced their
decision to accept a school leadership position. Self-efficacy is important for positive
psychology (Bandura, 1977). In his social learning theory, Bandura (1977) argued that a
positive self-belief of one’s capability enhances the chances of success. The majority of

the survey respondents also agreed or strongly agreed that the school’s vision can be an
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important factor when deciding to take up the school headship position. In this sense,
Leithwood and Riehl (2005) pointed out the importance of vision in leading an

organisation effectively.

Looking for new challenges was another motivational factor for some of the
headteachers, which is linked to intrinsic motivation, or individuals’ inclination to take
new challenges (Whitaker et al., 2009). Challenging work is a motivator because it
encourages individuals to act on their inherent interest through which they can develop
their knowledge and skills (Ryan & Deci, 2000). Such a situation indicates that the main
reasons for doing the job are to enjoy working, seek more opportunities for learning,
further develop their skills, and actualise their potential (Gkorezis & Kastritsi, 2017),
instead of seeking to achieve any external rewards. Some headteachers further clarified
that boredom with classroom teaching drove them to take up a new challenge by applying
for the headship position. In this sense, Gkorezis and Kastritsi (2017) found that work-

related boredom and unmet needs cause people to look for more challenging work.

The perceived benefits that the headteachers might gain were considerable motivational
factors for their decision to accept headship roles. Almost all headteachers thought they
would get non-monetary benefits (e.g., the ability to implement their vision for the school,
status, and recognition). Thomas (2010) linked the perceived benefits to the willingness
to take up new roles with more responsibilities. However, non-monetary rewards and
benefits such as having the authority to make decisions (within the limited authority
enshrined within their headship role) seemed to be greater motivators for the research
participants, which was consistent with Friedman et al.’s (2008) work. As mentioned in
Section 6.2.1.2, headteachers in this study did not associate their new role with monetary
benefits because headteachers in Saudi Arabia receive no additional pay incentive,

although they enjoy non-financial benefits, such as taking up new challenges in
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education. This view is consistent with the identity construction and development of
headteachers. Crow and Moller (2017) suggested that most novice headteachers’
identities are “located in time, space and place, and emotions reflect complex leadership
identities situated within social hierarchies which are part of wider structures and social
relations of power and control” (p. 265). Hence, non-monetary rewards can be an

influential force for aspiring headteachers to take up the role of headship.

Surprisingly, it seemed that some headteachers accepted school headship because of
some external pressure. One participant stated that a gradated career ladder would be best,
but she was offered to take up the headship directly and felt forced her to accept it because
she did not want to be seen as applying for a deputy headteacher to get rid of the burden
of teaching even though she did not have the capabilities and leadership skills to lead a
secondary school. Some headteachers in Saudi Arabia also felt forced to accept the
headship role because of the pledge they took when becoming deputy headteachers. Some
authors have recognised that external pressure may sometimes be a significant reason to
accept new challenges (Ankli & Palliam, 2012). However, one can argue that deputy
headteachers should not be pressured or pledge to accept the headship position; instead,

it might be better applying succession planning in schools (see Section 6.2.1.4).

In addition to motivational factors, support from family, former headteachers, and
colleagues played an important role in taking the decision to accept the headship role.
Thomas et al. (2003) argued that family support is vital for headteachers’ job satisfaction
and success. Although most headteachers were not encouraged by their previous
headteachers and their colleagues to accept the role of headship, they recognised family
support as the most valuable support they received when applying for headship. This
result may reflect the nature of the culture of Saudi society and the importance of the role

of the family (see Section 6.2.2.1). However, not all headteachers were supported by their
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families; some faced cultural expectations about taking care of their children and
husbands, for example, as a constraint in terms of being able to devote themselves to
leadership preparation and developing their own expertise in post. Such constraints led
to increased pressure to manage their time effectively between their work at school and
their home lives. Jones (2016) claimed that such discouragement from family may affect

female headteachers’ performance.

Regarding previous headteachers’ and colleagues’ support, this study found that two-
thirds of the survey respondents and about half of the interviewees agreed that their
predecessors helped them become headteachers. Learning from role models helps
individuals construct their professional identity (Kempster, 2006). According to
observational learning theory (Bandura, 1986), people’s behaviour is influenced by their
role models. In addition, although half of the survey respondents received support from
their peers during their headship application process, the majority did not receive
colleagues’ encouragement to become a headteacher. Day (2005) claimed that work
colleagues’ support is vital for a headteacher to be successful. However, newly appointed
headteachers need to be aware of the limitations of professional friends’ support when

new changes are introduced (see Section 6.2.2.3).

Based on the results and analysis, self-motivation, the desire for new challenges, the
perceived benefits, and external pressure as well as support from family, former
headteachers, and colleagues can encourage secondary school headteachers to apply for
headship. The next section provides the findings related to the second research sub-
question in terms of the leadership development opportunities that secondary school
headteachers gained both before taking up the role of headship and while they were in

post.
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7.2.2 Leadership development

This section provides answers to the second research sub-question: RSQ2. What
leadership development opportunities did headteachers take advantage of (i) before

taking up the role of headship and (ii) while they were in post?

(i)Before taking up the role of headship

Manaseh (2016) argued that professional development activities are a vehicle for
encouraging career promotion as more skills can be gained through both formal and
informal training. However, the majority of the interviewed headteachers and more than
one-third of the survey respondents had never worked as a deputy headteacher, meaning
they missed the opportunity to benefit from this role and, therefore, were unable to attend
the TQCNH courses before taking up the role. Therefore, participants who worked
directly as a headteacher did not gain real opportunities to develop their leadership
knowledge and skills. Still, teachers can take advantage of the experience gleaned from
teaching before taking up a leadership position. For example, one headteacher taught
English for 25 years before becoming a headteacher; another taught physics for 17 years.
Their knowledge of teaching played a significant role in their ability to lead the school
because delivering the curriculum and improving students’ academic outcomes are two
of the most important functions of schools. In addition, the majority of headteachers
enhanced their professional skills through reading, and a few of them gained benefitted
from job shadowing and coaching approaches. Kempster (2006) argued that the
experience of observing a headteacher at work can be very helpful in terms of learning
about being a headteacher as well as developing identity. Yet the findings from this

research indicated that previous work as a deputy headteacher remained the most valuable
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and useful practise while also giving headteachers the confidence to take up a headship

role.

