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This study investigates the role of transformational leadership in influencing students’ outcomes in public secondary schools using Kuwait as a case study. The standard of academic achievement in Kuwait’s public schools has been declining over the years, which calls for a different type of leadership to transform these schools. It is argued in this thesis that there is merit in bringing in private sector business models to the public education sector in order to transform the sector and improve the schools’ outcomes. Furthermore, not much research has been undertaken on the paths through which transformational leadership influences public school outcomes in developing countries such as Kuwait.
Following a critical review of leadership literature, a theoretical model for leadership that is transformational was conceptualised and this formed the basis of hypotheses formation and data collection. The thesis is thus original in its attempt to understand the paths through which school heads’ transformational leadership influence student’s outcomes in public secondary schools in a developing country (Kuwait).
The study adopted a positivist ontology and objective epistemology and obtained data from 495 school heads and staff from 86 public secondary schools in Kuwait via a structured questionnaire. Confirmatory factor analysis (CFA) and structural equation models (SEM) tested the direct and indirect effects of school heads’ transformational leadership in influencing students’ outcomes the student “achievement” and the student “engagement” via several mediating variables including “school culture”, “class room condition” and “academic emphasis”. The analysis identified idealized influence (attributes) and idealized influence (behaviour) as the underlying dimensions of transformational leadership that directly and indirectly influences both student engagement and student achievement as the final outcome. The findings also confirmed differences between males and females in their leadership styles and subsequent influence on students’ achievement, and student engagement with the latter appearing to be better school heads.  Therefore, two structure equation models were built to investigate the characteristics of each gender leadership style on the outcome variables. The findings also revealed that males’ leadership style has significant effect on student achievement but not student on engagement, while female leader ship style has significant effect on both student achievement and student engagement stronger than the males’ effect counterpart.  Generally however, transformational leadership style has significant effect on both student achievement and student engagement.
The study objectives were met and the study contributes to understanding the role of transformational leadership and its influence on staff and students’ achievement, from a developing country in the GCC. Managerial recommendations and suggestions for policy makers are made. Study limitations are highlighted leading to suggestions for further study.
Key words: Transformational Leadership, Public Schools, Secondary Schools, Student Outcomes, Structural Equation Modelling, Kuwait.
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[bookmark: _Toc376811741][bookmark: _Toc377347846]Background
Human resource management, and in particular the notion of leadership, is not well developed and understood in many developing countries (Wood et al., 2004),including Kuwait. The concept of leadership is yet to be explored thoroughly and to be utilized as a key success factor for organisations in such countries, yet it is essential to the future of Gulf Cooperation Council countries such as Kuwait if they are to compete in a globalized world and wean themselves off dependency on oil revenues. This study critically examines the role of school heads’ transformational leadership practices in public school outcomes in Kuwait, leading to a conceptualization of a theoretical framework. There is keen interest in the links between leadership and student outcomes because of the belief that leaders play a vital role in improving students’ outcomes (Organisation for Economic Co-operation and Development [OECD], 2001). Sufficient evidence is available that school leaders are capable of having significant positive effects on student learning and other important outcomes (Silins and Mulford, 2002; Waters et al., 2003; Leithwood et al., 2004; Robinson et al., 2009). Leithwood et al. (2004) reviewed both quantitative and qualitative research on school leadership and concluded that leadership is second only to classroom instruction among school-related factors in influencing student learning. 
Research has moved on to include questions about how those effects occur and the paths through which such leadership practices occur (Leithwood et al., 2010), which forms the basis of this study. Identification of these mediators helps leaders in knowing and deciding where policy makers and educators can best focus their efforts.
Several orientations toward studying the role of public school principals have evolved over time, with earlier studies generally describing the nature of the principal’s position and work (Crowson and Porter-Gehrie, 1980; Kmetz and Willower, 1981). However, these studies did not link leadership to other processes and outcomes such as students’ achievements, nor did they examine the mechanisms through which transformational leadership works in a school context, which this thesis seeks to address. The field of leadership in public schools has thus remained ill understood. This may be due to the different methodological approaches adopted, the complexity of the organisational situation, and different contexts. 
Whilst a majority of leadership studies have focused on individual leader’s behaviour and effectiveness (Yukl, 2002), there is still a growing interest in understanding whether transformational leadership may be a viable and effective leadership for school principals (Al-Ghanim, 2007). Transformational leadership enhances the motivation, morale, and job performance of followers through a variety of mechanisms. These include connecting the follower's sense of identity and self to the project and the collective identity of the organization; being a role model for followers that inspires them and makes them interested; challenging followers to take greater ownership for their work, and understanding the strengths and weaknesses of followers, so the leader can align followers with tasks that enhance their performance (WIKIPEDIA).There is therefore a need to search for greater understanding of the relationship between school principals’ leadership styles and various public schools’ learning outcomes (teachers’ motivation and performance, pupils’ achievement, etc.).It is of particular importance to determine the paths through which transformational leadership influences students’ outcomes, as this is an area that has not been well studied (Bruggencate et al., 2012).
At the beginning of the 1980s, research began to identify the important role principals play in school-improvement efforts (Firestone and Corbett, 1988) and strong principal leadership was among those factors within the school that made a difference in student learning (Edmonds, 1979; Rutter et al., 1979). Therefore, early contributions in the field of leadership (i.e. before the Second World War) from Western perspectives are reviewed, beginning with the trait views of leadership, and moving to some of the contemporary views on leadership such as distributed leadership. This is done in order to determine their relevance to this study and determine if there is a common set of traits, values, beliefs and behaviours that can be used to identify school principals who make effective contributions to student outcomes. Such accounts provide relevant but insufficient details to understanding how leadership is experienced in everyday practice. The shortcomings of these leadership practices are highlighted in order to explain some of the problems that may have led to the demise of public schools in developing countries, particularly in Kuwait. This naturally highlights the importance of transformational leadership in these public schools, which has not been well researched, and yet the absence of good principal leadership might be an explanatory factor of teachers’ satisfaction and subsequent decline of student achievement. 
Leithwood (1994) explored the role and application of transformational leadership in the sphere of educational administration, arguing that the relevance of transformational leadership to educational leaders rests on the assumption that leadership primarily manifests itself during times of change, and the nature of change is the critical determinant of the most helpful forms of leadership. Furthermore, he argued that the era of school change, reform and restructuring will likely extend into the foreseeable future (Valentine and Prater, 2011).However, the debate has moved from the role that transformational leadership plays to the mediating and moderating effects of transformational leadership on school outcomes (Bruggencate et al., 2012). It would therefore appear that a study of leadership is also significant from a practical point of view if it can help prevent deterioration in educational standards from happening in the future. 
[bookmark: _Toc376522290][bookmark: _Toc376811742][bookmark: _Toc377347847]The notion of leadership
Leadership is a way by which people influence the views of others and direct the organizations forward to accomplish well defined and identified goals. Chester Barnard – 1938 new definition of leadership is that “The ability of a superior to influence the behavior of subordinates and persuade them to follow a particular course of action”(Barnard 1938). Until approximately 1930, there was not much academic interest in the area of leadership. Over years, the research in the area of leadership and leadership style evolved  a number of theories of leadership including,  Great Man Theory,  Trait Theory,  Behavioral Theories, The Managerial Grid (Theory X and Theory Y, Participative Leadership),  Lewin’s leadership styles, Situational Leadership,  Contingency Theory, Transactional Leadership,  Transformational Leadership.  In this research however, we adopt the transformational leadership in high school education  in Kuwait. The proponents of transformational approaches to educational leadership (Leithwood and Jantzi, 2000; Hallinger and Heck, 2009; Muijs, 2011) advocate that transformational leadership contributes to a range of organisational outcomes including motivation, commitment, and the capacity of teachers to develop new approaches to education. Nevertheless, there appears to be much less evidence about whether transformational leadership actually leads to changes in teaching, learning, school organisation and results in enhanced student learning outcomes; hence there is a need to study the role of school principals’ transformational leadership practices and the mechanisms through which they help achieve organisational learning and students’ achievement, especially as it relates to schools in developing countries such as Kuwait, where there is dearth of studies on leadership in general.
It is believed that principals or school heads are in a unique position to change the way schools conduct their work, mobilizing and motivating teachers to develop new approaches to teaching and learning. Increasingly, school heads have been encouraged to adopt transformational approaches to leadership that are seen to be appropriate for schools faced with demands for reform (Silins, 1994; Leithwood and Jantzi, 2000). Silins (1994, p.274) contends that ‘transformational leadership bonds leader and followers within a collaborative change process’ and thus contributes to the performance of the whole organisation. Those principals who are keen on improving the quality of students’ learning do so by changing how teachers work and students learn (Griffith, 2004; Sawati and Nawar, 2011), which obviously relates to the quality of principals’ leadership (given their role and function), hence the importance of transformational leadership in schools is manifest. 
[bookmark: _Toc233290327][bookmark: _Toc376522291][bookmark: _Toc376811743][bookmark: _Toc377347848]Background
[bookmark: _Toc232224156][bookmark: _Toc232224216]Among the first countries in the Gulf Cooperation Council (GCC) to embark on economic development, Kuwait was the financial centre of the region from the 1960s to the early 1980s. Since then, the economic landscape has changed, and Kuwait finds itself up against tough competitors, such as Dubai, Saudi Arabia, and Qatar (Arabian Gulf, 2008). It is believed that Kuwait is now lagging behind most countries within the GCC in economic liberalisation to attract foreign direct investment (FDI). The country’s leaders would like to regain the forefront position of being the financial hub of the region and expand the economy not just regionally but globally, and this requires a different type of leadership both at the organisational and national levels, beginning with leadership within the educational field. As noted by the Kuwait’s Amir, the diversification of Kuwait’s resources of income looms high on the country’s agenda: 
‘To secure the future of the next generation [is the Government’s foremost priority] because oil is naturally a depleted source, therefore transforming Kuwait into a distinguished regional financial centre has become an un-substituted solution to help us provide more productive job opportunities to meet the growing needs of our sons and this requires development of our educational system’ (Al-Diwan Al-Amiri, 2007).
A 2005 report by the Ministry of Education and the World Bank revealed serious problems in the once well-regarded state school system of Kuwait. The report stated that the curriculum was poorly structured and lacked benchmarks to test performance, and that classroom hours were low, with an average of 560 hours per year. It was found that Kuwaiti teachers worked 112 hours less than the official requirement, and one-fifth of pupils were failing to complete their academic year successfully, and had to repeat or leave altogether. It was reported that14% of boys and 6% of girls left school at the minimum permitted age, and many were subsequently unemployed because of the limited range of jobs available on terms that Kuwaiti nationals find socially and financially acceptable. Among students who completed their schooling, two-thirds of those taking the university entrance exam failed its mathematics component and almost as many fell short of the mark in English (Economic Intelligence Unit [EIU], 2007). These damming statistics point to the need to have improved leadership within Kuwait’s educational system.
In Kuwait, there has been increasing pressure from citizens on the Ministry of Education to carry out reforms in the educational system since the outcomes of students in all levels started to decline dramatically and schools and institutions of higher learning were churning out students who were not skilled enough to assume many jobs in the private sector; the Kuwaitization policy, whereby employers are obliged to employ a certain quota of Kuwaiti nationals, led to increasing private sector demands for improved educational standards (Al-Enezi, 2002). A study conducted by the Ministry of Education’s Department for Research and Curricular Development concluded that Kuwait’s education dilemma is primarily caused by a combination of bad teachers and school heads, terrible curricula and a lack of cooperation between parents and teachers, which has produced a generation of lazy unmotivated students (Al-Qatari, 2011).
The Ministry of Education has been urged to pay particular attention to the role of school leadership in the development of education. There is a great need for powerful school leaders who can take the risk of adopting new techniques that encourage other school members to innovate, add value to their schools, and put into action constructive transformation. This all compounds the need for research examining the role of school heads in transforming the educational system in the Kuwaiti public sector.
In response to these challenges, the Kuwaiti Education Department has established reform initiatives with the view to invest in its human capital. The strategy stresses objectives such as:
· providing effective learning systems;
· exploiting advanced technologies;
· enhancing the social status of teachers and their professional development in order toimprove their job satisfaction;
· supporting schools’ administrative independence (Kuwait Ministry of Education, 2008)
As noted by Alsaeedi and  Male (2013), the onus is on school principals to improve their practices in order to achieve their schools’ goals in accordance with reform and globalization.
Al-Haroun (2008), a former Kuwait education minister, explained that the foundation of the educational strategy adopted by Kuwait was based on the main belief of education for all and lifelong education. He mentioned some of the main themes of the education strategy as follows:
a) Widening the quality of education, linking it with development and labour market needs.
b) Encouraging self-education, making all advanced technologies and technological information resources available.
c) Expanding the publishing of modern technological culture and the needs of human and material capabilities.
d) Caring for the outstanding and gifted students and also those of special needs.
He further mentioned that to execute these plans and to ensure that they meet their objectives, the educational leadership in Kuwait was expected to follow strategies such as:
i. Sponsoring teachers by training, increasing their aptitude, and reinforcing their knowledge through supervising.
ii. Improving the performance of the school management.
It therefore means that both the teachers and school administrators have a key role to play in the delivery of the educational system in Kuwait and it requires teachers who are motivated and dedicated to their students as well as willing to continuously upgrade themselves. Equally, the school heads have an important role in ensuring that their style of management and leadership promotes achievement of these objectives as well as including and motivating teachers in the process. Failure in this endeavour will result in Kuwait’s education system continuing to lag behind, and its citizens’ being educationally unfit to face future challenges and to effect economic diversity and survival in the post-oil era. The current lack of necessary skills among Kuwaitis is reflected by more than 92% of Kuwaitis resorting to public sector jobs (Al-Enezi, 2002) because some of them fear that they might not cope with the work challenges of the private sector and their job security might be threatened, which is not the case with the public sector where Kuwaitis have secure jobs for life unless they commit very serious crimes such as fraudulent activities. 
The purpose of primary and secondary education is to educate students, provide knowledge, nurture their academic development and give them the basic foundation required in their adult education and careers through other curriculum development such as sports. Teachers therefore have an important role to play in the career development of students in Kuwait. Teachers serve as role models of values, attitudes and behaviours to pupils and others (Sawati and Anwar, 2011). Students learn more rapidly from the ‘invisible’ curriculum, comprising the lives of teachers, principals and institutions, than from the ‘visible’ curriculum (Adiseshaih, 1988). The teacher is an example of perseverance, loyalty, integrity and other qualities which an all-round education should encourage in each pupil (UNESCO, 1980). From this perspective, it is important that teachers are motivated and satisfied when they are standing in front of their pupils. However, school heads have a key role in transforming how the schools are managed including motivating teachers and improving students’ outcomes. Dumay and Galand (2012) investigated the effect of principals’ leadership on teacher commitment using a multilevel framework, as recommended by many leadership researchers (Judge et al., 2004).It is this style of leadership and the role school heads play that has not been well studied in developing countries; this study therefore endeavours to contribute to knowledge on this issue, as justified further in the following section.
[bookmark: _Toc233290328][bookmark: _Toc376522292][bookmark: _Toc376811744][bookmark: _Toc377347849]Study rationale
The study of leadership is important to Kuwait because it is a small country trying to diversify its economy and move away from being dependent on oil revenues and it is believed that this can partly be achieved if the country has an educated and skilled workforce that can handle the challenges of the private sector. Effective school leaders are essential in providing the skilled human resources required for economic and social development in the twenty-first century (Osseo-Asare et al., 2007). Their role is important in conceptualizing a vision for change and having the knowledge and skills to put that vision into practice (Peters and Cornu, 2007).
Effective education is considered to be one of the main factors in building a responsible generation and one of the means of achieving an effective education may be through preparing effective school leaders who have the power to make necessary changes in the education system. Given that the ‘context created by educational policies is among the most powerful influences on the nature of school leadership work’ (Leithwood, 2001, p.227), effective school transformation demands that leadership be versed in a variety of approaches to address the unique problems and issues inherent in the multiple contexts in which school leadership finds itself. Leadership is contextual and therefore the context within which leadership operates is important (Kouzes and Posner, 2010). Contextual issues such as culture, role of parents in the learning of children, schools sizes etc. are important contextual considerations in the study of leadership.
One of the major reasons for the continued interest in the links between leadership and student outcomes is the desire of policy makers to improve educational achievement and the belief that school leaders play a vital role in doing so(Organisation for Economic Co-operation and Development [OECD], 2001).The mechanism through which transformational leadership influences student outcomes is of particular interest. It is believed that enduring organisational effectiveness is greatly enhanced by the self-transformation of leaders and followers, which is inherent in transformational leadership theory. Enduring greatness emerges from sophisticated conceptual understanding of the big picture and from transforming schools by motivating and marshalling teachers and staff within them toward systematic, enduring improvement (Fullan, 2001; Leithwood and Jantzi, 2008). The aim is to help all school members to work creatively and independently in order to allow all stakeholders to contribute to the development process. 
The present study provides academics and scholars with important insights into the factors related to transformational leadership in a non-Western environment and enrich knowledge in this sector of the management field. The research particularly contributes to literature on leadership in Arab-Islamic countries such as Kuwait with regard to cultural effects, by conceptualizing a promising framework that leaders in public schools may apply in their leadership roles, to help improve schools’ performance and staff satisfaction. prospective leaders to learn and/or to enhance their leadership knowledge, and from that perspective, this study is of significant and practical relevance to developing countries such as Kuwait. Another contribution of this study is to provide empirical evidence for the notion The study thus helps of transformational leadership amongst public schools in developing countries such as Kuwait and to conceptualise a model for leadership that is transformational. From this point of view, this study contributes to understanding transformational leadership and its influence on staff satisfaction and student achievement from a developing country’s context. The study investigates and identifies the moderating and mediating variables that have the greatest effect on students’ outcomes in public secondary schools in Kuwait.
[bookmark: _Toc233290329][bookmark: _Toc376522293][bookmark: _Toc376811745][bookmark: _Toc377347850]Aims and objectives
This study extends current research on transformational leadership by examining the role and influence of transformational leadership of public school principals on teachers’ satisfaction and students’ academic achievement. It aims to contribute to the existing scholarly debate on the question of whether transformational leadership matters in the performance and outcomes of public schools in view of the strong central role played by the societal and organisational cultures and the government, in view of some contradictory findings made by previous authors (Witziers et al., 2003). The purpose of this study is therefore to gain a deeper understanding of transformational leadership and the role it can play in transforming the educational system in a country such as Kuwait where educational standards are dropping and students are ill prepared to meet the work challenges (Al-Qatari, 2011). More specifically, the research objectives are:
a) To critically review extant literature and contribute to knowledge in the field of transformational leadership and develop a theoretical model from important streams of leadership theory, and determine the degree to which this leadership style is practiced in public schools in Kuwait.
b) To empirically examine the mechanisms through which school heads’ transformational practices influence student learning and achievement.
c) To examine the extent to which characteristics such as gender, age, experience and school size can affect school heads’ transformational leadership practices.
d) [bookmark: _Toc233290330]To make managerial and policy recommendations on how public school leaders can improve the effectiveness and performance of public schools through the employment of transformational leadership.
[bookmark: _Toc376522294][bookmark: _Toc376811746][bookmark: _Toc377347851]Research questions
Based on the above stated objectives, the thesis seeks to address the following fundamental research question: 
To what extent are Kuwait school principals practicing transformational leadership style and what is the relationship between the school heads’ transformational leadership practices and Student Achievement and the mechanism through which they achieve that?
Designed to address this knowledge gap, the study further seeks to address the following ancillary questions:
a) Do school heads’ display transformational leadership practices or behaviours that affect variations in students’ learning and achievement?
b) What are the paths (mediating variables) by which school heads transformational leadership achieve an impact on school outcomes?  
c) Does principal transformational leadership relate directly or indirectly (through staff job satisfaction) to students’ achievement?
d) Are the relationships between leaders’ transformational practices and students’ learning and achievement significantly moderated by personal characteristics (qualifications, gender, years of experience, age)?
These questions identify the phenomenon under investigation and were largely informed by the gaps identified in the literature, and together with the conceptual framework they form the basis of a detailed questionnaire to ensure that appropriate data was collected (Appendix 2). The general questions stated above lead to the following specific research hypotheses that need to be justified in the subsequent chapters: 