(if) While headteachers were in post

It is important that headteachers have opportunities for continuous professional
development. They can achieve such development in two ways: informal learning and
formal training. In terms of formal learning, the majority of the headteachers took
advantage of the TQCNH courses. The respondents reported that they also received the
necessary information, interacted with other new headteachers, and exchanged views
through this TQCNH programme. For example, applying regulatory and procedural
guidelines was highly valuable for the interviewees in this study. However, the TQCNH
was an exercise of transmitting information to newly appointed headteachers rather than
providing an engaged learning experience. Kempster (2006) argued that many formal
education programmes do not offer such opportunities to gain practical experience. The
delivery of the sessions was instructor-centred, whereas constructivists advocate for a

more learner-centred approach (Harasim, 2017).

In addition to benefiting from formal learning such as TQCNH courses, networking was
perceived to be one of the most useful approaches in developing the headteachers’
leadership knowledge and understanding. Almost all headteachers exchanged
experiences and knowledge with other newly appointed headteachers through
networking. Networking is particularly useful for headteachers because it enables them
to interact with other headteachers and gain professional assistance in resolving school-
related issues (Coetzee, 2009). However, headteachers believed that involving
experienced headteachers in the TQCNH would further contribute to their educational

leadership knowledge. In this sense, Coetzee (2009) argued that networking is a very
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valuable strategy for headteachers’ ongoing professional development because it allows

for face-to-face discussion.

Figure 7.2 offers a diagrammatic representation of what has emerged from the findings

in terms of answering the second research sub-question.
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Figure 7.2 shows a range of leadership development strategies for headteachers. Learning

from both prior professional experiences and professional experiences while in post was

derived from multiple sources, both formal and informal. As Figure 7.2 indicates, self-

learning (e.g., reading), networking, and learning from experiences (e.g., being a

268



classroom teacher/deputy headteacher) are examples for the informal learning methods
whereas formal professional experiences were gained by attending the TQCNH, job
shadowing, coaching, and mentoring. Some leadership development strategies (e.g.,
reading and learning from experiences) do not stop once a headteacher is appointed. Thus,
this model suggests that headteacher development is not a one-off activity, but rather a
continuous process beginning with becoming a teacher and continuing even after being
appointed as a headteacher. This implies that headteachers are potential lifelong learners,
seeking knowledge and leadership skills to improve the quality of education in their
schools. Furthermore, the model indicates that the headteacher herself needs to play an
active role in constructing learning, perhaps through networking and shared learning and
continuous reading about the latest research on school management as well as personal
development. However, this model does not include all the methods that headteachers
can use to enhance their understanding of leadership knowledge and skills; rather, it
highlights some of the important techniques and tools they can employ when approaching

leadership responsibilities.

The next section discusses the findings related to the third research sub-question

regarding headteachers’ transition to the headship position.

7.2.3 Transition to headship

This section is focussed on what has been discovered in relation to the third research sub-
question: RSQ3. How effective was the headteachers’ transition when they moved from

(i) deputy headteacher to headteacher or (ii) classroom teacher to headteacher?

From a Western perspective (e.g., England), teachers must cross several rungs to reach
the headship position, which include earning a qualified teacher status, having to lead a

group of teachers, becoming a supervisor and then an assistant/deputy headteacher before
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leading the school. However, based on the results of this study, Saudi Arabia offers two
routes for teachers to become a headteacher: straight from teaching to leading a school or

working as a deputy headteacher before being promoted.

Within these two systems of transition, the latter seems to be more likely to produce
successful headteachers because deputy headteachers would be working with the
headteachers and involved in decision-making in schools rather than spending most of
the time in the classroom teaching. In fact, some respondents reported that they learned
from their former headteachers, acquiring the skills and knowledge necessary to lead their
schools. Others also developed their aspirations to become a headteacher from their role
as deputy headteacher. Such experience might enhance headteachers’ identity formation
(Moorosi, 2014) because it enables them to develop a more realistic view of leadership.
As previously mentioned, based on Bandura’s (1986) theory of observational learning, a
role model influences the behaviour of people in a society. Therefore, headteachers might
construct their new social and role identity with more knowledge and experience gained

from role models (Ibarra, 1999).

On the other hand, headteachers who were promoted to lead directly from classroom
teaching seemed to be an ineffective system. The primary reason for this argument is that
a gradient approach to career progression can help teachers gain adequate experience and
learn sufficient skills to run a school. The transition from teaching to leading a school is
very challenging because classroom teachers are only concerned with their own teaching
and learning whereas headteachers are responsible for the whole school and all its
stakeholders as well as developing good working relationships with all staff, parents, and
local employers. In fact, two headteachers explicitly admitted that they did not have any
ideas about school leadership or administration prior to their appointment. Those

headteachers who moved from teaching to headship agreed that their preparation for
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leadership was self-taught. They were still learning from their actions and mistakes,
which they believed would continue to redefine their identities as headteachers because
developing new knowledge and skills through social interaction can create a new

professional identity for headteachers.

However, whether following the first route or the second, the general conclusion from
the data analysis is that headteachers found their transition process to be difficult and
challenging because they depended on self-directed learning, colleagues’ support, and
lived experiences to progress with their new responsibilities. For Kempster (2006), these
headteachers are leadership apprenticeships, and he argued that situated learning (Lave
& Wenger, 1991) plays an important role in making them effective. Therefore, both
transition paths are challenging for female secondary school headteachers mainly due to
the lack of training provided to them prior to being appointed. Indeed, the MoE’s ‘fast-
track” appointment of headteachers contributed to add more unqualified headteachers in

Saudi Arabia.

The following section discusses the findings related to the fourth research sub-question

in terms of the challenges that headteachers faced during their early years of headship.

7.2.4 Challenges during early headship

This section discusses what has emerged from the data relevant to the fourth research
sub-question: RSQ4. What were the main challenges that secondary headteachers faced

during early headship?

Figure 7.3 illustrates the key challenges faced by newly appointed headteachers. One of
the most significant challenges was resistance to change. All headteachers in this study

agreed that effective school leadership is possible with coordination and cooperation
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between staff members. However, headteachers should not expect 100% cooperation
from staff because schools are complex systems with people of different personalities and
backgrounds. Theories of organisational change, such as resistance to change, have
suggested that new policies and methods of working create resistance, making it harder
for headteachers to implement new ideas (Gulati et al., 2016). Some teachers may resist
because they think that the new initiatives are unnecessary (Zimmerman, 2006).
Therefore, if teachers and other stakeholders, including students and parents, are
uncooperative, then managing a school may become a difficult job, partly because of the

complex relationships among these stakeholders (Morrison, 2008).

‘ Lack of

authorities | discipline J
\ /
b Challenges faced during early oy
years of headship
\/ Tnadequate
Budgetary understanding of the |
constraints | school community |

. background

Figure 7.3  Challenges that Headteachers Faced During Early Years of Headship
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Another significant challenge for headteachers is the lack of discipline among students
and teachers. Three out of seven interviewees agreed that school discipline among
students and teachers is one issue that creates stress for headteachers. Absenteeism (both
students and teachers being absent) is one of the major disciplinary problems
interviewees identified (see Section 6.5.4). The effectiveness of school discipline relies
on many factors, such as the creation of clear policies governing behaviour in school,
students, and a compliance procedure for staff who understand the consequences of not
being in school without authorised reason as well as the implementation of classroom-
level behaviour policies which are adhered to by every staff member. In addition, school
discipline is related to the effectiveness of the headteacher. Fewer disciplinary issues
occur when headteachers develop close relationships with teachers and students (Bennett,
1997) and enhance positive school culture (Miller et al., 2008) when headteachers adopt
a significant focus on continuously improving teaching and learning (Leithwood et al.,
2008). The lack of perceived discipline within a school can also be related to poor
understanding of the school community and background. Therefore, the expressed issues
of school discipline can be tied to headteachers’ leadership and management knowledge,

skills, and experience.

Limited authority was another challenge respondents identified. All interviewees
mentioned their unhappiness about the level of authority associated with school headship.
Mathis (2010) arrived at the same conclusion in the context of Saudi headteachers. This
is related to the theory of autonomy: low-level autonomy leads to dissatisfaction and an
unwillingness to take on responsibilities (Alzaidi, 2008b). Headteachers not only depend
on their superiors to make decisions, but also face budgetary constraints when running
schools. Although giving autonomy is important, so is having adequate resources,

including financial support, to run the school effectively. Yet some interviewees reported
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that school budgets were delayed for months, making it hard for headteachers to provide
teachers with the necessary materials. Therefore, resistance to change, lack of discipline,
limited authorities, and budgetary constraints are major challenges facing female

secondary school headteachers in Saudi Arabia.

7.3 Original contributions to knowledge

This research makes five specific contributions to knowledge:

1. The scope and depth of the study make its contribution to knowledge original.
It is the first study to investigate the reality of the preparation and leadership
development of a specific category of female secondary school headteachers
whose service has not exceeded five years. Previous studies within the Saudi
context (e.g., Aldarweesh, 2003; Badawood, 2003) examined the leadership
models of headteachers and the corresponding teacher perceptions on these
leadership models.

2. This study not only confirmed the results of the previous scope-limited studies
conducted in the area of leadership in Saudi Arabia (e.g., Mathis, 2010;
Alsharari, 2010), but also provided autonomous insights into Saudi
headteachers’ beliefs about the effectiveness of their leadership development
opportunities both before and after the role of headship—something not yet
done in the Saudi context. By understanding headteachers’ perspectives, the
study highlighted strengths and weaknesses not only in selecting them, but

also in their professional development both before and after the post.

3. Teachers in Saudi Arabia are sometimes appointed as headteachers, but this
research highlighted the need to prepare and develop them before they are put

in headship positions. One way in which this study added to the existing body
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of research in leadership development among headteachers is that it stressed
the need to provide leadership development opportunities for teachers through
systematic professional development and school-based learning in order to

ensure a smooth transition to headship.

4. With regard to its theoretical contribution, this study adopted the interpretive
approach and was located in the theories of learning, especially within
constructivism, including situated learning, experiential learning, and
observational learning to understand the concepts introduced by these theories
and give meaning to the study findings. These valuable theories benefited the
study because of its link to learning and development and interactions between
school headteachers and other stakeholders. For example, constructivist ideas

emphasise putting learners at the centre of the learning process.

7.4 Limitations of the study

This section highlights six limitations of this study.

(i) Scope of the study and sampling

The scope of the study was limited to understanding the views of some practicing female
secondary school headteachers, excluding deputy headteachers and teachers in the same
school as the headteachers. However, new knowledge was generated through a sample of
42 headteachers who completed the questionnaire as well as seven female headteachers
who consented to participate in an interview. The study involved only female secondary
schools headteachers in a highly populated area in the Kingdom of Saudi Arabia,
disregarding other cities and rural or suburban schools. Therefore, the views expressed

by the participating headteachers may differ from those in more remote schools. In
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addition, the researcher avoided involving officials from both the MoE and education
offices, because the possible results might be seen as indirect criticism of the MoE’s

policy, which might have led to the MoE’s refusal to allow the study to be conducted.