	

	The Research Hypotheses
	Source

	Ha1: Transformational Leadership positively influences School Culture
	Leithwood 1994,  Mulford& Silins(2003, Podsakoff et. al. (1990)

	Ha2: Transformational Leadership positively influences Academic Emphasis
	Leithwood 1994. , Leithwood and Jantizi(2008) &Podsakoff et. al. (1990)


	Ha3: Transformational Leadership positively influences Classroom Conditions
	Mulford&Silins (2003) &Podsakoff et. al. (1990)

	Ha4: Transformational Leadership positively influences Student Achievement
	Mulford&Silins (2003) 

	Ha5: Transformational Leadership positively influences Student Engagement
	Mulford&Silins (2003) ,  Leithwood and Jantizi(2008)

	Ha6: School Culture positively influences Classroom Conditions
	Mulford & Silins, (2011),BILL ,  Mulford&Silins (2003) ,  Leithwood and Jantizi(2008)


	Ha7: School Culture positively influences Student Achievement
	Leithwood 1994,Rafferty& Griffin(2004)


	Ha8:  School Culture positively influences Student Engagement
	Leithwood 1994, Sammons et. al. (2011), Leithwood & Jantizi(2008)


	Ha9: Academic Emphasis positively influences Classroom Conditions
	Leithwood 1994. Leithwood & Jantizi(2008), 


	Ha10:  Academic Emphasis positively influences Student Achievement   
	Williams, J. (2000) , Williams, Eaves, & Cox, (2002).


	Ha11:  Academic Emphasis positively influences Student Engagement   
	Leithwood 1994. Williams,  Eaves, & Cox, (2002),  Williams, EavesWilliams, J. (2000)Williams, J. (2000)& Cox, (2002)


	Ha12: Classroom Conditions positively influences Student Achievement   
	Williams, J. (2000),  Williams, Eaves, & Cox, (2002)


	Ha13:  Classroom Conditions positively influences Student Engagement   
	Leithwood K 1994, TIMSS 2011 Results in Mathematics chapter 6, Chestnut Hill, MA: TIMSS & PIRLS International Study Centre, Boston College.


	Ha14: Student Engagement positively influences Student achievement
	Mulford, Silins, and LeithwoodTIMSS 2011 Results in Mathematics chapter 6, Chestnut Hill, MA: TIMSS & PIRLS International Study Centre, Boston College.Williams, Eaves & Cox, (2002)
.




[bookmark: _Toc233290333][bookmark: _Toc376522295][bookmark: _Toc376811747][bookmark: _Toc377347852]Thesis structure
The thesis is organised and contained in seven chapters starting with this introductory chapter, which details the impetus for the investigation and provides the rationale for undertaking the research, including the aims and objectives of the study as well as the main research questions. The introductory chapter also presents the structure and organisation of this thesis.
Chapter 2 (Research Background and Study Context): This chapter provides the context within which this study was undertaken, in order to highlight the impact of the context on leadership. It identifies that most studies on educational leadership have been conducted in the Western world (Leithwood et al., 2010) and might not always be generalised to developing countries such as Kuwait, because of cultural differences.
Chapter 3 (Leadership Literature Review): This chapter critically reviews the extant literature pertaining to leadership, with a particular focus on transformational leadership in public schools in developing countries such as Kuwait. The literature review shows that Kuwait requires a different type of leadership, at both the organisational and national levels, and transformational leadership emerges as an imperative subject. The critical literature review culminates with the conceptualisation of the research model, which is used as a basis for formulating hypotheses and research questions and explaining the linkages between school leaders’ transformational leadership practices and students’ outcomes. A framework for understanding the various approaches to the study of school leadership is useful in helping researchers make sense of empirical work that has been conducted, and how studies’ findings are influenced by their research orientation and underlying conceptual models, and how they are conducted.
Chapter 4 (Research Methodology): The methodology for data collection and aspects of the research design including the research techniques, tools for data collection and the actual process of data collection are discussed and justified. In order to generate knowledge about leadership, it is imperative to appreciate the ontological and epistemological assumptions underpinning this research. A positivist ontology and objective epistemology was adopted. Much of the first and second orientations toward research on school administration (i.e. the nature of administrative work and the effects of administrators’ work) are embedded in the rational and structural-functional orientations toward human organisations. This necessitates gaining data through extensive and large scale surveys of school heads and teachers from public schools in Kuwait.
The primary data was complemented by data from other sources such as government statistics, Chamber of Commerce reports, newspaper reports and qualitative comments from respondents, and then data was triangulated (Denzin and Lincoln, 1994). Structural equation modelling (SEM) using LISREL (Linear Structural Relationships, named after one of the first computer analysis programmes developed by Jöreskog and Sörbom, 1988) was adopted in order to properly analyse the mediating and moderating variables in the linkages between transformational leadership elements and student achievement.
Chapter 5 (Findings and Data Analysis): The chapter presents the empirical data and research findings obtained from 495 school heads and teachers from 86 public secondary schools in Kuwait who participated in the study. The chapter initially presents the descriptive analysis, which is then followed by correlation analysis and eventually statistical analysis using SEM. Following confirmatory factor analysis, three research models are presented and analysed in detail: one for females, one for males and the last one with all participants combined. The testing of several hypotheses originally formulated from the literature is presented.
Chapter 6 (Findings Discussion): This penultimate chapter interprets and discusses the findings from Chapter 5. The results are discussed with respect to the existing literature to see if there is conformity or not with extant work before drawing conclusions and making recommendations. The chapter emphasises the contribution of the present research and also explains how the theoretical approach taken in this thesis illuminates and enriches our understanding of the role played by transformational leadership in students’ outcomes. Empirical knowledge about transformational leadership is created through the interplay of the theories and models/frameworks about leadership, the means of studying it (i.e. methodology), and the underlying assumptions about how a phenomenon is known (epistemology).
Chapter 7 (Conclusion and Recommendations): This final chapter concludes the writing of this thesis and brings the study to an end. The chapter highlights the salient implications of this study from a theoretical and practical point of view. As with all researches, the limitations experienced by the researcher in conducting the study are discussed to facilitate forming the basis for possible avenues for future research. Managerial recommendations are made in addition to suggestions for policy makers.
[bookmark: _Toc233290334][bookmark: _Toc376522296][bookmark: _Toc376811748][bookmark: _Toc377347853]Chapter conclusion
This introductory chapter gave the impetus for undertaking the research, which was centred on the role that transformational leadership can play in influencing and improving students’ outcomes. The chapter noted the importance of the moderating and mediating variables as mechanisms through which school heads influence students’ outcomes. The chapter presented the aims and objectives of the study in addition to the major questions that the thesis sought to address. The chapter ends by giving an outline of the thesis for ease of reference by the reader.
The next chapter discusses the context within which this study was conducted in view of the importance of the contextual variables in leadership research.

[bookmark: _Toc264455778][bookmark: _Toc376522297][bookmark: _Toc376811749][bookmark: _Toc377347854]RESEARCH BACKGROUND AND STUDY CONTEXT
1 [bookmark: _Toc376811615][bookmark: _Toc376811750][bookmark: _Toc376811890][bookmark: _Toc376812024][bookmark: _Toc376812159][bookmark: _Toc377281229][bookmark: _Toc377347855][bookmark: _Toc264455779][bookmark: _Toc376522298]
[bookmark: _Toc376811751][bookmark: _Toc377347856]Introduction
This chapter provides the background of the education system in Kuwait in order to place the study into context. The chapter highlights the important role placed on education by the government of Kuwait and other GCC countries, and the linkage between human capital and economic growth. 
The chapter begins by drawing attention to the specific problems within the education system in Kuwait and the GCC region in general. The chapter provides the historical background of how the educational system in Kuwait came about and explains the contextual issues that affect the running of public schools by school heads in Kuwait.
[bookmark: _Toc264455780][bookmark: _Toc376522299][bookmark: _Toc376811752][bookmark: _Toc377347857]Academic public school deficiencies
According to the US study Trends in International Mathematics and Science Study (TIMSS, 2007), Gulf States lag behind in primary school mathematics and science (Shaikh, 2009). TIMSS assesses the degree to which students have learned mathematics and science concepts and acquired skills for fourth and eighth grade students. The study showed that Arab countries were significantly behind industrialised countries. The Kuwaiti government consequently established the Leadership and Excellence Project, which is specialised for the primary stage and addresses weaknesses in the cumulative primary school pupils in the core subjects of Arabic language, mathematics and English language (The National Project, 2008, p.111). This calls for the need to develop the school curriculum in order to redress these academic public school deficiencies.
The World Bank (2005) report on education painted a bleak picture of Kuwait’s once well-regarded education system, criticising a poorly-structured curriculum, a lack of performance benchmarks and a low number of classroom hours. It highlighted the fact that annually one-fifth of pupils failed to complete the academic year successfully and that about 14% of males and 6% of females left education at the minimum required age (this statistic interestingly highlights that a larger percentage of females continue go on to higher education). Lack of mathematical and scientific instruction was a particular deficiency, partly driven by the objections of religious conservatives over how best to reform the system, pushing the introduction of gender segregation in universities (EIU, 2007).
Members of the Kuwaiti Parliament have questioned the Minister of Education, Nuriya al-Sabeeh, and put her to task to ensure that there is a ‘common vision on how to reform education and deal with violations’, adding that education in Kuwait was in real danger and there must be a ‘national project to rescue education and prevent its slide (Izzak, 2008, p.4). The Parliamentarians were concerned that the education system in Kuwait had deteriorated and that there is no strategy or future vision to lift education and halt its decline. However, it must be pointed out that within the Kuwait Parliamentarian system there are deep divisions between Shiites, Islamists and some tribal MPs and the majority of mainstream Sunni Parliamentarians, because of their strong fundamentalist belief system. For example, within the education sector, the former have been advocating reforming the system with the introduction of gender segregation in universities (EIU, 2008); a separate educational system based on gender differences is common in other Islamic countries such as Saudi Arabia and Iran (Zeinabadi, 2013). Currently, there is a separate educational system between boys and girls in Kuwait up to the secondary level. As discussed in later chapters (6.8), there seems to be differences in the leadership styles between male and female principals and experiences can be gleaned from the way the females are running their schools.
[bookmark: _Toc264455781][bookmark: _Toc376522300][bookmark: _Toc376811753][bookmark: _Toc377347858]Historical review
In the early 20thCenturythere were very few educational facilities in Kuwait other than a small number of Quranic schools, known as Al-Katatib, which taught reading, writing (particularly Arabic), and some arithmetic (Kuwait Culture, 2009). There was no state sponsored education for the first part of the century and funding for education came mainly from Kuwait’s wealthier private citizens in the form of endowments. In the 1930s, the Education Council was established by merchants and expanded to include five new intermediate schools that included one school for girls (Photius, 2009).
[bookmark: _Toc252045002]When oil production began to enrich Kuwait in the post-World War II era, the government began investing large sums of money in social services, and education was one of its top priorities. In the 1960sa number of important developments took place. First, the number of students was increased to about 45,000 students, including 18,000 girls. Second, the Constitution made education a fundamental right to all citizens in 1962, when the Ministry of Education was established. Third, schooling became compulsory for all children between the ages of 6-14 years (elementary and intermediate levels) for the first time in 1965. Under the Constitution, primary education is compulsory for all citizens aged 6 to 14, and it is provided free through to university level. As a result of this policy, the latest UN figures put the literacy rate among those aged 15 and over at 93%, which is one of the highest levels in the Arab world, with almost all Kuwaitis aged between 15 and 24 being able to read and write; illiteracy among nationals is overwhelmingly confined to the elderly (who reached maturity prior to the 1960s). Although not all Kuwaitis manage to graduate from high school, a good majority acquire university, college or a higher education certificates. The government provides free education to the university level for qualified applicants (EIU ViewsWire, 2008; Kuwait Culture, 2009). 
Today, Kuwait’s education system is larger than ever. There are currently close to 500,000 students enrolled in Kuwaiti schools both in public and private schools. In 2006 about 75% of residents of the appropriate age were enrolled in primary school, 77% in secondary school and 18% in tertiary education. The secondary school enrolment ratio is comparable to that in the UAE and Qatar, but much higher than in Saudi Arabia. More women than men graduate from these institutions, partly because men are more likely to take advantage of government-subsidised opportunities to study abroad(EIU, 2008).
A key indicator of a country’s development is education. The Kuwaiti government paid huge attention to taking care of education and preparing the generation to meet the country’s needs. That is the reason behind having regulations that force parents to send their children to schools from elementary to intermediate level. Also, the government provides schools for free in order to facilitate the legal requirements as much as possible for parents, especially those who may find it costly to pay for the education of numerous children. 
If students graduate with high grades, the government provides them with scholarships to study within the country or overseas. Talented students and students with special needs are taken into consideration by providing them with their own classes and specialist teachers who have the requisite skills to meet their needs (Romano and Gibson, 2006). In addition, the government is interested in developing school books to meet the market needs and hopefully to prepare a better future generation that has the desire for learning and creation. Obviously the most important personnel in producing a well-prepared generation able to face future societal needs are teachers and school heads. 
However, having achieved the difficult goal of providing free access to primary and secondary education for all nationals, Kuwait and other GCC countries still face the challenge of raising the quality of education (Shaikh, 2009). The Riyadh-based Arab Bureau for Education in the Gulf States (ABEGS, 2009, p.9) stated that ‘to make further progress, they (GCC countries) must shift their focus above all to improving the skills of teachers and managing the overall performance of their school systems’. This attributes the poor performance of students partly to a lack of teaching skills and how schools are managed.
[bookmark: _Toc264455782][bookmark: _Toc376522301][bookmark: _Toc376811754][bookmark: _Toc377347859]Kuwaiti education
There have been numerous structural changes to educational tiers in Kuwait since 2006. There are four levels:
· Kindergarten, with a duration of two academic years 
· Primary, with a duration of four academic years 
· Intermediate, with a duration of four academic years 
· Secondary, with a duration of four academic years.
The secondary school enrolment ratio is comparable to that in the UAE and Qatar, but much higher than in Saudi Arabia. More women than men are graduating from institutions of higher education, partly because there are more female Kuwaitis than males and partly because more men than women are more likely to be sent abroad for further education, taking advantage of government grants to study abroad (EIU ViewsWire, 2008) in countries such as the US and the UK, because of cultural mores that inhibit women travelling alone.
When looking at the Kuwaiti job market, it is immediately apparent that there is widespread unemployment or underemployment among Kuwaitis while more than a million foreigners live and work in the country, and most Kuwaitis are employed in the public sector. Whilst there are several explanations for these questions, including the small population level of Kuwaitis, unwillingness to work in some roles and the preferred civil service conditions, the lack of qualifications amongst Kuwaitis is a major attributing factor. As reported by Al-Obaid (2006), p.1 ‘Kuwaitis aren’t qualified -- despite their high level of literacy and education -- to get the work done’. Many graduates prefer to pass up opportunities in the private sector and remain unemployed, sometimes for years, until they are offered government jobs that are guaranteed for life and boast higher benefits (Saleh, 2008b). The dominance of civil service jobs, the World Bank (2005) argues, creates distortions in the labour market and makes it difficult for educational establishments to know how to tailor their courses to meet the real needs of the economy. Furthermore, they argue that the education system does not have a compass to know which skills are in demand so it produces graduates by inertia.
[bookmark: _Toc264455784][bookmark: _Toc376522303][bookmark: _Toc376811756][bookmark: _Toc377347861]Private schools
Private education was originally established to accommodate foreigners working in the country accompanied by their families because public schools are largely meant to cater for Kuwaiti students. The following categories of schools fall under the umbrella of private education: Arabic private schools, foreign private schools (British, American, Indian, Philippine, Pakistan etc.), and cultural institutes (specialising in training, vocational and career studies). There are many prestigious private schools in Kuwait, such as the Bayan Bilingual School, the American School of Kuwait, the American International School, the British School of Kuwait, and the French School. Regardless of whether their ownership is foreign or Kuwaiti, the government provides them with some funding, gives them free land, supports them with many facilities and supplies them with needed books (Kuwait Culture, 2009). The present study focus only on public school as the Government grants freedom to private school to have their own curriculum and administration except some general rules that need to be followed which is not a matter of concern in this study. Since the statistics relevant for this study about Kuwait educational sector focus only on the Public schools, which is under the full governance of the Ministry of Education, Kuwait and due to the diversification in the systems in private schools which falls under different nations, the present study focus only on public school in Kuwait.
[bookmark: _Toc264455785][bookmark: _Toc376522304][bookmark: _Toc376811757][bookmark: _Toc377347862]Relationship between economic growth and education
The development in Kuwait’s educational system can be largely attributed to the wealth that oil has brought to the country. Investment has had some success - notably near universal access to schooling and the closure of the gender gap in primary schools (Saleh, 2008b). Despite a history of government spending on education at an average of 5 per cent of GDP, the World Bank (2005) says the region’s education systems have failed to provide graduates with analytical skills, problem-solving abilities, critical thinking and the ability to innovate. The report argues that a lack of ‘accountability’ has had a detrimental effect on the quality of education. It says parents, local government and the private sector have little influence over the educational process, which remains largely unresponsive to the needs of society and the job market. The involvement of parents and the community in children’s schooling is well established as important for student’s academic and social development (El Nokali et al., 2010). Bryk et al. (2010) identified three practices that constitute this aspect of school capacity: reaching out and involving parents, teacher efforts to learn about their student and local community, and strengthening the network of community partnerships. Parent and community ties are a ‘significant resource for diverse school improvement initiatives, from enhancing safety in and around schools, to addressing problems of absenteeism and tardiness, to assuring more consistent and effective homework sessions’ (Bryk et al., 2010, p.58).
The real issue therefore is whether the resources that Kuwait and other GCC countries have invested over the years in education has led to the creation of a productive human capital that has a positive influence on the growth of their real GDP per capita (Al-Yousif, 2008). The findings of Al-Yousif (2008) show that the causality between education and economic growth is bidirectional, which refutes the premise of much of the existing literature that causality is from human capital to economic growth. The study by Al-Yousif (2008) showed that in the case of Kuwait, while there is no long-run relationship between human capital and economic growth, there is a significant unidirectional causality running from economic growth to human capital in the short run. These findings were confirmed by the World Bank when they stated that that the relationship between education and economic growth has remained weak, and the divide between education and employment has not been bridged (Saleh, 2008b). 
It is expected that increasing investment in education enables a society to increase its rate of economic growth (Al-Yousif, 2008). Jorgenson et al. (1987, p.21)concluded that between 1948 and 1979, capital formation accounted for 46% of the economic growth of the US, labour (including human capital) accounted for 31%, and technical progress accounted for the remaining 23%. Some studies (e.g. Asteriou and Agiomirgianakis, 2001) show a positive and a bi-causal relationship between human capital and economic growth. However, there are mixed findings, with others arguing that there is no relationship. For example, Benhabib and Spiegel (1994) did not find human capital to be an important determinant of economic growth. 
The main argument is whether economic growth is the dependent variable and causality runs from education to economic growth; there are strong theoretical arguments for the possibility that this causality runs from economic growth to education (Al-Yousif, 2008). The intuitive explanation for this reversed causality is that as oil revenues increase, government expenditure on education and other programs tends to rise, leading to an expansion in output (Al-Yousif, 2008). However, despite these arguments, it is argued that there is a need to increase further expenditure in human capital development by Kuwait and other GCC countries so that they have human capital resources instead of complete dependence on oil revenues.  The following Tables, 1and 2 present summary statistics to the development of schools. Class rooms, number of students, and the number of teaching staff over the period 2008-2012.
Table(1)
Development of Public High Schools over 2008-2012
	Item
	2008/2009
	2009/2010
	2010/2011
	2011/2012