(if) Conducting the questionnaire and the interviews in Arabic

This study was conducted in Saudi Arabia, where Arabic is the official language.
Therefore, the researcher distributed the questionnaire and conducted the interviews in
Arabic to ensure that the headteachers could express themselves better. The researcher
then translated the data into English and used an Arabic—English expert to check the
translated transcripts. Ways to reduce the risk that might lead to bias from using Arabic

in this study were mentioned in Chapter IV (Section 4.6.2).

(iii) Selection of headteachers for interview

The sampling method used was purposive, with the researchers’ own judgement of case
selection. The selection of headteachers for interview was based on the convenience of
their availability. However, the researcher made efforts to include headteachers from a

variety of education offices and with a wide range of experience.

(iv) School size

The study did not cover the impact of school size on leadership. The researcher did not
ask the participants whether large schools affected headteachers’ responsibilities in terms
of effective headship. This is a potential area for further analysis as the size of the school
obviously increases headteachers’ leadership challenges. Indeed, the problems related to

large schools may differ from those related to small schools.
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(v) Research theories

The theories used to back up the arguments made herein may not be sufficient because
other theories could have been applied to explain different concepts used in this research.
For example, organisational socialisation theory would have been relevant to the present
study because it explains the importance of knowledge, skills, and experience in order to
enact the headship role effectively. This theory also emphasises the accumulation of
personal experience related to schooling, working with former headteachers, and gaining

practical experience in school leadership’s management tasks.

(vi) Inability to generalise

A small number of headteachers was involved in this study to gain in-depth insights into
the views of female headteachers regarding the effectiveness of their preparation and the
leadership development they receive to carry out their role. However, the relatively small
sample makes it harder to generalise the findings across the country. This lack of
generalisation means the findings can only be relevant to the context in which the study
was undertaken. Despite this, the study gives a vivid picture of some common issues,
such as the lack of professional development opportunities for headteachers in Saudi

Arabia.

7.5 Implications for practice

This section highlights some implications for headteachers and educational planners.

7.5.1 Implications for headteachers

The study results suggest the following five implications for headteachers:
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It is essential that headteachers seek to develop themselves professionally on
an ongoing basis through all means and possibilities available, whether formal
or informal. This will help develop headteachers’ professional identity along
with their leadership.

New headteachers need to take advantage of opportunities to interact with

more knowledgeable and experienced headteachers to learn from them.

It is important that newly appointed headteachers learn how to go about
managing change or gain relevant experience by being a deputy headteacher

before they introduce and implement new changes in the school.

It is essential that headteachers give aspiring teachers an opportunity to take
advantage from leadership development approaches, such as job shadowing

and observation, and motivate them to improve their knowledge and skills.

Headteachers in Saudi Arabia need to be more aware of the importance of
using distributed leadership to encourage a culture of collective responsibility

in schools.

Implications for educational planners

The headteachers who participated in this study argued that they need more leadership

development opportunities focused on the development needs of individual headteachers.

Therefore, school-based leadership development strategies such as coaching, mentoring,

and job shadowing should be carried out systematically. This can help teachers learn from

their headteachers, enabling the government to build a pool of future headteachers.
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Evidence from this study also demonstrated that delayed budgets was a serious problem
facing headteachers. Therefore, the MoE needs to improve its own efficiency by ensuring

that the annual budget is provided to schools prior to the start of the academic year.

Although all the participating headteachers recommended attending the TQCNH, they
suggested that trainers in this course be more appropriately qualified. In addition, the

TQCNH should involve experienced headteachers.

Although informal learning methods such as reading and postgraduate studies have
helped new headteachers acquire knowledge, previous experiences (e.g., as deputy
headteachers) played a major role in facilitating the transition to the role of headship.
Evidence from this study indicated that headteachers in Saudi Arabia were appointed
directly from classroom teaching or even without any experience in the education field.
However, the participants stressed the importance of gradation on a career ladder
(teacher, deputy headteacher, then headteacher). During these career stages, a
headteacher’s professional identity is shaped via numerous professional experiences over

time, thereby preparing the individual to take up the role.

The level of authority given to headteachers in Saudi schools seems to be insufficient, as
responsibilities are imposed through bureaucratic means. The level of autonomy is
considerably lower than the roles and responsibilities to be enacted; hence, teachers do
not have a strong feeling of being accountable to their superiors. If the education sector
in Saudi Arabia were to bring in results-based performance management, the leaders,
managers, and employees in this sector would be empowered, and management needs
would have a more flexible approach to managing schools. Also, cultural differences
should be considered as schools are not a ‘one-size-fits-all’ facility. Thus, headteachers

in Saudi Arabia need to be granted more authority to run their schools effectively.
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The evidence also suggested that insufficient preparation and training are provided to
those appointed to the leadership position in the secondary school system in Saudi Arabia.
Although headteachers continuously learn from their actions and mistakes, courses such
as TQCNH are inadequate for preparing them and developing their leadership skills. For
this reason and based on the evidence from this study, future practices in leadership
development need to be different from the current seemingly ineffective ones. In this
context, it may be a good idea for educational policy makers to use Bush’s (2018) model

for leadership preparation and induction (see Table 3.1, Section 3.7.1).

Bush’s model suggested a five-stage process, beginning with succession planning, to
identify talents among teachers. Although some limitations in applying succession
planning in schools in Saudi Arabia might exist (see Section 6.2.1.4), this stage is
practiced to some extent. Some participating teachers had been identified by their
headteachers or their school’s supervisors as suitable candidates for future leaders, but
this occurred only shortly before they were appointed headteacher. The failure to identify
talents with sufficient time limits the success in achieving the second stage, which

involves developing leadership skills once the talent is identified.

In addition, the recruitment and selection of headteachers should focus on qualified
candidates who meet the needs of the school, rather than the educational officials’
perceptions of candidates or teachers’ aspirations to lead a school without considering
leadership knowledge and skills. This is practised in Saudi Arabia, where the process
focuses on aspirations, motivation, and support from others. Evidence from this study
further indicated the importance of applying succession planning in Saudi Arabia because
of the pledge deputy headteachers make. Deputy headteachers should not be forced to

accept a headship position because of a pledge made when becoming a deputy.
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Bush’s model also suggested using induction and providing continuous in-service
development, making leadership development a life-long career development activity.
This study found that the transition to the headship position was difficult, and there is a
need to activate professional development continuously and more effectively. Future
practice in leadership development needs to be inspired by the idea of continuous
professional learning for teachers. Indeed, addressing the issues related to female

headteachers should be a priority for policymakers in Saudi Arabia.
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7.6

Recommendations for future research

This study has identified five areas as possible directions for future studies:

This research aimed to investigate the effectiveness of the current arrangements
for the leadership development of headteachers both before they accept a
promotion to headship and while they are in post in Saudi Arabia. It would be
useful to compare the results with those of other rural areas in the kingdom to
identify any similarities or differences.

This study included only state schools; therefore, it would be useful to compare
the findings of these schools with those from private schools in Saudi Arabia to

identify any similarities or differences.

Another area that might be worthy of research attention is the role of education
offices in selecting, preparing, and developing teachers for headship from the

perspectives of educational supervisors who work in these offices.

A study could be conducted on boys’ state secondary schools in a highly
populated area in Saudi Arabia to compare the arrangement of leadership

development of male headteachers with the findings of this study.

Multi-perspective studies could be carried out at primary and intermediate
schools around the country and include teachers and deputy headteachers to get

their perceptions on leadership development opportunities in Saudi Arabia.
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Appendix B Information Sheet and Consent Form

Researcher: Mrs Wafa Alshamrani
w.s.s.alshamrani@pgr.reading.ac.uk

Phone No skokskkokoskokok

Supervisors: Dr.Chris Turner,

ckturner@reading.ac.uk
Dr. Tony Macfadyen,

tm.macfadyen@reading.ac.uk

Headteacher Information Sheet

I would like to invite you to take part in a research study examining the leadership
development of female headteachers who have been in their posts for five years or less.

What is the study?

The researcher is conducting a study entitled “An investigation into the effectiveness of
the leadership development of female headteachers working in girls’ state secondary
schools in the Kingdom of Saudi Arabia” as a requirement for a doctorate in Educational
Leadership and Management from the Institute of Education at University of Reading,
United Kingdom. This study aims to gain in-depth insights into the views of female
headteachers working in girls’ state secondary schools (Students 15-18 years old) in
Saudi Arabia regarding the effectiveness of the current arrangements for leadership
development both before they accept a promotion to headship and while they are in post.
By investigating such preparation and leadership development, the researcher will
attempt to contribute to the discussion on ways to improve the preparation of aspiring
headteachers as well as support them during their early headship. The study will invite
all headteachers who have been in their posts for five years or less to complete a
questionnaire. Semi-structured interviews will subsequently be conducted with 7
headteachers who give their consent to participate.

Why have | been chosen to take part?

You have been invited to take part in the project because you were identified as a
headteacher at a girls’ secondary school in **. All headteachers of secondary schools
who have been in their posts for five years or less are being invited to take part in order
to provide a sample of headteachers across a range of schools.

Do I have to take part?

It is entirely up to you whether you participate or not. You may also withdraw at any time
during the project, without any repercussions to you, by contacting the researcher using
the details above.

What will happen if | take part?

You will be asked to complete a questionnaire about your preparation before becoming a
headteacher and the leadership development opportunities that you receive in the early
headship. This should take approximately 20 minutes to complete.

Additionally, and optionally, an interview lasting approximately 40 minutes will be
conducted with you at a time convenient to you. During the interview, you will be asked
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about further aspects of the professional preparation and in-service training of female
headteachers. With your permission and by your choice, this interview will be recorded.

What are the risks and benefits of taking part?
The information you provide will remain confidential and will only be seen by the
researcher and her supervisors. You will not be identified in the final thesis, although

some of your responses will be used in it in an anonymised form. Taking part will in no
way influence your career, and information will not be shared with others outside this
research study.

Participants in similar studies have found it interesting and useful to take part in such
studies. We anticipate that the findings of the study will be useful for headteachers in
highlighting what preparation and training they need. A copy of the findings of the study
will be made available to you if you contact the researcher.

What will happen to the data?

Any data collected will be held in strict confidence, and no real names will be used in
this study or in any subsequent publications. All records associated with this study will
be kept private. No identifiers linking you to the study will be included in any sort of
report that might be published. Research records will be stored securely in a locked filing
cabinet and on a password-protected computer; only the student researcher, Mrs
Alshamrani, will have access to the records. The researcher’s supervisors, Dr. Turner and
Dr. Macfadyen, will have access to the transcripts. The data will be destroyed in a secure
manner after 5 years. The data will be presented in my thesis and possibly in subsequent
academic publications.

We do hope that you will agree to take part in the study. If you do, please complete the
attached consent form. This application has been reviewed following the procedures of
the University Research Ethics Committee and has been given a favourable ethical
opinion for conduct. The university has the appropriate insurances in place. Full details
are available on request.

Thank you for your time
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Consent Form

I have read the Information Sheet about the study.