	
	
	Number
	% increase 
	Number
	% increase
	
	

	Schools
	130
	133
	2.31%
	136
	2.26%
	136
	0%

	Class Rooms
	2523
	2810
	11.38%
	2928
	4.2%
	2992
	2.19%

	Students
	62121
	65544
	5.51%
	67951
	3.67%
	69036
	1.6%

	Teaching Staff
	10913
	11134
	2.03%
	11461
	2.94%
	12363
	7.9%


Source: ( Educational Statistical group 2011-2012)

Table(2)
Development of Private  High Schools over 2008-2012
	Item
	2008/2009
	2009/2010
	2010/2011
	2011/2012

	
	Number
	Number
	% increase 
	Number
	% increase
	
	

	Schools
	460
	488
	6.1%
	489
	0.2%
	504
	3.07%

	Class Rooms
	6813
	7042
	3.36%
	7337
	4.19%
	7740
	5.49%

	Students
	194280
	199698
	2.79%
	212618
	6.47%
	227306
	6.91%

	Teaching Staff
	11859
	12660
	6.75%
	13560
	7.11%
	14122
	4.14%


[bookmark: _Toc264455786][bookmark: _Toc376522305][bookmark: _Toc376811758][bookmark: _Toc377347863]Source: ( Educational Statistical group 2011-2012)
Teachers in Kuwait
As noted previously, public schools are separated along gender lines; this extends to teachers, as male teachers for males and female teachers for females. However, the situation is different in private schools where both male and female teachers teach. This unique feature of separate gender schools makes it interesting to study transformational leadership by comparing male and female principals of public primary schools in Kuwait. Studies in gender differences in transformational leadership styles and the associated outcomes are very limited (Zeinabadi, 2010). Whilst men have tended to be associated with task orientation, women have been stereotyped with a relation orientation style (Bass and Riggio, 2006).
The education system in Kuwait has a problem of relying heavily on foreign teachers. In the late 1950s, almost 90% of teachers were non-Kuwaitis despite long-standing government efforts to encourage Kuwaitis to join the profession. The system also often fails to train graduates in fields that correspond to Kuwait’s most pressing labour needs, especially in higher education (Photius, 2009). Although the government provided the teaching profession with many facilities, as mentioned previously, there has been no noticeable increase of Kuwaiti teachers in the intermediate and secondary levels (Educational Statistical Group, 2009).
Since Kuwait is trying to apply a strategy of Kuwaitization to localise the workforce rather than depending on foreigners, there is a huge pressure for retaining and recruiting Kuwaiti teachers, especially at the Intermediate and Secondary levels. There is a clear preference for teaching younger children (below secondary level) among Kuwaiti teachers. 4507 Kuwaitis teach in public kindergarten schools compared to 177 non-Kuwaitis; the ratio decreases to 7,471 Kuwaitis to 7,192 expatriates by the primary level, while there are 4,508 Kuwaitis in secondary schools compared to 6,405 non-Kuwaitis, indicating high dependence on foreigners (Educational Statistical Group, 2009). The reason could possibly be that many Kuwaitis do not want to work to undertake the higher workload in secondary schools.
Kuwait University has an Educational Department that trains students to become teachers in four-year courses and provides them with all the needed skills for teaching students depending on their age. However, graduates from other universities such as the Science University, Literature University etc. can also become teachers despite having no qualifications or experience in teaching; they are only provided with a four week crash course in teacher training covering basic duties. Proper teacher training requires development of skills enabling the teacher to:
· Use books in preparing courses before the beginning of the semester.
· Deal with different students in view of the fact that each level has a specific age range, and each age has its own characteristics and needs.
· Motivate students to do their best and make them enthusiastic about learning.
· Manage their time effectively and efficiently in order to meet the job’s needs.
Teachers cannot achieve these objectives without the support of school’s administration, which is considered to be leadership. The extant research shows that principals’ transformational leadership significantly influences teachers’ organisational commitment (Caprara et al., 2003; Ross and Gray, 2006). Research has showed that one of the factors that influence teacher retention isthe role and support of administrative staff (Day et al., 2006; Murray and Pianta, 2007), especially in the first few years (Greiner and Smith, 2009). In addition, the relationship between teachers and their colleagues has an important bearing on their self-perception, especially when their colleagues are teachers with many years of experience in the profession (Day et al., 2006). 
Similar to other Kuwaiti government employees, teachers may receive scholarships to undertake a postgraduate education after spending at least three years in the profession. Another motivation strategy used by Ministry of Education is a yearly anniversary to honour nominated teachers for their commitment and accomplishments in the profession. A maximum of two teachers from each school are chosen by their leaders and then the Ministry ultimately judges the better of the two nominated teachers.
Also the Minister is paying great attention to motivate Kuwaiti teachers; his foundation is giving the chance for any Kuwaiti teacher to apply for this competition. There are several rules about the teacher’s achievements, then a committee decides on the winning teachers and gives them the title of ‘Creative Teacher’. These creative teachers will be honoured by the Prime Minister. 
Teachers in Kuwait are evaluated by three people who are the senior teacher, the school head and a supervisor. They visit teachers in the classroom several times during the year. Sometimes the visit is done individually but at other times it is done by a group of three evaluators. Many think that this is a fair way to be evaluated because evaluation is done by more than one person, which may increase neutrality, but on the other hand, most of them agreed that being visited by three evaluators several times may cause feelings of stress and worthlessness. 
There are many reasons behind Kuwaitis joining the teaching profession. Some have joined it because they are interested in this important profession and are already motivated. Others joined it because of family pressure, especially for women, since teaching provides an environment where women do not have to mingle with men and in which they can work while maintaining social respectability; in this case we may say that they are not motivated teachers, because they were effectively compelled to teach.
Another reason is that schools are located in all areas, which might be a secondary reason favouring the choice of a teaching career as the workplace is near the home. Kuwaiti schools are distributed over the six governmental directorates (Ahmadi, Jahraa, Hawalli, Aasma, Farwaniya, and Mubarak Al-Kabeer). Each directorate consists of many regions. For example, Hawalli directorate consists of Hawalli, Jabriya, Mishrif, Salwa and Rumaithiya (Table ‎2.1).The Kuwaiti government strategy is to build many schools in all the areas, to make it easier for parents to drop their children. According to the National Report (June 2008), there are 773 public schools in Kuwait (Table ‎2.2).


[bookmark: _Ref377170746][bookmark: _Toc377281179]Table ‎2.1: The areas under each governmental directorate in Kuwait
	
	Governmental  directorates

	
	Ahmadi
	Jahraa
	Hawalli
	Aasma
	Farwaniya
	Mubarak Al-Kabeer

	Sub-areas
	Subahiya
	Naeem
	Salmiya
	Showaikh
	Abraq Kheataan
	Adan

	
	Dahar
	Taimaa
	Rumaithiya
	Faiha
	Janob Kheataan 
	Qosour

	
	Um-Al-Haiman
	Sulaibiya
	Bayan
	De’ia
	Jleeb-Shuokh
	Qurain

	
	Ahmadi
	Oyoon
	Hawalli
	Abdaullah-Al-Salem
	Andalus
	Mubarak Al- Kabeer

	
	Hadiya 
	Casear
	Salwa
	Roudah
	Rabya
	Sabah-Al-Salim

	
	Reqqai
	Waha
	Mishref
	Qadsiya
	Ardiya
	

	
	Jaber Al-Ali
	Jahraa
	Heteen
	Khaldiya
	Ferdous
	

	
	Ali-Suabah Al-salem
	Naseem
	Jabriya
	Kaifan
	Farwaniya
	

	
	Abu Halaifa
	
	Shaab
	Sulaibikhat
	Rehab
	

	
	Zour
	
	
	Doha
	Omeriya
	

	
	Fahaheel 
	
	
	Qortuba
	
	

	
	Munqaf
	
	
	Surra
	
	

	
	
	
	
	Qairawan
	
	

	
	
	
	
	Yarmouk
	
	

	
	
	
	
	Shamia
	
	

	
	
	
	
	Nuzha
	
	

	
	
	
	
	Dasma
	
	

	
	
	
	
	Qairawan
	
	


Source: www.moe.edu.kw
As presented in Table 2.2  total number 0f kindergarten  schools is 195 with 1746 class rooms, the number of elementary schools 249 with 5658 classrooms,  the number of intermediate schools is 199, with 4474 classrooms , and the number of high school is  130, with  2523 classrooms.   Regarding the teaching staff  4684 at the kindergarten level, 20310 at the elementary school level, 14463 at the intermediate school level, and 10913 at the high school level.  
[bookmark: _Ref377218888][bookmark: _Toc377281180]Table ‎2.2: Components of Kuwaiti education system
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[bookmark: _Toc264455787][bookmark: _Toc376522306][bookmark: _Toc376811759][bookmark: _Toc377347864]School management and hierarchy
A typical school hierarchy consists of a Head Master, Vice/Deputy Head Master, Head Teachers of the different subjects, and Administration, which consists of secretaries, student affairs, social workers, librarians, security etc. The Head Master is the head of the school and has different tasks such as overseeing the school’s staff and daily activities in addition to liaising with the educational district and the Ministry of Education. S/he holds weekly meetings with the staff to discuss different issues facing the running of the school and is accountable for the school’s overall performance.
The Vice Head Master is the second most important person in the school who can be classified as the middle-manager and has different tasks such as overseeing the teachers’ work and attendance besides overseeing students’ attendance (and absence) and scheduling classes.
There are typically several Head Teachers whose work is to supervise and oversee the teachers’ work every day, attend their classes, check the written work, check exams and quizzes and hold weekly meetings to discuss different issues.
Then there are several teachers for the different subjects and the numbers vary depending on the size of the school. Their primary role is to teach, correct books, set examinations, etc.
Lastly, the school hierarchy includes administration, which includes secretaries, student affairs, social workers, librarians, security etc.
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The chapter presented the research background and the context of the educational system in Kuwait and of particular importance to note was the declining educational systems and standards in the GCC, including Kuwait (Shaikh, 2009). This gave rise to Kuwait’s Parliamentarians advocating reform within the educational sector, with others insisting on gender segregation right through to the university level (EIU, 2008). It was noted that despite the free public educational system in Kuwait, many parents opt for private education and pay huge fees in order as to give their children a better educational foundation compared to the public school system. There has been pressure to reform the educational system, with the World Bank criticising the region’s education system, which has failed to provide graduates with analytical and problem-solving skills. The importance of the role of school heads was identified, and in particular their ability to influence teachers’ commitment and overall educational outcomes.
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Leadership is a widely studied area, butas Fairhurst (2007) attests, the area remains fraught with tension, ambiguity and uncertainty, and there is still little illumination particularly regarding leadership within specific fields such as the educational sector and its importance and impact on the learning outcomes of schools in developing countries such as Kuwait. Although the topics of educational management and leadership have generated a great deal of scholarly interest internationally over the years, it is noted that leadership in education has not been an area subjected to rigorous empirical investigation and knowledge accumulation, particularly in developing countries.
The early approaches to the study of leadership focused on leaders’ traits and after the Second World War, attention shifted towards leadership styles. From the 1980s the focus was very much on management rather than on leadership, but it is believed that the 21st Century is a time of renewed interest in the latter (Storey, 2004; Grint, 2005), with more focus on how it relates to the educational sector, as education becomes increasingly important in the globalized world. Transformational approaches to leadership in particular have increasingly been advocated for schools because of the need to reform and improve students’ achievements(Leithwood and Jantzi, 2010). 
The proponents of transformational approaches to educational leadership (Silins, 1994; Geijsel et al., 2003; Tickle et al., 2005; Pounder, 2008; Leithwood and Jantzi, 2010) advocate that transformational leadership contributes to a range of organisational outcomes, including staff satisfaction, commitment, and the capacity of teachers to develop new approaches to education. Nevertheless, there appears to be much less evidence about whether transformational leadership actually leads to changes in teaching, learning, and school organisation and results in enhanced student learning outcomes and student engagement, and hence the need to study transformational leadership’s effectiveness as it relates to schools in developing countries such as Kuwait.
It is believed that principals or school heads are in a unique position to change the way schools conduct their work, mobilize and motivate teachers to develop new approaches to teaching and learning. Increasingly, school principals have been encouraged to adopt transformational approaches to leadership that may be appropriate for schools faced with demands for reform (Leithwood and Jantzi, 2000). Those principals who are keen on improving the quality of students’ learning do so by changing how teachers work and students learn (Hopkins et al., 1994; Leithwood and Sun, 2012), which is implicitly affected by the quality of their leadership, and hence the importance of  studying the role of transformational leadership in schools.
This study extends current research on transformational leadership by examining the role and influence of transformational leadership of public school principals on teachers’ satisfaction and students’ academic achievement. In particular, the study examines the mechanism through which transformational leadership influences schools’ outcomes, an area that has received little research (Leithwood et al., 2010). Whilst several models have tried to depict the direct relationship between school heads and students’ outcomes, more recently researchers started to use mediated-effects models, which hypothesize that leaders achieve their effect on school outcomes through indirect paths (Bruggencate et al., 2012), which is the gap that this research seeks to address. Bruggencate et al.(2012) further observed that there was great diversity in the different models of school leadership, such as instructional, transformational, and strategic leadership, which focus on specific sets of leadership activities, and conceptual diversity might have given rise to the failure to give conclusive answers to key questions in research on the role of school leaders in students’ outcomes.
This study aims to contribute to the existing scholarly debate on the question of whether transformational leadership matters in the performance and outcomes of public schools in developing countries in view of the importance of contextual factors, particularly the strong central role played by the societal and organisational cultures, and the government, in developing countries. Although considerable conceptual and methodological progress has been made, little is known about the paths through which school leaders can enhance organisational and student outcomes and about the interplay with contextual factors (Krüger et al.,2007). Furthermore, such studies have largely been conducted in Western countries and developing countries remain unexplored, and their contextual factors may be different and have significant impacts on the manner in which public schools are led.
This study therefore seeks to explore the role of transformational leadership by school heads on students’ achievement in a developing/GCC country context. The prescription of management and leadership models to the public sector is something that has not been widely applied. Focusing upon public schools in Kuwait represents an ideal opportunity to investigate the role of transformational leadership in these schools given policy emphasis upon improving failing schools. However, before discussing transformational leadership in more depth, the leadership phenomenon must be clearly defined for the purposes of this study. In the transformational leadership model Bush (2003) links three leadership models to his ‘collegial’ management model. The first of these is ‘transformational leadership’. This form of leadership assumes that the central focus of leadership ought to be the commitments and capacities of organizational members. Higher levels of personal commitment to organizational goals and greater capacities for accomplishing those goals are assumed to result in extra
effort and greater productivity (Leithwood et al., 1999:9).
Leithwood (1994) conceptualises transformational leadership along eight dimensions:
• building school vision;
• establishing school goals;
• providing intellectual stimulation;
• offering individualized support;
• modelling best practices and important organizational values;
• demonstrating high performance expectations;
• creating a productive school culture; and
• developing structures to foster participation in school decisions. 
The transformational model is comprehensive in that it provides a normative  approach to school leadership, which focuses primarily on the process by  which leaders seek to influence school outcomes rather than on the nature or   direction of those outcomes. However, it may also be criticized as being a vehicle for control over teachers and more likely to be accepted by the leader than the led (Chirichello 1999). Allix (2000) goes further and alleges that transformational leadership has the potential to become ‘despotic’ because of its strong, heroic and charismatic features. He believes that the leader’s power ought to raise ‘moral qualms’ and serious doubts about its appropriateness for democratic organizations. Caldwell and Spinks (1992:49-50) argue that transformational leadership is essential for autonomous schools:
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Within the voluminous literature on leadership of effective schools and school improvement, there is a bewildering array of theories, models and strategies for aspiring and serving head teachers. As the importance of leadership has grown, so have the number of studies that purport to explain effective leadership practice and to offer theories about it (Silins, 1994; Leithwood and Jantzi, 2000). Rather than increasingly succinct and defined concepts, the plethora of studies have made effective leadership increasingly complex and vague. Competing theories of leadership exist and by association there are alternative views concerning who leads within a school and how such leaders are best prepared or trained (Allix, 2000; Copland, 2003). However, it should be acknowledged that some of the variety in definitions is attributable to legitimate differences rooted within the different perspectives adopted by the researchers. The concept of transformational leadership was first proposed in the 1970s and described as a process in which:
‘Leaders and followers raise one another to higher levels of morality and motivation. Transforming leadership ultimately becomes moral in that it raises the level of human conduct and ethical aspiration of both the leader and the led, and thus it has a transforming effect on both’. Burns (1978, p.20)
These leaders seek to raise the consciousness of followers by appealing to ideals and moral values; they also motivate followers to transcend their own immediate self-interest for the sake of the mission and vision of the organisation. This is an onerous task in view of the fact that the complete dominion of market forces in all aspects of life (i.e. the economic model underpinning modern society) has produced people motivated by self-interest and personal enrichment rather than transcendent vocational values (which permeated the teaching profession in particular in traditional societies); in the West workers can be compelled to prioritize organisational goals as it will affect their personal goals (e.g. bonuses, promotion or fear of discipline), but in Kuwait it is difficult to discipline Kuwaitis or dismiss them from work because of protective labour laws(Al-Enezi, 2002).
As noted by Alix (2000), Burns (1978, p.26) carved distinctions between subjective/value and objective/factual realms, and attempted to align these dimensions in a general theory of leadership, although this was based on a fundamentally empiricist epistemology(Lee and Lings, 2008). This strict separation of the world into objective facts and subjective values has been influential in shaping modern thinking in the social sciences generally, and has had a profound impact on theorizing in educational administration in particular (Evers and Lakomski, 1991).
Bass (1985) developed the work of Burns (1978) further and described transformational leadership as the development of followers to function independently. Bass (1985) suggested that transformational leadership can be measured in terms of the influence the leader has on followers. He also described the transformational leader as one who empowers followers, and motivates them to perform beyond their expectations and work on well-known plans and collective goals. It is argued that schools may be one of the most important settings that need transformational leadership for the sake of educational development. This thesis subscribes to the view that school improvement is not a technocratic science, but rather a process of seeking ever better ways of embodying particular educational values in the working practices, including management structures, of particular schools.
The word transformation is used in everyday terms to mean a change in appearance and substance, or metamorphosis. The word ‘transform’ has several meanings depending on the context in which it is used. The general connotation of ‘transform’ is to change the structure, nature or character of a thing of person.
It ought to be acknowledged that people’s personalities are not easy to change and this is what makes leadership of schools or any complex organisation extremely difficult. Although there are competing definitions of transformational leadership, this thesis takes the view that within the field of leadership concerning the educational sector, transformational leadership is about increasing awareness of what is right, good, important, and helping to elevate followers’ needs for achievement and self-actualization. It is about fostering in followers higher moral maturity, and motivating followers to go beyond their self-interests for the good of their group, organisation, or society (Bass, 2000); good leadership significantly concerns the ability to cope with change. This definition brings to the fore the importance of transformational leadership, which can be very effective in bringing about the desired learning outcomes from schools.
One of the confusions in management literature is that management is frequently used interchangeably with leadership, yet there are subtle differences that need to be highlighted.
Transformational leadership
Bush (2003) links three leadership models to his ‘collegial’ management model. The first of these is ‘transformational leadership’. This form of leadership assumes that the central focus of leadership ought to be the commitments and capacities of organisational members. Higher levels of personal commitment to organisational goals and greater capacities for accomplishing those goals are assumed to result in extra effort and greater productivity (Leithwood et al., 1999:9). Leithwood (1994) conceptualises transformational leadership along eight dimensions:
• building school vision;
• establishing school goals;
• providing intellectual stimulation;
• offering individualised support;
• modelling best practices and important organisational values;
• demonstrating high performance expectations;
• creating a productive school culture; and
• developing structures to foster participation in school decisions.
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Not all leaders are managers, nor are all managers leaders, yet Kotter (1990) noted that many organisations still fail to acknowledge the difference between leadership and management. According to Robbins and DeCenzo (2003), the differences are in how they came to be managers or leaders, and what they do as managers or leaders. In order to identify the differences between leadership and management, the primary function of each must be examined. Kotter (1990) described the difference between leaders and managers thus: ‘leadership complements management, it doesn’t replace it … strong leadership with weak management is no better and sometimes worse than the reverse’. This means that both leaders and managers are important and needed in an organisation. However, it is noted that managers ought to have good leadership qualities as well. They should be helped to deal with the realities of their job through management of their time and development of better leading and negotiating skills.
Kotter (1990) noted that leadership can produce useful change whilst management can create orderly results, which keeps something working efficiently. The difference therefore is in terms of focus on effectiveness and efficiency by leaders and managers, respectively. However, this does not mean that management is never associated with change; in tandem with effective leadership, it can help produce a more orderly change process. Nor does this mean that leadership is never associated with order; to the contrary, in tandem with effective management, an effective leadership process can help produce the changes necessary to bring a chaotic situation under control. This means that both leadership and management are necessary for an organisation to function properly. This point was reinforced by Gosling and Mintzberg (2003), who commented that leadership without the foundation of good management can be destructive. 
One widely influential view compares management with leadership, often in the latter’s favour: whereas managers are concerned with today, with delivery, targets, efficiency, utilization, and authority, focusing on internal organisational issues, on control and on doing things right; leaders are held to be oriented to tomorrow, to development, to direction, to purpose and vision, and to innovation. They focus on external issues, facilitation, empowerment and doing the right thing. Kotter (1990) has argued that organisations needing to promote both stability and change require both leaders and managers. Leading change is the focus of leaders, who need to increase urgency, build a guiding team, get the vision right, communicate for buy-in, empower action, create short-term wins, not let up, and make change stick. In an interview with Manocha (2004), Kotter noted that many organisations still fail to acknowledge the difference between leadership and management. The differences between leadership and management are summarised from the perspective of functions performed by each as shown in Table ‎3.1.
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	MANAGEMENT
	LEADERSHIP

	Planning; setting targets
Identifying steps to goal achievement and allocating resources to achieve them
	Envisioning; setting direction
Creating a vision for the future along with strategies for its achievement

	Organising – creating a structure
Identifying jobs and staffing requirements, communicating the plan and delegating responsibility to those job holders for carrying them out
	Aligning people
Communicating the vision and marshalling support; getting people to believe the management and empowering them with a clear sense of direction, strength and unity

	Controlling and problem solving
Installing control systems to direct deviations from the plan, the purpose being to complete routine jobs successfully
	Motivating and inspiring
Energising people through need, fulfilment and involvement in the process, including supporting employees’ efforts, and recognising and rewarding their success. Coordination occurs through strong networks of informal relationships.