I understand what the purpose of the study is and what you want me to do. All my

questions have been answered. | agree to take part in this study.

I understand that it is my choice to help with this study and that I can withdraw at any

time, without giving a reason and that it won’t have any effect on me.

I have received a copy of this Consent Form and of the Information Sheet. []

Please tick as appropriate:

I consent to being interviewed []

I consent the interview to be recorded and transcribed []

Name of Headteacher:

Name of Secondary School:
Date:
Signed:

Researcher: Mrs Wafa Alshamrani

Email : w.s.s.alshamrani@pqgr.reading.ac.uk

Supervisor: Dr. Chris Turner

c.k.turner@reading.ac.uk....
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Appendix C The Questionnaire

Dear Headteacher

The researcher is conducting a study entitled “An investigation into the effectiveness of
the leadership development of female headteachers working in girls’ state secondary
schools in the Kingdom of Saudi Arabia.” as a requirement for a doctorate in Educational
Leadership and Management from the Institute of Education at University of Reading,
United Kingdom. This study aims to investigate the effectiveness of the current
arrangements for the leadership development of female headteachers who have been in
their posts for five years or less. By investigating such preparation and training, the
researcher will attempt to contribute to the discussion on ways to improve the preparation

of aspiring headteachers as well as support them during their early headship.

Your participation in this survey is much appreciated and your responses will be
anonymous, strictly confidential and only be used in this research. Thank you in advance

for taking the time to answer these questions.

The researcher: Wafa Alshamrani  Email:_w.s.s.alshamrani@pgr.reading.ac.uk

Phone NO.**********

Are you a headteacher for a secondary girls’ state school? Yes LI Nd_|
Have you been in your post as a headteacher for five years or less? Yes_ | No |

Part A: General Information

1) Please write down your:
Name (optional): ----------------------

Age (optional): 25-30._| 31-400 | 41-45/ 146-50[ |51-55[ | 56+ |
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School: ----------
Education Office: A__|Bl_Icl_Ipl e[ IF el I HL 1]

2) What is your most advanced qualification? (Please tick all applicable items)

Bachelor| | Master| | Doctorate [ DipIomaD Other---------------

3) How many years have you worked as a teacher?

4) Have you been a deputy headteacher?
Yes| | Nol | If yes, for how long? ----------------=-m-m---

5) How long have you been a headteacher?

6) How many students are in your school? -----------=-==-=mo--- Student.

Part B: Preparation

The following statements indicate decision regarding headship, please indicate to what
extent these statements are applicable for you?

)} Decision for taking up | Strongly | Disagree Agree Strongly

headship )
Disagree Agree

1) My colleagues (e.g., teachers,

deputy headteachers) gave me

support in accepting the duties of o o o O

headship.
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2) My former headteacher did not
encourage me to accept the role of
headship.

3) My family supported me when

taking up the role of headship.

4) The vision for the school is
implemented and practised well
when | took up the headship
position.

5) | accepted this headship
position because | believed that
my contribution to the education
sector while in this position would

be valuable.

6) Benefits in this post encouraged
me to take the headship.

7) There is an opportunity for
social recognition in this headship
position.

8) Other:
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The following statements indicate the readiness for taking up the post, please indicate to

what extent these statements are applicable for you?

i) Readiness for

taking up the post

Strongly

Disagree

Disagree

Agree

Strongly

Agree

Not

Applicable

1) The previous post of
deputy  headteacher
gave me a valuable
experience that
prepared me for the

position of headship.

2) | was ready to take
on any task assigned in

this headship post.

3) My personal desire
for professional
development (for
example, postgraduate
studies, seminars,
reading) helped me
prepare for the

headship position.

4) | Dbelieve the
knowledge and
experience | have are

sufficient for me to
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lead the school

effectively.

5) I do not believe that
I have the appropriate
skills to lead the school
effectively.

6) | need more training
to meet the different
requirements and

needs of the post.

7) My work experience
with  the  previous
headteachers  helped
me develop my vision

for the school.

8 | do not feel
prepared to tackle
obstacles that I will

face in this post.

316



9) To what extent was your transition effective when you moved from deputy headteacher

to headteacher or from teacher to headteacher if you had not worked as a deputy

headteacher?
Not Effective Slightly Moderately Very Completely
at All Effective Effective ] Effective
Effective

(o

(o

(o

(o

(o

10) Please explain your answer to the previous question (Number 9) in more detail (i.e.

why it was effective or not effective)?
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The following statements indicate the challenges of the different positions of headship,
please indicate to what extent these statements are applicable for you?

iii) Challenges faced

during early headship

Strongly

Disagree

Disagree

Agree

Strongly

Agree

Not

Applicable

1) Effective  school
leadership can be
achieved if coordination
and cooperation exist

between staff members.

2) | feel insufficiently

prepared to overcome the

challenges I may
encounter during
headship.

3) I had knowledge of the
obstacles and challenges
| would encounter in the

early years of headship.

4) An understanding of
the students’ background
is important for effective

headship.
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5) Interacting  and
working together with
the local authority (e.g.,
Education Office) are o o o o o
important  factors for

effective leadership.

Part C: Training and Qualifying Courses for New Headteachers

Please indicate to what extent the Training and qualifying Courses for New Headteachers

helped you to develop your knowledge and skills in the following areas:

i)The courses helped me to develop

my knowledge, skills and provided

Disagree | Agree
support in: Strongly g Strongly

Disagree Agree

1) School management and

organisation.

O 0 0| O

2) Applying internal audit and school
discipline.

3) Strategic planning for school

development.

4)  Applying new Information
Communications technologies (ICT) in

school organisation.
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5) Dealing with family problems that
may have an impact on students’

achievement and their behaviour.

6) Improving the quality of school

leadership.

7) Building a good relationship with

staff and cooperating with them.