Source: Kotter (1990) adapted from Chell, 2001
It can be noticed that the headings in the management column follow closely the classical view of the functions managers perform, whereas the headings that describe the leaders’ qualities and roles include a number of those identified from the observation studies, including the informational roles and a number of generic competences put forward by Boyatzis (1982).
In comparing management with leadership, Kotter (1990) says that management is about dealing with complexity: drawing formal plans, designing organisational structures, and monitoring outcomes, whereas leadership is about coping with change. Leaders establish direction by developing a vision, which they then communicate to followers and inspire them to overcome obstacles. House and Aditya (1997) concur and say that managers use formal authority to obtain compliance from organisational members. Management consists of implementing the vision and strategy provided by leaders, coordinating and staffing the organisation, and handling day-to-day problems. While both management and leadership promote organisational effectiveness, most companies are over-managed and under-led. A distinction can therefore be made between management and leadership, but they cannot be separated. 
Within the context of leadership in the educational sector, Krüger (1995) argues that educational leadership is seen as developing strategies so that a variety of management instruments can be used to achieve a school’s most important primary task: the desired student results (Krüger, 1995). An educational leader then is someone whose actions (both in relation to administrative and educational tasks) are intentionally geared to influencing the school’s primary processes, andthereforeultimately students’ achievement levels.
For the great part of the earlier studies, the concepts of management and leadership were interchangeably used (Kent, 1999). However, in the recent past, there seems to be greater convergence on the notion that management is about creating organisation, order and stability and effective use of resources (people, capital and information technology), whilst leadership is about creating energy, thrust, alignment, focus, commitment and unifying people towards the pursuit of a common vision (Kouzes and Posner, 2010). Confusion has been created by different levels of analysis and by a wide divergence in definitions. However, much room still remains for clarity and precision.This leads us to the different theories of leadership so that we can begin to appreciate the evolution that has taken place in leadership studies.
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From the trait theory perspective, leadership or management is seen as something embedded in individuals. Debates continue as to whether particular traits are born or bred, the underlying assumption being that certain people possess innate characteristics that make them better leaders than others (Stogdill, 1974). This search for characteristics that differentiate leaders from non-leaders occupied the early psychologists who studied leadership. The approach involved identifying the traits (psychological and physiological) of successful leaders, often in war situations, and highlighting those qualities that appeared to correlate with their success as leaders. For example, this perspective held that leaders were typically tall, having integrity and good social skills. However, research efforts at isolating these traits were unsuccessful as it was not always possible to specify which of a large number of traits were appropriate for effective leadership (Thorpe et al., 2007). Additionally, the traditional concept of leadership is ill-fitted to modern organisations in terms of gender, interpersonal relations and roles.Kirkpatrick and Locke (1991) suggested six general traits that distinguish leaders:
1. Drive – This trait includes a group of five motives (achievement, ambition, energy, tenacity and initiative) that reflect a high effort level.
2. Leadership motivation – Leaders must have a strong desire to influence and lead others. They must be willing to assume responsibility.
3. Honesty/Integrity – Without these virtues, leadership is undermined. Honesty and integrity form the foundation of a trusting relationship between leaders and followers.
4. Self-confidence – A person without confidence will not be able to make the difficult decisions required of a leader or instil trust and support for decisions from followers.
5. Cognitive ability – Leadership is a difficult job. Leaders must possess a level of intelligence high enough to possess large amounts of information and formulate strategies and solve problems.
6. Knowledge of business – In-depth knowledge of the business allows leaders to make well-informed decisions and understand their consequences.
The problem of course arises when considering just how desired personality traits maybe developed and how the observations can be adapted to different contexts or cultures. Robbins and DeCenzo (2003) contend that attempts to identify traits consistently associated with leadership have been more successful and some of the problems of the trait theory have been overcome, and recent thinking has identified other successful leaders who succeed in transforming their organisation from ‘good to great’ as quiet, modest, shy and unassuming, yet they combine these characteristics with a fierce professional will to succeed which they transfer to their teams, with spectacular results (Collins and Porras, 1994).
While there has been a resurgence of interest in identifying generic personality traits possessed by effective leaders (Robbins and DeCenzo, 2003), leadership is inextricably linked to follower thinking, feelings, and behaviour and this led to other approaches that consider the behavioural styles of leaders.
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The influential Ohio Studies (Fleishman et al., 1955), the initial studies of leadership behaviours, considered ‘initiating structure’ and ‘consideration’ as key components of leadership, which with the Michigan studies can be taken to imply a concern for task and a concern for people. Blake and Mouton (1964) further developed the Ohio Studies and devised a managerial grid with 81 possible styles comprising of two factors labelled concern for production and concern for people. They view the leaders as being capable of selecting from among these styles. They said that leaders could be classified according to whether they prioritized work or people: a focus on the former leads a person to emphasize results, order, speed and quality; while a focus on the latter emphasizes the needs and feelings of people. They concluded that the optimum leader has maximum concern for both people and production (Luthans, 1995).From the above discussion, it would appear that the most effective leader is one who is attentive to both the task and socio-emotional/relationship dimensions of leadership.
In this perspective on leadership, the leader’s influence is paramount in success,as opposed to accepting that subordinates should always have an influence on work decisions. The research studies often depict a continuum of styles whereby at one end the leader tells or sells to subordinates what the leader thinks are the important priorities, whilst at the other end the leader abdicates responsibility to subordinates. On balance, the research suggested that leaders would be most effective when adopting a consultative style that balanced the views of subordinates with their own views. However, in the majority of research studies, the margin of error was really quite large and there was little definitive proof that one style was in fact much more successful than others, even though, for many, the quality of working life might have been improved. In later years, this stream of research on style was extended to incorporate a contingency component that stressed the importance of striking an appropriate balance between a concern to achieve tasks and a concern for those individuals undertaking them, dependent on the organisational context and circumstances at the time. Managers todayremain familiar with Blake and Mouton’s (1985) Managerial Grid(Thorpe et al., 2007).
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Other theorists have tried to develop more contingent theories of leadership, especially ‘situational’ theories of leadership, which have stressed the need to adapt the leader’s style to the demands of the situation. However, most also focused on the leader of the small group and the situation of his or her ‘followers’, seen in terms of their maturity or the leaders’ position power or relationship with their followers (Fiedler, 1967, 1996; Hersey and Blanchard, 1982). These theories of leadership still base their ideas on the foundation that leaders are either task-oriented or relationship-oriented, but they add the dimension of the situation (i.e. context).
This approach to leadership brought into play even more variables that would predict the best choice of leadership style. The variables considered included the personality of the leader, the nature and urgency of the task to be completed, the dynamics of the context, and the personality of subordinates being led (Fiedler, 1967). 
Later writers (e.g. Conger, 2004) went further, suggesting that leadership styles might also need to change depending on the maturity of the group or team, with early engagement potentially requiring more autocratic styles, but familiarity and experience of working together allowing a more participatory style. This approach may be one that many schoolteachers readily recognise as they seek to stamp their authority on a new class but relax and become less autocratic as patterns of work become more established. 
Currie et al. (2005) argue that a school is a professional bureaucratic context that significantly influences possibilities for leadership. They attest that leadership in schools is ‘best described as representing a contingency approach’ (Curie et al., 2005, p.289). Within the contingency approach enacted by school principals, more than the policy preferred transformational approach, moral and professional approaches to leadership are evident, which ‘sit comfortably with the teaching and learning ethos thoroughly imbued into educational professionals, by training and experience, long before they are charged with leadership responsibilities beyond the classroom’ (ibid., p.291).These studies on situational leadership style seem to support the argument that the authors were studying management rather than leadership.
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Charisma is an elusive concept concerning the quality of personal magnetism or attraction which some leaders have for their followers (House, 1977). The same author opened up the study of charisma to behavioural experimentation and survey research. Conger and Kanungo (1998) extended the applications of the concept of charisma. Charismatic leadership theory asserts that followers attribute extraordinary or heroic abilities to persons who exhibit the following behaviours: extremely high confidence, dominance, and strong convictions. Thus charisma is an individual personality quality in which the leader is considered extraordinary and treated as endowed with supernatural powers or qualities (Weber, 1978), and charismatic leaders have a profound emotional effect on followers (House, 1977).
According to Howell and Avolio (1992), followers place inordinate amount of confidence and trust in charismatic leaders. Charismatic leadership, the ‘strongest single predictor of leadership outcomes’ (Simons, 1999, p.90), is based on admiration and respect and is grounded in trust, honesty, and credibility of the leader. From the above view of charismatic leadership, it would appear that followers believe in the leader with whom they have similar beliefs. Followers believe that charismatic leaders have attributes that can effectively resolve organisational problems. The need for change provides an opportunity for the leader to articulate an ideological vision that may be endorsed by followers without being criticized (Nahavandi, 2000).
The concept of charismatic leadership causes confusion and it is difficult to integrate it within the concept of transformational leadership. However, one thing that emerges is that charismatic leadership may not necessarily transform followers, but instead train them to blind obedience or habituated subordination. Furthermore, there is little empirical evidence for continued use of the concept of charisma, particularly as it is related to the educational field(Nahavandi, 2000).
However, this charismatic approach to leadership led to a period in which the focus of much of the leadership research was on the qualities of the ‘heroic CEO’, and it failed to produce compelling results as it tended to be Western-focused (Alimo-Metcalfe, 1995).Additionally, the theory failed to significantly transform organisations. This ‘rediscovery’ of the idea of leaders as inspirational, visionary and charismatic had and still does have much attraction for researchers, and a range of instruments have been devised to analyse this, the most well-known of which is the Multifactor Leadership Questionnaire (MLQ) (Avolio and Bass, 2004).
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It was not until 1978 that Burns (1978) attempted to differentiate management from leadership when he separated transactional from transformational leadership. This concept was developed during the 1980s, principally as a response to dissatisfaction of prevailing views of leadership or management styles and a concern that leaders were too bogged down in detail to provide the inspiration needed in challenging times(Bennis, 1984). As part of a ‘new paradigm’, transactional approaches to leadership are usually based on a clearly understood bargain being struck between leaders and subordinates who are clear about the rewards they can expect to receive for certain actions or behaviours taking place. Leaders therefore promise rewards for effort, with an underlying assumption that individuals will work for self-interest (Bowey, 1982)to gain the rewards offered. The transactional image of leadership refers to exchange relationships between the leaders and their followers. Transactional leadership ‘occurs when one takes the initiative in making contact with others for the purpose of an exchange of valued things’ (Burns, 1978, p.20). Each enters the transaction because of the expectation to fulfil self-interests, and it is the role of the leader to maintain the status quo by satisfying the needs of the followers (Bogler, 2001).
Transactional leaders cater to the self-interests of their constituencies by means of contingent reinforcement, positive in the case of constructive rewards, praise and promises for constituents’ success in meeting commitments to the leader and/or the organisation. The reinforcement is aversive in the case of follower failure to meet commitments, and such aversive reinforcement corrects the follower, such as by means of negative feedback (Bass, 1999). 
Transactional leadership involves a common purpose, but this is only advanced through the exchange process. The leader and the follower will go in different directions because their relationship depends on this process. Transactional leadership does not ‘bind the leader and follower together in mutual and continuing pursuit of a higher purpose’ (Burns, 1978, p.20). Because transactional leadership does not bind leaders and followers in any enduring way it results in a routinized, non-creative but stable environment (Silins, 1994).
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There is an emerging body of knowledge relating to what is referred to as distributed leadership. This concept does not fit easily with most of the research, which tends to focus on what individual leaders should learn to do to improve their performance. What an insight into distributed leadership provides is an understanding of how leaders at all organisational levels are able to use influence and how influence might be seen within organisations as part of work practice and the deployment of talent (Thorpe et al., 2007). In essence, distributed leadership is ‘where leadership is distributed and understood in terms of shared activities and multiple interactions’ (Harris et al., 2007, p.345).
The conceptual beginnings of distributed leadership can be traced back at least to the organisational theory developed in the 1960s. McGregor’s (1960) Theory X and Y assumptions about human motivation, for example, were fundamental to a whole generation of scholarship on educational administration (Campbell et al., 1971). McGregor suggested that Theory X leaders view people as lazy, work avoidant, and deviously opportunistic, and so have a fundamental distrust of employees, leading to tight controls, close supervision, and heavily centralized authority with little opportunity for employee involvement in organisational decision-making. Theory Y leaders, by contrast, view people as basically honest, industrious, responsible, and willing to take initiative, and as such are more inclined to delegate authority, share responsibility, and enable employee participation in making various organisationa0l decisions. From Theory Y, which represents the enlightened, humanistic or democratic style (Luthans, 1995) and associated human relations perspectives followed notions about how the individual leader’s practice can transform the organisation not by mandate through channels of formal authority, but by inspiring followers’ commitments to a greater shared purpose.
Distributed leadership is characterized by interdependence and the complementary overlapping of responsibilities and coordination, and the management of interdependencies. Leadership is distributed through the work of people working together for the good or otherwise of an organisation. However, there is no certainty that people will align their efforts for a common good. This of course poses a difficulty for those appointed into leadership roles, because in many cases leaders cannot directly influence others but instead need to use a range of mediating means. Distributed leadership is in many ways the antithesis of hero leadership, where a single individual is reified as the saviour of the firm. Hero leadership dominates so much of the leadership literature, particularly the academic literature from North America, where the highly individualistic Anglo-American culture serves to reinforce the view that individuals matter more than collectives (Hofstede, 1991). It is argued that unique contextual issues need to be considered when studying leadership particularly in countries such as Kuwait where the culture is different (e.g. collectivist-oriented) from that of the Western countries.
Gronn (2002) offers a view of distributed leadership as comprising ‘concertive action’, suggesting that distributed leadership is imbued with the additional dynamic which is the product of collective activity focused on well-articulated shared goals, in contrast to a view of distributed leadership as ‘numerical or additive action’, which is the aggregated effect of a number of individuals contributing their individual initiative and expertise in different ways to a group or organisation.
In an important contribution, Elmore (2000) sets out a framework for understanding the reconstruction of leadership roles and functions around the idea of distributed leadership in the service of large-scale instructional improvement. A system-level perspective, this new perspective is rooted in principles of distributed expertise, mutual dependence, reciprocity of accountability and capacity, and the centrality of instructional practice. 
Elmore (2000) identifies five leadership domains— policy, professional, system, school and practice— each encompassing multiple actors, and develops a robust understanding of leadership functions associated with each domain. In this way, Elmore (2000) pushes the field to relocate the authority and responsibility for improving teaching and learning, separating it from the sole control of those ‘up the chain’ of the administrative hierarchy, and embedding that authority and responsibility in the daily work of all those connected to the enterprise of schooling. Elmore’s work sets the stage for a deeper conceptual discussion of distributed leadership as it applies to schools. It is clear that scholars understand that distributed leadership is collective activity, focused on collective goals, which comprises a quality or energy that is greater than the sum of individuals. An important aspect of distributed leadership rests on expertise rather than hierarchical authority. Related to deconstruction of role boundaries is the idea that numerous, distinct, germane perspectives and capabilities can be found in individuals spread throughout an organisation. 
Bennettet al. (2003) found that conceptions of distributed leadership involve recognizing expertise rather than formal position as the basis of leadership authority in groups. This conception implies a rather different organisational power base than that typically understood inside schools. Instead of primarily centring on the principal, the expert knowledge and skills necessary to exercise leadership for the improvement of teaching and learning resides within the larger professional community (Wenger, 1998). Many, rather than few, have a share of responsibility for the shared purpose, a view of leadership requiring the redistribution of power and authority toward those who hold expertise, and not necessarily privileging those with formal titles. 
Distributed leadership also implies a need for rich expertise with approaches to improving teaching and learning among all those working in the school, inclusive of role. If distributed leadership is most centrally manifested in the direct interaction between professionals with expert instructional ability and students, this requires all who work with children in any way to engage in the development of then necessary professional knowledge, skills and attitudes to consistently deliver on that promise.
James et al. (2007) showed how distributed leadership has been embraced in the teaching profession, requiring the collaboration of the many as opposed to the few, whereby leaders are beginning to be seen more as leading learners. Significantly, there is now growing evidence of the value of an understanding of this perspective on leadership and organisations that experience positive outcomes (Harris, 2008). 
Developing capacity building, which is the process of creating and sustaining professional communities, depends according to Stoll and Bolam (2005) ‘in the long run on those in senior school roles being prepared to implement policies of distributed leadership’ (p.61). They conceded the need to have distributed leadership in schools, but remarked that it was important to have more information about the specific things that principals do to share leadership. Very little attention has been devoted to assessing or developing the capacities of potential co-leaders, such as department chairs, to participate in models of collaborative leadership (Spillane and Louis 2005; Wahlstrom and Louis, 2008), and this is greatly needed.
However, the difficulty of introducing distributed leadership might be more pronounced in high power-distance cultures such as Kuwait where leaders might not be willing to share leadership with subordinates for a variety of reasons ranching from negative attitudes leaders have towards foreign employees who constitute the bulk of employees, to the fear of being viewed as a weak leader (Tayeb, 1997; Hofstede, 1991). Although distributed leadership is commonly offered as curative for the problems of top-down management, it creates problems for functionalist managers as ideas are supposed to flow uni-directionally from the top of the organisations to the bottom. For this and other reasons, this study instead focuses on transformational leadership and in particular the mechanisms through which transformational leadership enhances academic outcomes.
[bookmark: _Toc309137246][bookmark: _Toc376522319][bookmark: _Toc376811773][bookmark: _Toc377347878]Transformational leadership
There is a paucity of research examining the application (or even awareness) of transformational leadership in the public sector in general, and the deficiency becomes more pronounced in the realms of education and developing countries. This is an unsatisfactory situation given the importance of education and intellectual capital in any society if it is to gain competitive advantage. Given the dearth of studies on transformational leadership in the classroom context, research specifically addressing the topic represents a landmark study (Pounder, 2003).
Transformational leadership integrates ideas from trait, style and contingency approaches of leadership and also incorporates and builds on work of sociologists such as Weber (1947) and political scientists such as Burns (1978). The general notion is that when the job and environment of the follower fail to provide the necessary motion, direction and satisfaction, leaders’ behaviour can effectively compensate for the inherent organisational deficiencies (Den Hartog et al., 1997).
In his seminal publication, Burns (1978, p.20) argued that transforming leadership ‘…occurs when one or more persons engage with others in such a way that leaders and followers raise one another to higher levels of motivation and morality’. They do this, as Bennis and Nanus (1985) subsequently explained, by developing a vision for the organisation, developing commitments and trust among workers, and facilitating organisational learning. Through these and other behaviours, Bass (1995, p.467) added that transforming leaders: 
‘…convert followers to disciples; they develop followers into leaders. They elevate the concerns of followers on Maslow’s need hierarchy from needs for safety and security to needs for achievement and self-actualization, increase their awareness and consciousness of what is important, and move them to go beyond their own self-interest for the good of the larger entities to which they belong. The transforming leader provides followers with a cause around which they can rally’.
Alimo-Metcalfe and Alban-Metcalfe (2001) found that managers perceived transformational leadership in terms of a genuine concern for others; political sensitivity and skills; decisiveness, determination and self-confidence; integrity, trustworthiness, honesty and openness; empowering and developing potential; inspirational networking and promotion; accessibility and approachability; clarifying boundaries and involving others; and encouraging strategic thinking. Transformational leaders raise the awareness of their constituencies about what is important, and they increase concerns for achievement, self-actualization and ideals. They move followers to go beyond their own self-interests for the good of their group, organisation or community, country or society as a whole (Bass, 1999).
Bass and Avolio (1993) significantly developed transformational leadership based on a ‘two-factor theory’, with transformational and transactional leadership practices conceived of as two ends of a continuum (Sun and Leithwood, 2012). According to these authors, most leaders engage in practices at both ends but evidence has suggested that transformational practices augment effects above transactional leadership alone. 
The transformational leader focuses on the self-concept of the employee and the employee’s sense of self-worth, and encourages the follower to build a self-concept that identifies with the leader’s self-concept and mission. While the transformational leader motivates subordinates to perform as expected, the leader typically inspires to do more than originally expected. Striving for consistency, the follower is motivated to exert extra effort to match the followers’ own self-concept and mission with the perceived expectations of the leader and thereby raises his or her own sense of self-worth as a consequence (Shamir et al., 1993).
The dynamics of transformational leadership involve strong personal identification with the leader, joining in a shared vision of the future, or going beyond the self-interest exchange of rewards for compliance (Hater and Bass, 1988). Yammarino and Bass (1990) note that the transformational leader articulates a realistic vision of the future that can be shared, stimulates subordinates intellectually, and pays attention to the differences among subordinates.
Leithwood and Jantzi (1990, 2008) applied transformational leadership to education, offering an understanding of transformational leadership that focused school leaders’ attention on the use of facilitative powers to construct strong school cultures in which leadership is manifested through other people, not over other people (Leithwood, 1992). Their model of leadership approaches adopts the richer conception of transformational leadership (Bryman, 1992). However, it should be noted that their study was conducted in a context that did not exhibit the type of transformation driven by policy-makers observed in Kuwait. In addition, their study did not consider the paths through which the elements of transformational leadership influence schools’ outcomes.
Transformational leadership captures the fact that school administrators are subordinate to teachers, in the sense that they serve teachers and facilitate teaching and learning processes at the school level (Hoy and Miskel, 1996).Traditionally, school leadership has been primarily functionalistic in nature, with leaders’ values and actions influencing other people and processes within schools (Ogawa and Bossert, 1995). In contrast to more functionalist studies concerned with traits, position and behaviour, interpretive studies of educational leadership may be more useful in understanding the efforts to transform schools(Jantzi and Leithwood, 1996). Unlike many earlier theories of leadership, which emphasized rational processes, transformational leadership theory emphasizes emotions and values, attributes, importance to symbolic behaviour, and conceptualizes the role of the leader as helping, making events meaningful for followers (Yukl, 2002).Studies conducted from this perspective accept that schools are characterized by multiple goals, diverse instructional strategies, and relatively high degrees of teacher autonomy and proceed to understand how leaders function under such conditions (Hoy and Miskel, 1996).
The leader transforms and motivates followers by charisma, intellectual arousal and individual consideration. In addition, this leader seeks new methods of working, while trying to identify new opportunities versus threats and escaping from the negative aspects of the status quo by positively altering the organistional environment (Athayle, 2010).
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Transformational leadership models conceptualize school leadership along a number of dimensions (Bass, 1985). The full range leadership model by Bass and Avolio (1997)proposes that transformational leadership is identified by certain behaviours (also known as the 5 I’s) including idealized influence (attributes), idealized influence (behaviour), inspirational motivation, intellectual stimulation, and individualized consideration. The separation of idealized influence into attributed and behaviour aspects in the MLQ reflects the view that this  characteristic is demonstrated by leadership behaviour and is also a quality attributed to a leader by followers (Pounder, 2008).
Idealized influence (attributes) occurs when followers identify with and emulate those leaders who are trusted and seen as having an attainable mission and vision. Idealised attributes concern respect, trust and faith. Leaders must instil pride in others for being associated with them. They must go beyond their self-interests for the good of the group and act in ways that build the respect of others. They must display a sense of power and competence and make personal sacrifices for others’ benefit. Lastly, they must reassure others that obstacles will be overcome (Athalye, 2010). 
An idealized influence means that leaders behave as role models and are highly respected (Bass, 1985). Idealized influence (behaviour) refers to leader behaviours that result in followers’ identifying with leaders and wanting to emulate them, thus leaders serve as followers’ charismatic role models. Leaders must talk about their most important values and beliefs and specify the importance of having a strong sense of purpose. They must consider the moral and ethical consequences of their decisions and talk about the importance of trusting each other. Idealized influence describes leaders who are exemplary role models for subordinates. Leaders with idealized influence can be trusted and respected by associates to make good decisions for the organisation. This characteristic is a measure of the extent of followers’ admiration and respect for the leader.
Inspirational motivation is closely related to idealized influence. It is the degree to which the leader articulates a vision that is appealing and inspiring to followers. Leaders must behave in ways that motivate and inspire those around them by providing meaning and challenge to their followers’ work. They must talk optimistically about the future and talk enthusiastically about what needs to be accomplished. They must articulate a compelling vision of the future and express confidence that goals will be achieved. They must provide an exciting image of what is essential to consider and take a stand on controversial issues. Within the educational sector, transformational leaders should involve teachers in the development of a vision and goals for the school. Leaders with inspirational motivation challenge followers with high standards, communicate optimism about future goals, and provide meaning for the task at hand. Followers need to have a strong sense of purpose if they are to be motivated to act (Athalye, 2010).
Intellectual stimulation is the degree to which the leader challenges assumptions, takes risks and solicits followers’ ideas. It refers to behaviour that increases awareness of problems and influences followers to be innovative and creative by questioning assumptions, reframing problems, and approaching old situations in new ways. Thinking is stimulated at all levels about the organisation’s objectives and the means to meet them. Creativity, innovation, calculated risk-taking, and careful experimentation are fostered (Bass, 2000). To intellectually stimulate their direct reports, they can, for instance, reformulate the specific problem, turn to metaphors or analogies, imagine alternative states widen, shrink or split context, or uncover and challenge hidden, deeply rooted opinions and assumptions. Within the educational sector, intellectual stimulation is the extent to which teachers perceive that school leaders support and facilitate their professional growth. For such leaders, learning is a value and unexpected situations are seen as opportunities to learn. The followers ask questions, think deeply about things and figure out better ways to execute their tasks (Athalye, 2010).
Transformational leaders must suggest new ways and novel approaches of looking at how to complete assignments. They must encourage non-traditional thinking to deal with traditional problems and encourage rethinking those ideas which have never been questioned before and challenging the status quo. They must encourage problem reformulation, imagination, intellectual curiosity.
Individual consideration refers to leader behaviour that provides support, encouragement, and coaching to followers. Individual consideration is a measure of the extent to which the leader cares about the individual follower’s concerns and developmental needs. They treat each individual follower as having different developmental needs abilities, and aspirations from others (Bass and Avolio, 1997), therefore individual consideration requires spending time teaching and coaching. They must treat others as individuals rather than just as members of the group and help others to develop their strengths. They must listen attentively to others’ concerns and promote self-development (Bass and Avolio, 1997).
When leaders show individualized consideration, they focus on developing followers’ capabilities, provide information and resources, and give followers discretion to act (Bass, 1985; Avolio et al., 1999). Consequently, followers may be encouraged to try new and different approaches to their work, to operate independently, and develop their capacity to think on their own. It would appear that followers are valuable for transformational leadership and this leadership style attracted educationalists to adopt transformational leadership concepts and apply them to those schools particularly seeking reform (Alsaeedi and Male, 2013). This argument is further supported by Litz and Litz (2009, p.13) who concluded that: ‘Perhaps transformational models of organisational learning and leadership are exactly the sort required for educational systems to prosper in the modern global world’.
Transformational leadership in educational settings works through inspiring the school workforce to build a sense of efficacy, which leads to improved student outcomes (Alsaeedi and Male, 2013).Leithwood and Jantzi (2000) identified six main characteristics of educational leaders who are transformational: building school vision and goals, providing intellectual stimulation, offering individualized support, symbolizing professional practices and values, demonstrating high performance expectations, and developing structures to foster participation in school decisions. Each dimension is associated with more specific leadership practices and the problem-solving processes used by transformational leaders. The school workforce is persuaded to invent new strategies in classrooms and create initiatives that engage all students more fully with the learning experience. Leithwood and Jantzi (2000) followed a similar approach to Bass and Avolio (1997), except that they highlight some important management dimensions including staffing, instructional support, monitoring school activities, and community focus, which they reckon to be fundamental for organisational stability.
This thesis investigates these conceptions of transformational leadership and their relationship to teachers’ satisfaction, school performance and student achievement. As this list indicates, this model of school leadership focuses on the people involved and relationships between them. It requires an approach that seeks to transform staff feelings, attitudes and beliefs. The implication is that this model of school leadership entails building a consensus among the staff group, grounded in a common commitment to seek improvement. Common commitment of this kind requires a conception of leadership that is neither linked to status nor embodied in the actions of any single individual, but rather is dispersed or shared throughout the school and, as such, is available to everyone.
[bookmark: _Toc309137248][bookmark: _Toc376522321][bookmark: _Toc376811775][bookmark: _Toc377347880]3.5.2	School context
Studies that enquire only about the direct effects of school leadership on student outcomes tend to report weak or inconclusive outcomes because of the omission of mediating and/or moderating factors (Leithwood and Jantzi, 2000). Research evidence suggests that the effect of leadership on student learning outcomes is mediated by school conditions (purposes and goals, school structure and social networks, people, and organisational culture),and classroom conditions (Hallinger and Heck, 1998; Witziers et al., 2003; Banett and McCormick, 2004), amongst other factors.
Structure and organisation is defined as the nature of the relationships established among people and groups in the school and between the school and its external constituents. Multiple layers of leadership and influence operate simultaneously and in part are driven by policymakers’ concerns over educational accountability (Glasman and Heck, 1992). Leadership is thus:
‘linked to organisational roles and the networks of relations among roles because it is this network that comprises the organisational system. Structure and organisation also contribute to school effectiveness when they facilitate staffs’ work, professional learning, and opportunities for collaboration’. (Hallinger and Heck, 1998, p.173).
Organisational culture focuses on the importance of developing shared meanings and values and assumptions (e.g. student-centred priorities in schools) that shape members’ decisions and practices. Albeit the accumulated work on principal leadership, conducted within a variety of different cultural settings, has demonstrated the principal’s impact on a variety of school processes and outcomes, many details are lacking concerning how principals respond to their schools’ environmental contexts as they seek to shape organisational processes and outcomes. Moreover, it remains unclear how school leaders, through their interactions with others, contribute to shaping organisational processes and outcomes on a day-to-day basis. Principals should not only perform tasks related to coordination and evaluation of the educational system, but also in relation to further developing the educational system via transformation of the broader school culture. Therefore, a shared school culture is paramount to school outcomes, and collegiality, ‘empowered’ teachers, collaborative planning, and continuous improvement efforts characterize such cultures.
A more significant variable is classroom practice and classroom conditions, which include instructional planning, the consideration of learning principles, clarification of appropriate instructional goals, decisions about curricular content, selection of instructional strategies, and the use of instructional time (Leithwood and Jantzi, 2000).These conditions support the leadership contribution to student achievement (Reynolds et al., 1996). It is vital that the contemporary focus on leadership does not distract from the need to support good teachers and underpin effective learning.
[bookmark: _Toc309137249][bookmark: _Toc376522322][bookmark: _Toc376811776][bookmark: _Toc377347881]Role of transformational leadership in the education system
Research has shown that school leaders are capable of having significant positive effects on student learning and other important outcomes (Silins and Mulford, 2002; Waters et al., 2003; Robinson et al., 2008). However, the mechanisms through which these leaders influence student learning and achievement and the interplay with contextual factors remain unclear (Hallinger, 2003;Krüger et al., 2007). According to Leithwood et al. (2010), the debate is not so much whether school leaders influence students’ learning, but rather the research has moved on to how those influences and effects occur. Whilst some research has been done on the mediators of leadership practices, there seems little consensus about which ones holds the greatest potential, despite such information being essential for school heads so that they can best focus their efforts (Leithwood et al., 2010).
Furthermore, it is not clear what the leadership practices of Kuwait school leaders are, whether they practice transformational leadership, and how such transformational leadership influences student educational achievement. Furthermore, it is also unknown whether school teachers are able to identify the different transformational leadership practices or they see them as one form of leadership.
Therefore, this study seeks to explore the role and association between transformational leadership practices by school heads and student educational attainment. Pepper (2010) advocates that practices associated with a transformational leadership style transform the staff into taking up opportunities to determine the best path to reach goals in keeping with the school or organisation’s beliefs and visions. Through transformational leadership, staff members are empowered to take on leadership roles in certain areas according to their responsibilities towards learning and teaching because they know the needs of their students through their interactions with them. This eventually results in a strong school culture and the commitment of its members to a better student experience and outcomes (Alsaeedi and Male, 2013).
There are some people who argue against prescribing private sector management models to the public sector because the problems in the public domain are beyond the capacity of any one person to frame (Heifetz, 1994). For example, more entrepreneurial variants of transformational leadership may be considered unethical within the public services context (Borins, 2000). Even proponents of transformational leadership admit that ‘evidence seems to provide only modest support for using transformational approaches as a foundation on which to build a model of leadership for present and future schools’ (Leithwood et al., 1999, p.38). However, others urge that the transfer of managerial models can be implemented with sensitivity to context (Moore, 1995). Pettigrew et al. (1992) even support a generic transfer. 
Transformational leadership focuses on problem finding, problem solving, and collaboration with stakeholders to achieve the goal of improving organisational performance (Hallinger, 1992). To develop the collective capacity of the organisation and its members to achieve these results, transformational leadership seeks to raise participants’ level of commitment (Burns,1978),to encourage them to achieve their own fullest potential and that of the organisation (Bass and Avolio,1993),and to support them in transcending their own self-interest for a larger goal (Bass and Avolio,1993; Silins et al., 2000). 
Schools that make a difference in students’ learning are led by principals who make a significant and measurable contribution to the effectiveness of staff and in the learning of pupils in their charge (Murphy and Hallinger, 1992).Leithwood et al. (1999) described and assessed the role and effectiveness of transformational leadership in schools and distinguished nine functions of transformational leadership clustering in three areas:
a) Mission-centred (developing a widely shared vision for the school, building consensus about school goals and priorities);
b) Performance-centred (holding high performance expectations, providing individualized support, supplying intellectual stimulation); and 
c) Culture-centred (modelling organisational values, strengthening productive school culture, building collaborative cultures, and creating structures for participation in school decisions).
These functions are discussed in the following sections in order to have better appreciation of the role of transformational leadership within the educational system in developing countries.
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Within transformational leadership, the principal’s ability to identify a vision and provide an appropriate model has the greatest relationship to achievement (Valentine and Prater, 2011). Establishing a clear school mission is a key avenue through which principals influence school effectiveness by shaping teachers’ expectations and students’ opportunity to learn in the school (Hallinger et al., 1996). Studies support the view that principals’ involvement in framing, conveying and sustaining the schools purposes and goals represent an important domain of indirect influence on school outcomes (Hallinger and Heck, 1998). Hallinger and Heck (1999, p.179) confirm that the influence of principals is most powerful in clarifying and articulating the purposes of the school: 
‘The literature exhorts leaders in all sectors to articulate their vision, set clear goals for their organisations, and create a sense of shared mission. Our review supports the belief that formulating the school’s purposes represents an important leadership function. In fact, the research shows that mission building is the strongest and most consistent avenue of influence school leaders use to influence Student Achievement’.
Effective school leaders correctly envision future needs and empower others to share and implement that vision (Kelley et al., 2005). The transformational leader raises the aspirations of his or her followers, such that the goals of leaders and the followers are fused ‘in a mutual and continuing pursuit of a higher purpose’ (Burns, 1978, p.20). The leader develops a vision and in doing so, engenders pride, respect and trust. Such leaders then motivate staff by creating high expectations, modelling appropriate behaviour, using symbols to focus efforts and providing personal attention to followers by giving respect and responsibility.
Principals who want to improve the quality of learning students experience do so by changing how teachers and students work (Hopkins et al., 1994), perhaps through creating a learning organisation (Wallace et al., 1997) based on their vision for successful schooling. The process, according to Bryman (1992b), includes visionary leadership, communicating the vision, empowerment, organisational culture, and trust.
In addition, transformational leadership seeks to stimulate people to arrive at new (and higher) goals for personal and professional development. It is noted that the strongest influence of transformational leadership on outcomes is through vision building and fostering commitment to group goals and these in turn lead to an increased capacity for innovation (Leithwood, 1994; Silins, 1994). More broad goals should be conceived than simple academic achievement, and should include an emphasis on good citizenship, personal growth, good work habits and learning skills among students and securing staff agreement about educational goals (Goldring and Pasternak, 1994). However, it ought to be pointed out that previous research by Hofstede (1980, 1984, 2003) and follow-up work by the Globe on culture denotes a tendency towards past and present orientation as opposed to a futuristic orientation amongst developing societies such as Kuwait, while a futuristic orientation is what is commonly associated with strategic planning and envisioning. This may explain why little planning takes place in such environments.
[bookmark: _Toc309137251][bookmark: _Toc376522324][bookmark: _Toc376811778][bookmark: _Toc377347883]3.6.2	Transformational leadership and structure and social networks
The concern in this dimension is with how leadership is exercised (centralized or dispersed) and its basic aims with respect to other people in the organisation. Ogawa and Bossert (1995) argue that social interaction among people within the school community is a primary building block of leadership. They propose that leadership enhances organisational performance and survival by affecting social structures in that leadership can be distributed across organisational roles. 
[bookmark: _Toc309137252]Another domain of leadership influence involves the interplay between organisational structures and social networks. Parental involvement may be an area in which principals exercise an indirect effect on outcomes. More involvement from a variety of stakeholders in decision-making is characteristic of higher-producing school (Hallinger and Heck, 1998). However, Hartley and Hinksman (2003) emphasized that leadership development requires a focus on structure and systems as well as people and social relations. Tusting and Barton (2006) argued that there is a movement away from the individual towards the emergent and collective as well as providing greater recognition of the significance of the broader context for leadership learning. Similarly, Heck (1993) found that more collaborative decision-making by both teachers and parents and more flexible rule structures were associated with higher-achieving secondary schools in Singapore. However, this might be in sharp contrast with leaders in Kuwait who tend to have a top-down management approach with little involvement of other people (teachers, parentsetc.) in the process.
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Leithwood et al. (1993) conceptualised school culture as widespread agreement about norms, beliefs, and values. They proposed that school culture is central to achieving the coordination necessary to implement change. Evidence suggests that principals are in a unique position to influence school culture (Deal and Peterson, 1990). Therefore, leadership research must ‘identify those conditions [such as school culture] likely to have direct effects on students and to inquire about the nature and strength of the relationships between them [school culture] and leadership’ (Leithwood and Jantzi, 2000, p.114).
Principals can serve to transform school cultures or to maintain them (Leithwood and Jantzi, 1999); transformational leadership affirms the centrality of the principal’s reform role, particularly in introducing innovation and shaping organisational culture (Leithwood, 1994). By seeking to foster collaboration and to activate a process of continuous inquiry into teaching and learning. Transformational leaders attempt to shape a positive organisational culture and contribute to organisational effectiveness (Leithwood et al., 1996). As noted by Dumay and Galand (2012), transformational leaders foster close relationships with subordinates and create opportunities for sharing and clarifying perceptions and interpretations of organisational events. It is argued that transformational leaders sustain the sharing of interpretations between them and their followers(Vancouver et al., 1994), as they help to make events meaningful for followers. The inspirational role of transformational leaders also helps to develop organisational culture through their values and vision, and exhibiting greater consistency across situations in terms of their leadership practices (Dumay and Galand, 2012).