8) Applying regulatory and procedural
guidelines.

9) | recommend the Training and
Qualifying Courses  for New
Headteachers to all newly appointed

headteachers.
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Please indicate to what extent the Training and Qualifying Courses for New Headteachers

provided you opportunities for the following areas:

ii)The courses
provided
opportunities for:

Strongly

Disagree

Disagree

Agree

Strongly

Agree

1) Exchange
experiences and

knowledge with novice

o

o

headteachers.

2) Exchange

experiences and

knowledge with o o o o
experienced head

teachers.

3) Stay in contact with
other headteachers and
create a good

relationship with them.

iii) In your view, how could the Training and Qualifying Courses for New Headteachers

be improved? (If possible, please list at least two different aspects).
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Part D: Leadership Development Strategies

1) Which of the following leadership development strategies have you participated in?

Strategy Yes No Do not know

Coaching

“When you have been supported by

senior professionals to improve your o o o
existing skills and develop new ones,
e.g. dealing with budgets, managing

i3]

time effectively and etc.

Mentoring

“Working with senior professionals

who want to help you achieve your o o o

leadership objectives”

Supportive networks

“A group of professional contacts

being available to you for practical o o o

support”

Training courses

“The training supplied by official

educational bodies to the o o o

headteachers”
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2) Please indicate to other aspects of leadership development in which you believe you
need further training in order to carry on your duties efficiently. (If possible, please list

at least two)

As a follow up to this survey, it is the researcher’s intention to carry out personal
interviews with a sample of secondary schools’ headteachers based on the results of

this questionnaire.
If you are willing to take part in this interview, please indicate below:

LI I'am willing to take part in an interview where Mrs. Alshamrani will take notes.
L] 1 'am willing to take part in an interview which will be recorded.
| 1'am not willing to take part in an interview.

If you are willing to take part, please provide me the following:

Name:

Name of Secondary School:

Contact details
(Telephone number):
(Email):

Thank you for your cooperation.
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Appendix D Headteacher Interview Questions

1- How did you make the decision to become a headteacher?
2- What support did you receive in applying for headship?
3- What previous experiences did you have before taking up headship?

4- Could you please explain, in more detail, why you considered your transition effective

/not effective?
5- What was the most significant challenges that you faced during your early headship?

6- How well did the Training and Qualifying Courses for New Headteacher help you

develop your knowledge and skills for headship?
7- How could the Training and Qualifying Courses for New Headteacher be improved?
8- Which of the following leadership development strategies have you benefited from?

a- Coaching

b- Mentoring

c- Supportive networks
d- Training courses

e- Other

9- Which of these strategies proved to be the most useful? Please explain why.
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Appendix E A Reviewed Headteachers’ Interview Transcript Sample

Headteacher: Reem

School: Orchid school

Researcher: Could you please introduce yourself?

Headteacher: Of course, my name is .... ithe head of...secondary school for one year, |

have a bachelor in physics and | worked as a physics teacher for seventeen years.
Researcher: How did you make the decision to become a headteacher?

Headteacher: | enjoyed my work as a physics teacher for 17 years but in my very last
years | started to feel bored and | felt that | needed to change my career. | applied to be a
deputy and | was accepted, but the possible vacancies were very far from my home. The
Education Office offered me a position as a headteacher in a school closer to my home. |
preferred to be a headteacher in a school close to my home rather than being a deputy in
a distant school. Although it comes with a lot of responsibility, I don’t regret my
decision...] needed to experience something new with new tasks and

responsibilities...teaching became a very boring daily routine for me.

Researcher What previous experiences did you have before taking up headship?
Headteacher: On a personal level | received real support from my family and from a
professional level, my former headteacher was very supportive.

Researcher: Can you give more details on the support you’ve received from your family
and the previous headteacher?

Headteacher: For my family, they all supported me, my husband, children, my mum and

my sisters. To be honest, the support | had from one of my sisters was a key motivation
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for me to take up the headship role but honestly, I really did not want to be a headteacher
I wanted to be a deputy first and claim up the ladder to headship step by step but after |
applied, the education office told me that the only vacancy is in a school far away from
my home and they gave me the choice between this and a headteacher position in a nearby
school and | preferred the latter especially after | contacted my sister who became a
headteacher for a secondary school two months before me and she encouraged me to
accept the role of headship...She was a living model in front of me. She was in a similar
situation as me as she was a teacher and then became a headteacher which encouraged
me to accept becoming a headteacher in a nearby school instead of being a deputy in a
school faraway... In terms of Mrs... my previous headteacher encouraged me to make
my decision...even though she needed me to stay with her in the school because of some
administrative work | was doing, but she put my interest over her interests...She was
happy when | informed her that | made the decision to take up the headship role, and she
did not stand against my decision or try to discourage me. On the contrary, she continued
to support me. For example, when | took over the position, | contacted her almost daily,
and she was happy to help.

Researcher: What previous experiences did you have before taking up headship?
Headteacher: Of course, my long experience in teaching and I also benefited from my
administrative work as a technical deputy of the Evaluation and Achievement Programme
for one year which my former headteacher nominated me for because she knew | was
thinking of running for leadership, that was two years before | became a headteacher. |
worked closely with the deputy headteacher and I benefited frankly from that experience
because the work was heavily related to the administration tasks as we sometimes review
test questions with teachers and make an analysis on students' results. | honestly benefited

from this experience because | was there seeing the deputy running school affairs, and
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the deputy herself was generous in giving, explaining to me administrative matters
because she knew | wanted to run for leadership.

Researcher: In the questionnaire, the question related to the transition to headship, you
considered that your transition from a classroom teacher to a headteacher as “not
effective”. Is that right?

Headteacher: Yes, | consider it not effective and difficult.

Researcher: Could you please explain, in more detail, why you considered your
transition not  effective?