[bookmark: _Toc309137253]Leithwood and Jantzi (1990) found that principals who were successful in school improvement used a variety of mechanisms to stimulate and reinforce cultural change, including fostering staff development; engaging in direct and frequent communication about cultural norms, values, and beliefs; sharing power and responsibility with others; and using symbols to express cultural values. As Ogawa and Bossert (1995) argue, leaders operate within environmental (societal) and organisational cultures and affect how other participants interpret organisational events, and thus influence how they behave. This focuses on the importance of developing shared meanings and values. Theories of school leadership emphasize the influence of organisational culture on the meaning people associate with their work and willingness to change (Bolman and Deal, 1992; Leithwood, 1994; Ogawa and Bossert, 1995). Positive school cultures are associated with higher student motivation and achievement, improved teacher collaboration, and improved attitudes of teachers toward their jobs (Stolp and Smith, 1995).
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There are several organisational matters that school principals can work at in order to enhance improved learning to take place in classrooms, including the following:
· They can better control the constraints on the amount of time pupils spend on particular tasks They can differently organise for the number of pupils in particular classrooms and their mix of gender, ethnicity or ages;
· They can influence the working patterns of teachers by rearranging physical space and ‘free’ time to promote new norms of collegiality and experimentation;
· They can use discretionary resources (money, release time etc.) to encourage and enhance innovative instructional activity;
· They can support teachers with discipline;
· They can foster agreement about the appropriate level of teacher-expectation needed to encourage higher levels of pupil motivation; and 
· They can facilitate debate about what counts as a ‘good lesson’, what theories of learning are appropriate to the achievement of particular curricular objectives, and the form feedback received by pupils should take on what is acceptable performance in school (Gold et al., 2003).
Clark and Clark (1996) also identify the above concepts of transformational leadership as providing structure critical for bringing about meaningful school change. 
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Considerable research has shown that leader behaviour can have a profound and consistent influence on several facets of subordinate satisfaction (Bossert et al., 1982; Bass, 1985; Vroom and Jago, 1988). The key to Bossert’set al. (1982) conception of leadership was the idea that the effective principal continually attempts to improve the quality of the staff performance through demonstrating a high concern for instruction, supporting staff development, and discussing work with teachers. Their findingsshowed that effective instructional principals increased teacher morale and performance, thereby increasing student achievement as assessed by teachers.
Extensive literature supports the claim that job satisfaction is positively related to participative decision-making and to transformational leadership (Rossmiller, 1992). Overall, teachers report greater satisfaction in their work when they perceive their principal as someone who shares information with others, delegates authority, and keeps channels of communication open with the teachers. In an open climate, where principals are perceived as democratic managers who maintain open channels of communication with the staff, teachers would be more satisfied with their job as compared to schools where principals exhibit a harsh and authoritative attitude. The positive effect of this style of leadership on teachers’ satisfaction is particularly relevant to an educational context given that teachers have a direct influence on students’ academic achievement.
A major impact of principals’ efforts in transforming schools is related to teacher effects such as changes of behaviour, adoption of new programs and teaching techniques. Principals who demonstrate transformational behaviour, such as paying personal attention to the needs and interests of the teachers, providing for intellectual stimulation and challenges, raising teachers’ expectations and motivation to devote, and investing extra efforts, are assumed to encourage teachers to view their occupation as more rewarding and central to their lives (Bogler, 2001). In these schools, principals are better at supporting staff, providing recognition, knowing problems within the school, are more approachable, follow through, seek new ideas, and spend considerable time developing human resources. 
Evidence from the studies by Leithwood and Jantzi (2008) demonstrates significant positive effects on collective teacher efficacy (CTE) when principals clarify goals by identifying new opportunities for the school; developing (often collaboratively), articulating, and inspiring others with a vision of the future; and promoting cooperation and collaboration among staff toward common goals. CTE is conceptualized as the level of confidence a group of teachers feels about its ability to organise and implement whatever educational initiatives are required for students to reach high standards of achievement. 
Leithwood et al. (2010) explains further that positive effects on CTE are also associated with principals offering individualized support by showing respect for individual staff members, demonstrating concern about their personal feelings, maintaining an open door policy, and valuing staff opinions and leading by example. The notion of CTE is important in this study because of the direct role teachers’ play on students’ outcomes, and therefore it is important to appreciate how school heads influence CTE.
Blase et al. (1986) reported that principals’ initiating structure and displaying consideration were associated with more satisfying work conditions, higher job satisfaction, and less job stress. The relation of principal leadership to organisational outcomes such asemployee turnover and school-aggregated student achievement progress is best described indirectly through school staffs members’ satisfaction with their work environment (Blase et al., 1986; Hallinger and Heck, 1996). For example, Hallinger and Heck (1996) identified the following as mediators in their leadership research:  goal-setting processes and goal consensus, school culture and climate, decision-making processes, programs and instruction, resources, teachers’ expectations, commitment and attitudes toward change, instructional organisation, sense of community, and an orderly environment.
The proposition that the principal’s behaviour has stronger relations to outcomes associated with staff (e.g. job satisfaction) than to student outcomes has intuitive appeal. The primary role of teachers is classroom instruction interfacing with students, which is more directly related to student learning and achievement than the work of principals, who spend more time with other personnel than with students, providing direction and guidance, assessing and providing needed resources, and observing and evaluating job performance. 
[bookmark: _Toc309137255][bookmark: _Toc376522328][bookmark: _Toc376811782][bookmark: _Toc377347887]3.7.6	Transformational leadership and student achievement and engagement
The direct link between leadership in schools and improved school performance is by no means proven (Gunter, 2001). Some researchers argue that the effects are indirect and difficult to measure (Hallinger and Heck, 1996, 1998; Leithwood and Jantzi, 2000). There are still doubts about the presumed positive effects of educational leadership. For instance, Hallinger and Heck (1996, p.1) concluded that ‘despite the traditional rhetoric concerning principal effects, the actual results of empirical studies in the U.S. and U.K. are not altogether consistent in size or direction’.
However, the school improvement literature makes links between the leadership of the principal, the motivation of teachers and the quality of teaching and learning (Day et al., 2000). The findings of Witziers et al. (2003) indicated no or weak effects, explained by the fact that, at the time, there were few if any studies of indirect effects of leadership on student outcomes. Therefore, there is a need to analyse the relationship between transformational leadership and student achievement and engagement, and in particular the paths through which such transformation impacts on student outcomes, which are areas where there are still inconclusive findings about the role of transformational leadership by school principals. In this regard, the approach adopted by Leithwood and Jantzi (2006) is adopted, whereby the effect of transformational leadership is assayed from student gains in literacy and numeracy, in this case using Kuwait’s public schools. To improve organisational performance, transformational school leaders focus on the individual and collective understandings, skills, and commitments of teachers(Hallinger, 1992). Transformational leaders may challenge teachers to examine their assumptions about their work and to rethink instructional processes; they may establish expectations for quality pedagogy and support teachers’ professional growth (Leithwood et al., 1998). 
According Leithwood et al. (2010), leaders have the potential to influence teachers by sponsoring meaningful professional development, encouraging their staff to network with others facing similar challenges to learn from their experiences, and structuring their schools to allow for collaborative work among staff. To our knowledge, no study has investigated these relationships empirically. Moreover, although transformational principals can enhance student engagement in learning, studies have not shown any direct impacts on student achievement (Leithwood, 1994; Silins et al., 2000).
Mulford and Silins (2003) developed a complex causal model which they referred to as Leadership for Organizational Learning and Student Outcomes (LOLSO), in which leadership influences student engagement and student participation in school via organisational learning and teachers’ work. A notable contribution of LOLSO is the introduction of mediating variables (student engagement and student participation) as paths through which students’ outcomes can be enhanced. 
Bass (1985) suggests that a leader is often able to transform subordinate motivation and improve performance beyond initial expectations through several mechanisms: first, transformational leaders frequently raise the perceived importance and values of designated subordinate outcomes; second, transformational leaders often motivate followers to transcend their own self-interests and expend energy on behalf of the group or organisation; and third, transformational leaders are believed to have some influence in altering or expanding followers’ needs. 
Some studies have examined gender differences of principals on student outcomes. Some advocated that female leaders have more effective school leadership (e.g. Shakeshaft, 1989) while others reported that male principals are better for school administration, advising that female principals should equip themselves with stereotypical or masculine styles to be effective leaders (e.g. Young and McLeod, 2001).The general evidence surrounding gender in leadership style in both educational and non-educational organisations does not provide a comprehensive explanation of differences in leadership styles of male and female leaders, which warrants further consideration in leadership research. 
[bookmark: _Toc309137256][bookmark: _Toc376522329][bookmark: _Toc376811783][bookmark: _Toc377347888]Critique of principals as transformational leaders
The empirical foundations on which much analysis of public schools in developing countries is based are extremely weak, and research is limited and provides an inadequate basis for developing grounded theories of educational leadership. Research on transformational leadership ought to shift the focus of inquiry from descriptions of principals’ work and explorations of the antecedents of their behaviour to the effects and impacts of what they do in managing and leading schools. There is a need to produce a new body of empirical work that reflects a broader set of social concerns such as declining students’ academic achievements and engagement in class, teachers’ motivation and satisfaction, etc.
Whilst transformational leadership might present opportunities to school leadership, it also has its limitations. While it can contribute positively to such institution-level effects as organisational learning, and has good repercussions for teachers’ professional commitment and job satisfaction, and possibly also for retention, there is no empirical evidence to suggest that it brings about anything but modest improved consequences for pupil outcomes, hence the need to undertake such studies in developing countries such as Kuwait. Allix (2000, p.18) casts doubt on the empowering nature claimed for transformational leadership, arguing that ‘in its essence, it [transformational leadership] collapses into a transaction process of emotionally charged ideological exchange... and which implies a pattern of social relations structured not for education, but for domination’. 
Other concerns raised about the implementation of transformational leadership in schools relate to its excessive focus upon those at the top of the organisation(April et al., 2000; Lewin and Regine, 2000). Within the context of education, the dominant ‘single leader’ focus is viewed as being particularly detrimental to the collegiality and democratic governance most often associated with the school sector. A specific criticism is that transformational leaders in schools are a threat to democratic governance because they exhibit an ‘anti-traditionalist orientation and obsession with self-promotion, rule-breaking, power politics, risk-taking, and radical change’ (Terry, 1998, p.197). In many cases, school heads tend to follow rules and regulations laid out by the respective educational authorities as opposed to utilising business leadership practices such as transformational leadership. Heifoetz (1994) argues against prescribing private sector management models to the public sector because the problems encountered in the latter are different from those of the former.
A wider concern relates to whether school leaders are able to develop a specific vision for their schools, given government prescriptions about curriculum aims and content. A few head teachers may be  emboldened to challenge official policy in the way described by Bottery (1998, p.24); ‘from defy through subvert to ignore; on to ridicule then to wait and see to test; and in some (exceptional) cases finally to embrace’.
In addition, and in order to understand leadership, organisational context must be considered as these give rise to organisational learning and Student Achievement. Important within the school context are: (1) educative and pedagogic values; (2) social and professional relations within the school; (3) constructs of educational community and collegiality; and (4) commitments to greater social equity and inclusiveness and the role played by the government through setting of policies and monitoring of schools. However, these qualities are under-emphasized in the type of transformational school leadership encouraged by policy-makers in Kuwait.
[bookmark: _Toc376811784][bookmark: _Toc377347889]Personal moderators
Certain demographic characteristics of school heads and teachers have been have been empirically associated with improvements in student learning (Leithwood and Jantz1, 2008). Of importance to investigate is whether age, gender, and years of experience are explanatory variables that influence student’s learning and their achievement. As observed by Leithwood and Jantzi (2008), school leaders for example might have mastery experiences or opportunities to solve manageable problems in their schools and therefore better results would be expected from more experienced school heads.
Most teachers and headmasters in Kuwait are properly certified and hold bachelor’s degrees. School headmasters have previously taught in the classroom, and as such educational qualifications are important to investigate.
As noted in chapter 2, Kuwait has a separate educational system for boys and girls and it is important to note whether there are differences between male and female school heads in terms of their transformational leadership practices and behaviours and the subsequent impact on student learning and achievement. Another important variable to consider in the study is the size of the school itself, which might influence the variations in students’ learning and achievement .Increasing size may inhibit principals’ direct influence on classroom practice and the number of teachers and classrooms may simply be too large for the time available to principals (Valentine and Prater, 2011).
[bookmark: _Toc309137257][bookmark: _Toc376522330][bookmark: _Toc376811785][bookmark: _Toc377347890]Literature synthesis and transformational leadership conceptual framework
Taking the work of Burns (1978) and Bass (1985, p.1998) as a point of departure, research about transformational leadership in educational settings was initiated by Leithwood and Jantzi (1990) and most of such research in school settings are summarised by Leithwood et al. (1999). Previous studies on direct effects of school leaders are inconclusive and conflicting results have been observed. For example, Witziers et al. (2003) showed negligible effect of size, whereas other findings show small to medium effects (Marzano et al.,2005; Chin,2007; Robinson et al.,2008). At the same time, it is quite plausible that successful leaders contribute to student learning through their influence on other people (Hallinger and Heck, 1998), and this is where the notion of transformational leadership comes in.
The literature noted that transformational leadership has arguably been the most prominent of the contemporary approaches to conceptions of leadership and one that has emerged in response to the need for organisations to radically reinvent themselves in the face of a more competitive global environment (Leithwood and Jantzi, 2002). Within the public domain, the prevailing trend is that public education needs to be subject to the disciplines of the market place if it is to change sufficiently to meet the challenges associated with the preparation of students for demanding and competitive futures. Unsurprisingly, there has been growing interest in determining whether some school-appropriate form of transformational leadership would be productive in helping schools make some changes as may be required and improve students’ outcomes (Leithwood and Jantzi, 2002). It is therefore important to establish whether Kuwait’s public school heads possess transformational leadership styles or some elements of transformational leadership. The study is limited to transformational leadership and this is a limitation of this study; by focusing on only transformational leadership, other important forms of leadership such as distributed and shared leadership are excluded (Camburn et al., 2003; Heck and Hallinger, 2009).
There is very little reliable evidence about the effects of transformational leadership dimensions on any single set of outcomes, including teachers’ satisfaction and commitment and students’ outcomes as it relates to public schools in developing countries such as Kuwait, which is something that this research intends to contribute knowledge toward with regard to Kuwaiti public schools.
There is however recognition that transformational leadership is particularly difficult to enact within public services organisations (Van Wart, 2003) given the distinctive, institutionalized context in which leadership is enacted and given that leadership discretion is constrained by governments (Currie and Lockett, 2007). This may have the effect of reducing the possibility of realizing genuinely transformational leadership in the public schools (Bottery, 2001).
The literature on transformational leadership conceptualises school leadership along a number of dimensions, including idealised influence (building school vision, establishing commitment to agreed goals),inspirational motivation, providing intellectual stimulation, offering individualized support and explicating and encouraging high expectations for staff (Bass, 1999b). As this list indicates, this model of school leadership focuses on the people involved, relationships between them, in particular and requires an approach that seeks to transform staff feelings, attitudes and beliefs. The literature review showed that schools that make a difference in students’ learning are led by principals who make a significant and measurable contribution to the effectiveness of staff and in the learning of pupils in their charge (Silins and Mulford, 2002; Waters et al., 2003; Robinson et al., 2009;Leithwood et al., 2010). The literature review noted that research has moved on to include questions about how those effects occur and the paths through which such leadership practices occur (Leithwood et al., 2010). Previous studies have been unable to examine the myriad mechanisms through which principals may affect classroom instruction and student achievement (Sebastian and Allensworth, 2012), which forms the basis of this study. Identification of these mediators helps leaders in knowing and deciding where best school heads should focus their efforts.The mediating effect seems to take place at the organisational, teacher and student levels (student engagement and student participation in school to explain the indirect influence of school leadership on student academic achievement).
Previous research conducted by Robinson et al. (2008) illustrated that differences in research outcomes emerge depending on whether one is undertaking research based on either qualitative or quantitative methodology. An appropriate methodology is required that enables analysis of direct and indirect effects of leadership on students’ academic and social outcomes. It is contended that as the status of the mediating variables improves through influences from leaders and other sources, the quality of students’ school and classroom experiences is enriched, resulting in greater learning (Leithwood et al., 2010). 
The literature review noted that only a limited number of mediated-effects models on the influence of school leaders on academic performance have been empirically validated(Leithwood and Jantzi, 2006; Krüger et al., 2007;  Heck and Hallinger, 2009; Louis et al., 2010; Sammons et al., 2011). This means that much more still needs to be learned about the paths through which school leaders can contribute to enhancing organisational and student outcomes (Bruggencate et al., 2012). Plausible explanation of the contradictory results could possibly reside with the impact of contextual variables (Hallinger, 2003; Leithwood ane Levin, 2005; Krüger et al., 2007).
This study aims to add to the knowledge base concerning transformational leadership practices and student educational attainment by conceptualising a comprehensive leadership model, which accounts for the most important mediating variables of transformational leadership effects of school heads in Kuwait schools so that the compelling model can provide practical guidance to these school heads.
The effect of transformational school leadership on teachers’ satisfaction and commitment has received little attention to date (Geijsel et al., 2003). The literature noted that transformational leadership has a direct effect on teachers’ satisfaction and can lead them to devote more effort to teaching their students. It is assumed here that teachers’ satisfaction, commitment and effort result in changes in their interaction with students which, in turn, influence student outcomes.
The study also builds upon a call for more research to examine the interaction of transformational leadership and context to assess a widely practised universal application of the transformational leadership concept (Pawar and Eastman, 1997).The context of the school plays an important role in influencing the roles, processes, and scope of school leadership. They both constrain and enable the work of a principal (Hallinger et al., 1996). A number of school-level contextual variables have been identified as influencing the school organisation, classroom instruction and student achievement, including the size of the school (Hallinger and Heck, 1998; Leithwood et al., 2004). It was noted in chapter 2that the general standards of education have declined within the Kuwaiti public school system and there is an acknowledged need for reform. The role of the government was considered with regard to the question and other factors such as class sizes and the role and involvement of parents in the overall scheme of learning.
The study offers the opportunity to determine if the school heads in Kuwait’s schools are playing an active leadership role in the development and improvement of the educational system in Kuwait and how best that their leadership style can be improved. Of importance within the Kuwait’s context is the culture within which these schools operate, whereby education may not necessarily be perceived as important by the students in question, because Kuwaitis are effectively guaranteed government jobs and social security. Establishing a safe, college-focused climate may be the most important leadership function for promoting achievement.
Also of importance to note in Kuwait’s context is the separate public educational system based on gender, increasingly expressed up to the university level. Seeing that these public schools are equally headed by men in the case of male schools, and women in the case of female schools, an interesting dimension to investigate is whether there are differences between men and women with regards to their leadership styles and which group of schools performs better than the other. This informs the study’s conceptual model of public school leadership depicted in Figure ‎3.1.
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The framework for student learning starts with elements of transformational leadership as the drivers for change. School leaders focus on several domains of work. They reach out to parents and community to connect the schools to the children, families, and communities that they serve. Simultaneously they work to enhance the professional capacity of the school through a deliberate focus on staff quality, and general improvement of job satisfaction. Central to making this work for children is the overall school and class conditions whereby children feel safe and are encouraged and supported to engage with intellectual activity (Bryk et al., 2010).