Headteacher: Because | became a headteacher with no previous experience. | did not get
the chance to work as a deputy headteacher and | believe that such experience is valuable.
Despite my work experience as a technical deputy of the Evaluation and Achievement
Programme for one year, in my first months as a headteacher | was shocked by the great
amount of responsibility...There was no preparation period before taking up the role the
decision was issued on Tuesday and | was told by the education office to start
immediately the following day which I did...I was hoping to at least have a week to get
ready by reading and communicating with experienced headteachers...the preparation I
had was after 1 got the job and was self-learning mostly through reading and
communicating with my former headteacher and of course through my daily practice and
learning from mistakes | made.

Researcher: This is your first year as a headteacher, what difficulties have you faced so
far?

Headteacher: | encountered several difficulties such as the school budget, lack of
authority | have over the school and internal problems here at school with teachers and
students.

Researcher: Is it possible to explain these problems in detail?
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Headteacher: Regarding the budget | mean the delay in obtaining the budget. It is normal
that the budget arrives after few months into the academic year, so | have to pay from my
account until I get the budget... | know that the budget depends on school size, but we
get less than we are supposed to ... I know this from comparing our school with others
that are smaller. When | ask the education office for the exact amount or the remaining
budget, they always tell me to be satisfied with what I get. Because of this, I don’t ask

anymore.

As for the authority, | don't have enough authority to lead the school the way | see fit
without having to break the regulation set by the Ministry of Education.... Regarding
internal problems | mean the difficulty of dealing with different personalities | was and
still suffer from the rejection of some teachers and students for the things | ask them to
do, such as adhering to the school uniform... and the teachers are trying to press to keep
things as they were. They compare everything | do or ask them to do with the previous

headteacher, and even now, some still resist change.

Researcher: How well did the Training and Qualifying Courses for New Headteacher

help you develop your knowledge and skills for headship?

Headteacher: In general, | have greatly benefited from them and | do recommend them

to other headteachers.

Researcher: Can you explain how you benefited from these courses?

Headteacher: All the courses I attended took place at the Education Office and all were
useful. For example, I benefited from applying internal audit and school discipline course,
I think because it was presented to us at the beginning of the school year, and the things
that were mentioned during the course | was able to apply and use in real life. Nonetheless

there are other courses such as the course on school development plan, | attended this
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course after my plan was submitted to the Education Office...Although the assessment
of my plan was excellent, after attending the course, | knew I could have done better. If
the course was presented before | had to hand in my plan, we could as headteachers
prevent the mistakes before they happen. On the other hand, attending those courses was
good for the new headteachers to meet and start communicating through the groups on
WhatsApp...some important courses are not always available, for me it was the course
on dealing with family and students’ problems. Frankly, I was not offered this course,
although I see it as very important, but I might be nominated in the future.

Researcher: Do experienced headteachers attend and/ or participate in these courses?
Headteacher: No, all the attendees in the courses were new headteachers | have not met
any experienced headteachers in these courses.

Researcher: Why?

Headteacher: Frankly I don’t know.

Researcher: From your point of view, how can these courses be improved?
Headteacher: First, the timing of the courses should be suitable as | told you before,
sometimes the time of the course is too late. Second, experienced headteachers should be
involved so others can benefit from their experience and expertise.

Researcher: I'm going to name some possible ways that might help you to develop your
leadership skills and | want to know how you benefit from each one.

First, coaching and what | mean by that is the benefit and support that you may get from
a qualified person such as administrative supervisor, for example.

Headteacher: I didn’t get any coaching opportunities except from the administrative
supervisor for our school, who | didn't benefit from at all. But | benefited from the
supervisors who work in the Educational Leadership Department of the Education Office

during the time | attend the courses.
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Researcher: Why didn't you get the support you need from the administrative
supervisor?

Headteacher: 1 did try but she always has no answers for my queries.

Researcher: What about the guidance you may receive from expert supervisors who
would visit the school offering advice and supervising the achievement level of students

and their behavior?

Headteacher: At our school we have resident supervisor but frankly, I didn't benefit from
her either. She's not qualified enough for guidance, and she spends most of her time in
the school doing paper work and seeing the files. She had nothing to do with the behavior

of the students and how we could improve their achievement level.

Researcher: What about networking with other headteachers?

Headteacher: Certainly, communication with other headteachers is very useful
particularly by using the new social media apps, like WhatsApp. | feel that | benefited
from this method the most.

Researcher: Why?

Headteacher: Because it is easy and fast to communicate, on WhatsApp for example, |
am in a group with my previous headteacher and many other experienced headteachers
and | always get answers to my questions.

Researcher: We have reached the end of the interview, is there anything you would like
to add?

Headteacher: No Thanks.

Researcher: Thank you for your time, appreciated and | really enjoyed talking to you.
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Appendix F Permission to Conduct the Study from Saudi Arabia
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Appendix G Information Sheet and Consent Form (Arabic Version)

Researcher: Mrs Wafa Alshamrani
w.s.s.alshamrani@pgr.reading.ac.uk

Phone No kekskkokskokk

Supervisors: Dr.Chris Turner,

ck.turner@reading.ac.uk
Dr. Tony Macfadyen,

t.m.macfadyen@reading.ac.uk
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Researcher: Mrs Wafa Alshamrani

Email: w.s.s.alshamrani@pagr.reading.ac.uk

Supervisor: Dr. Chris Turner
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Appendix H The Questionnaire (Arabic Version)

Researcher: Mrs Wafa Alshamrani
w.s.s.alshamrani@pgr.reading.ac.uk

Phone No skokokkokoskokok

Supervisors: Dr.Chris Turner,

ck.turner@reading.ac.uk
Dr. Tony Macfadyen,

tm.macfadyen@reading.ac.uk
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