This framework entails building a consensus among the staff group, grounded in a common commitment to seek improvement. Common commitment of this kind requires a conception of leadership that is neither linked to status nor embodied in the actions of any single individual, but rather dispersed or shared throughout the school and, as such, is available to everyone. The framework shows that there are primarily indirect effects of this form of leadership on both student achievement and engagement in school. These effects are mediated by school culture, classroom and school conditions, teachers’ commitment and job satisfaction (Leithwood and Jantzi, 2005). It can thus be seen that transformational leadership not only influences individuals, but rather it influences the organisational system in which individuals (e.g. teachers, students, parents) work. Furthermore, transformational school leaders act as facilitators of learning in schools, and therefore their beliefs, cognition and behaviours can be explored in the same manner as teachers in classroom settings (Tickle et al., 2005).
[bookmark: _Toc309137258][bookmark: _Toc376522331][bookmark: _Toc376811786][bookmark: _Toc377347891]Crystallisation of the major research question and hypotheses
The major research question evolved and became clearer as a result of the literature review. The thesis will therefore seek to address the following major research question:
To what extent are Kuwait school principals practicing transformational leadership style and what is the relationship between the school heads’ transformational leadership practices and student achievement, and what is the mechanism through which they achieve that?
Designed to address this knowledge gap, the study further addresses the following minor research questions:
a) Do school heads display transformational leadership practices or behaviours that affect variations in students’ learning and achievement?
b) What are the paths by which school heads transformational leadership achieve an impact on school outcomes schools?  
c) Does principal transformational leadership relate directly or indirectly (through staff job satisfaction) to student achievement?
d) How much of the variation in student outcomes is explained by the core dimensions of transformational school leadership?
e) Are the relationships between leaders’ transformational practices and student learning and achievement significantly moderated by personal characteristics?
The research hypotheses can be summarised as follows:
Ha1: Transformational Leadership positively influences School Culture
Ha2: Transformational Leadership positively influences Academic Emphasis
Ha3: Transformational Leadership positively influences Classroom Conditions
Ha4: Transformational Leadership positively influences Student Achievement
Ha5: Transformational Leadership positively influences Student Engagement
Ha6: School Culture positively influences Classroom Conditions
 Ha7: School Culture positively influences Student Achievement
Ha8:  School Culture positively influences Student Engagement
Ha9: Academic Emphasis positively influences Classroom Conditions
Ha10:  Academic Emphasis positively influences Student Achievement
Ha11:  Academic Emphasis positively influences Student Engagement
Ha12: Classroom Conditions positively influences Student Achievement
Ha13: Classroom Conditions positively influences Student Engagement
Ha14: Student Engagement positively influences Student Achievement
If schools heads in Kuwait public schools are not transformational leaders, then an area that requires further investigation will be to investigate the factors underlying the leadership behaviours and the ways that transformational leaders’ behaviours can be identified and developed.
[bookmark: _Toc309137259][bookmark: _Toc376522332][bookmark: _Toc376811787][bookmark: _Toc377347892]Chapter conclusion
The chapter reviewed the evolution of leadership from traits to new leadership paradigms that include transformational leadership, especially as it relates to the educational system in public schools in developing countries such as Kuwait. It was noted that most definitions of leadership reflect the assumption that it involves a social influence process, whereby intentional influence is exerted by one person (or group) over other people (or groups) to structure the activities and relationships in a group or organisation (Yukl, 2002).This widely accepted summary includes several key elements:
· The central concept is influence rather than authority.
· The process is intentional. The person seeking to exercise influence is doing so in order to achieve certain purposes.
· Influence may be exercised by groups as well as individuals.
The theory of transformational leadership was first outlined by Burns (1978) and whilst evidence of the positive effects of transformational leadership on both subordinates and organisational outcomes are well documented in the literature, little research has been extended to the public services and in particular the public school settings, more so in developing countries such as Kuwait. Leithwood and Jantzi (1990) applied transformational leadership to education, offering an understanding of transformational leadership that focused school leaders’ attention on the use of facilitative powers to construct strong school cultures in which leadership is manifested through other people, not over other people (Leithwood, 1992, p.9). 
The rationale for undertaking this study arises from a growing belief in the importance of transformational leadership in securing improved school and pupil outcomes and effective leadership is a key to both continuous improvement and major system transformation (National College for School Leadership [NCSL], 2001). Evidence to support this widespread view emerged from a major study of the impact of school leadership (Leithwood et al., 2006).
However, formal enquiry about the role of transformational leadership by school heads in developing countries is in its infancy. Furthermore, the paths through which transformational leadership influences schools’ outcomes have not been clearly identified in the literature, which is the most important academic gap that this study intends to address using SEM, in order to validate the causal model, while simultaneously contributing to a better understanding of the way school leaders ‘transformational leadership affects the mediating and outcome variables as well as the interplay with contextual factors that influence the exercise of school leadership in Kuwait.
The literature review made explicit the key characteristics of those most likely to succeed in establishing and maintaining excellence as the head teacher of a school and identified idealised attributes and influence, inspirational motivation, intellectual stimulation and individual consideration as key components of transformational leadership (Bass and Avolio, 1997). The literature review also noted the importance of organisational context as well as the key role played by teachers in the determination of school outcomes and student achievement.
Transformational leadership remains under development in the literature and it needs refinement to clarify aspects of transformational leadership and how it can be applied in the public sector, particularly in education (Pounder, 2003). Although some limitations and restrictions have to be considered, the concept of transformational leadership is a fruitful approach for leadership research in Kuwait’s public schools. The literature review culminated with the theoretical development of mediated-effects models needed to understand the role of transformational leadership and how school leaders directly and indirectly influence students’ outcomes.
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[bookmark: _Toc376811790][bookmark: _Toc377347895]Introduction
The previous chapter critically reviewed the extant literature on leadership culminating with a conceptual model of transformational leadership as it is related to a public school setting (Figure ‎3.1). The model illustrated the mechanism through which school principals’ transformational leadership practices influence student’s learning and achievement. The purpose of this chapter is to justify the quantitative methodology used to collect and analyse the data. In so doing, the chapter details the research design and the various statistical analyses conducted in order to test the theoretical hypotheses and conceptual model.
Traditionally, knowledge has been produced from quantitative approaches within the positivistic research tradition based on natural sciences and has tended to dominate over other methodological approaches although interpretive approaches are also gaining ground in management and organisational studies (Prasad and Prasad, 2002) as well as within social sciences more generally (Atkinson et al., 2003;  Lincoln and Denzin, 2003). In understanding the role of transformational leadership within public school schools in Kuwait, it is important to note that there are contrasting views with regards to how the research should be conducted. Within the Kuwaiti context, for reasons explained below, a positivist ontology and objective epistemology influenced the choice of the methodology and was a necessary reflection of the nature of the objects of study, the types of questions asked and the research design employed (Easterby-Smith et al., 2008). 
[bookmark: _Toc376522335][bookmark: _Toc376811791][bookmark: _Toc377347896]Research objectives
Focusing on transformational school leadership practices, this study examines the role of school principals to enhance the quality of teaching and student performance. Transformational leadership in public schools, put briefly, provides intellectual direction and aims at bringing about change through transforming the staff as well as through the organisational path such as classroom conditions and the policies and standard operating procedures (Leithwood and Jantzi, 2008). The study extends current research on transformational leadership by investigating the conceptions of transformational leadership and their relationship to school performance, measured as pedagogical quality and student achievement, within a sample of 86 Kuwaiti public schools and 495 participants. 
The research aims at contributing to the existing scholarly debate on the question of whether transformational leadership matters in the performance and outcomes of public schools in view of the strong central role played by the societal and organisational cultures, and the government. It is equally important to understand the paths through which transformational leadership influences students’ outcomes.
The purpose of this study is therefore to gain a deep understanding of transformational leadership and the role it can play in transforming the educational system in a country such as Kuwait, where educational standards are dropping and students are ill prepared to meet the work challenges (Al-Qatari, 2011). More specifically, the research objectives are:
a) To contribute to knowledge in the field of transformational leadership and develop a theoretical framework from important streams of leadership theory and determine the degree of practicing in this leadership style amongst public schools in developing (GCC) countries such as Kuwait.
b) Examine the mechanism through which school heads transformational practices influence student learning and achievement.
c) To examine the extent to which characteristics such as gender, age, experience, school size can affect school heads’ transformational leadership practices. 
d) To make some managerial and policy suggestions on how public school leaders can improve the effectiveness and performance of public schools through the employment of transformational leadership.
Similar hypotheses were formulated for the female model but with suffix b and for the combined model but with suffix c.
The justification of the methodology adopted in this study is largely from a philosophical perspective and because of the nature of study and questions asked, as detailed in the next section.
[bookmark: _Toc376522337][bookmark: _Toc376811793][bookmark: _Toc377347898]Social science research paradigm
[bookmark: _Toc376522338][bookmark: _Toc376811794][bookmark: _Toc377347899]4.3.1	Ontological assumptions
Ontology is the study of the nature of reality, i.e. a set of beliefs about what the world under consideration actually is (Burrell and Morgan, 2000). Ontological questions that researchers have to contend with are whether phenomena exist independent of human perception and can be quantified and understood from observable facts (the empiricist or positivist position), or whether reality is understood in terms of (i.e. constructed by) people’s perceptions (the interpretivist position); or whether they should  be based on whatever enables us to change the state of affairs in the world(Leitch et al., 2010). From a critical realist perspective, an entity (or a state of affairs) can exist independently of our knowledge of it; meaning that it can exist without someone observing, knowing and constructing it (Fleetwood, 2005). From a critical realist perspective an entity is said to be real if it has causal efficacy (i.e. has an effect on behaviour and makes a difference). 
On one hand of the spectrum is positivism, which is based on a realist ontology which assumes that observation is theory neutral and there is a need for independence and pure objectivity of the observer from the subject being observed. This approach begins from hypotheses that are subsequently tested and verified or rejected based on observed phenomena. The role of scientific research is to search for causal relationships and fundamental laws, and generally reduce the whole to the simplest possible elements in order to facilitate analysis and identify law-like generalisations that account for what was observed (Amaratunga et al., 2002; Easterby-Smith et al., 2008). It is the predominant mode of investigation in the natural sciences, and is widely considered to furnish the most reliable factual knowledge (Morrison, 2002). The main strength of positivism in educational research is that it is scientific and the main object of research are the school headmasters in this regard, and there is a need to disregard people’s feelings and emotions unless they can be rendered into observable and measurable (i.e. quantifiable) forms(Morrison, 2002).
On the other side of the spectrum is phenomenological (interpretive science) inquiry, which is based on life-world ontology. Phenomenology is a philosophy that is centred upon the need to discover how individuals make sense of their surroundings and the world around them (Bryman, 2008). In this approach, data are gathered from the research subjects (normally human participants expressing qualitative experiences and perceptions) and themes and theories are later emergent from analysis of the data.
This thesis adopts a positivistic ontology as it is a much more comprehensive approach more allied with the way in which Arab cultures have traditionally approached education, curriculum development, teaching methodologies and pedagogy, and this pedagogy ought to be centred in epistemology and ontology. There is a need to collect data from a large sample size to enable the strength of the transformational leadership practices to be assessed, which can easily be done using a quantitative approach. 
[bookmark: _Toc376522339][bookmark: _Toc376811795][bookmark: _Toc377347900]4.3.2	Epistemological assumptions
Epistemology follows from ontology and is the study of what we can know about reality, and is dependent in many ways on what one believes reality to be. It is the study or theory of nature and grounds of knowledge, especially with reference to its limits and validity (Honderich, 1995). For example, can we generate unbiased, generalizable knowledge about the world, or is this knowledge specific to a particular time and place? Generalisation is in essence the idea that we can apply our specific results to a wider context than the particular one studied. 
One of the most traditional debates in philosophy has been the study of knowledge (epistemology) as opposed to mere beliefs or opinions. Whilst there are many beliefs and we may believe certain states of affairs to be true, ultimately in order to be knowledge, these beliefs must be testable or able to be validated in some way. In other words, there must be grounds for them to be considered to be true (Mingers, 2008). Similarly, Tell (2004) recognizes that knowledge requires some justification for it to be knowledge. Classically, scientific knowledge receives its justification from being the result of scientific, quantitative methods (Mingers, 2008).
The first important step in assessing the conception of transforming leadership and its role in public school performance and staff satisfaction in developing countries is to identify the theory’s underlying epistemology. In specifying how any integrated set of knowledge claims are justified, epistemological considerations circumscribe the framework in which theorizing is conducted, and imposes constraints on the content and structure thereof (Evers and Lakomski, 1991). Thus, the bounds specified by epistemology provide the standards against which knowledge claims can be evaluated (Allix, 2000).
The qualities and the meaning experienced are assumed by humans to be inherent to reality itself. Objective reality is thus seen as given and the ultimate foundation for all knowledge (Sandberg, 2005).To expound an objectivist epistemology is to stipulate that beyond human consciousness there is an existent objective reality. 
On the other side of the spectrum is phenomenological (interpretive science) inquiry, which uses qualitative and naturalistic approaches to inductively and holistically understand human experience in context-specific settings (Remenyi et al., 1998). The interpretive science/phenomenological approach rejects the positivists’ beliefs which centre on atomism – that the objects of experience are atomic, independent events. This concept is central to the notion of deductivism, which claims that generalisations can be made from a finite set of events in the past to predict future events. The use of regularities to ground generalisations and causations is rejected by phenomenologists. Causation does not refer to regularity between separate things or events but about what an object is likely to and what it can do, and only derivatively what it will do in any particular situation. 
This thesis adopts an objective epistemology and validity and reliability are the criteria used for justifying knowledge produced within the positivistic tradition. These criteria are based on an objectivist epistemology that refers to an objective, knowable reality beyond the human mind and that stipulates a corresponding criterion of truth (Kvale, 1989). Similarly, a common criterion for establishing reliability within the positivistic research tradition is whether scientific results can be duplicated under identical conditions (Enerstvedt, 1989). Reliability is said to be established when repeated measurements of objective reality give similar results.
[bookmark: _Toc376522340][bookmark: _Toc376811796][bookmark: _Toc377347901]4.3.3	Axiological assumptions
Axiology is the study of the nature, types, and criteria of values and value judgements, especially as they relate to ethics (Nichols, 2004). Axiology is in essence the aims of research and follows from ontology. It concerns whether one tries to explain and predict the world or seeks to understand it. Values feed into the inquiry process in several ways: choice of the problem, choice of theoretical framework, choice of major data gathering and analysis, choice of context, etc. It is important to know the values (axiology) at the different schools and understand the perspective that leaders hold without making judgement whether one is right or wrong. The researcher’s axiology is his/her set of values and goals, and forms the basis for the researcher deciding what is good, what matters and what the agent is going to pursue. This co-evolution is driven by each researcher’s value system (i.e. axiology). The axiological notions adopted in this study are congruent with those of positivist schemes (sets of values and beliefs).
[bookmark: _Toc376522341][bookmark: _Toc376811797][bookmark: _Toc377347902]4.3.4	Methodological approach adopted in this research
The boundary between method and methodology is blurred but within this thesis. Methodology is defined as a structured set of methods or techniques to assist people in undertaking research (Mingers, 2003). The research methodology refers to the procedural framework within which the research is conducted (Saunders et al., 2009; Leitch et al., 2010). Methodology is about how one goes about conducting one’s research, and is fundamentally dependent on ontology, epistemology and axiology. The terms ‘methodology’, ‘method’ and ‘technique’ can have several overlapping meanings and a ‘method’ or ‘technique’ (used synonymously) is a specific activity that has a clear and well-defined purpose. ‘Methodology’ is more complex in the general study of methods of intervention or research (Mingers, 2003), as detailed below.
Research may be categorised into two distinct types according to the above schools of thought. Depending on the defined research problem, and the nature of the information gathered, the choice of methodology can be qualitative, quantitative or a combination of both (Yin, 2004).
Quantitative research approach is structured and formal, and in social sciences it usually involves the use of structured questionnaires wherein response options are predetermined and a large number of respondents are involved (McDaniel and Gates, 2006). Quantitative is used as a synonym for any data collection technique (such as a questionnaire) or data analysis procedure (such as graphs or statistics) that generates or uses numerical data (Saunders et al., 2009). The measurement must be objective, whereby simple information from each subject is collected, but from many subjects. The information is then transformed into numbers and amounts, and later gets analysed statistically in order to draw conclusions. The objective of using this research approach is to develop and employ mathematical models, theories and hypotheses pertaining to natural phenomena. One of the key distinguishing characteristics is the scientific method which allows researchers to test their hypotheses and rely on objective measures (data) to support their findings. 
Conversely, qualitative research relies on collecting, analysing and interpreting data by observation. Qualitative is used as a synonym for any data collection technique (such as an interview) that generates or uses non-numerical data (Saunders et al., 2009). To be able to capture the richness and fullness associated with qualitative data, they cannot be collected in a standardized manner like quantitative data. Qualitative research in social science is typified by in-depth interviews with open-ended questions that allow participants to express their own perceptions and experiences in a relatively unstructured way.
As discussed previously, qualitative research concentrates on words and observations to express reality and attempts to describe people in their natural situations. In contrast, the quantitative approach grows out of a strong academic tradition that places considerable trust in numbers that represent opinions or concepts. Quantitative research entails employing a deductive approach to the relationship between theory and research with the emphasis placed on testing the theory and is the preferred methodology in this study.
Over the past 15 years, the debate over the relative virtues of quantitative and qualitative methodologies has gained considerable impetus. While the exact constitution of the two methodologies varies somewhat from author to author or is defined with varying degrees of specificity, there is substantial agreement about the fundamental antinomies and their practical implications for the conduct of research. 
From the philosophical discussion above, it is apparent that both qualitative and quantitative methods involve differing strengths and weaknesses. In this research, and based on the research purpose and research questions, the study can best be accomplished by using a quantitative methodology, as explained above with regard to the implicit or explicit assumptions about the nature of the world (ontology) and of knowledge (epistemology) made by methodologies.
[bookmark: _Toc376522342][bookmark: _Toc376811798][bookmark: _Toc377347903]Research design
A research design is a framework that is concerned with findings answers to the research questions, i.e. ensuring that we collect the appropriate data in order to explore or test our theory and answer the major research questions (Lee and Lings, 2008). The major components of the research design include the unit of analysis, research question, and data gathering instruments, classification, presentation and analysis of data. The design ought to be linked to the paradigm or perspective being used.
Different research designs tend to be associated with different methods of data collection and some designs are more appropriate for certain research questions than others (Lee and Lings, 2008). For instance experimental and quasi-experimental designs can be used as a way to establish causal relationships. This research adopts a case study method, which focuses understanding on the dynamics present within a particular setting (Yin, 2004), in this case Kuwait’s public secondary schools.
[bookmark: _Toc376522343][bookmark: _Toc376811799][bookmark: _Toc377347904]4.5.1	Unit of analysis
For a study that is examining the role of principal transformational leadership in public school performance and staff satisfaction in developing countries, at each level of the organisational system, different effects can be conceptualised. For example, students bring individual abilities to their classrooms. Teachers shape the children’s classroom environment and principals monitor teachers within their schools. Government administrators develop improvement plans and policies for their districts. Thus, within a given organisational system the effects of actors (or groups of actors) at different levels can be taken into account. However, the unit of study in this case is public school principals. and the main object of research are the school headmasters in this regard, and that there is a need to disregard people’s feelings and emotions unless they can be rendered observable and measurable(Morrison, 2002).
[bookmark: _Toc376522344][bookmark: _Toc376811800][bookmark: _Toc377347905]4.5.2	Research approach
Choosing the most appropriate research approach is vital as it indicates how the research questions can be best answered or at the very least explored. In any study, the selection choices of deductive, inductive or a mixture of both approaches is available as already discussed under the methodology section above. 
In general, the two ways of drawing conclusions on a research topic can be through a deductive or inductive approach (Saunders et al., 2009). The deductive approach begins by accepting the idea of a theory about the topic of interest and narrowing it down into more specific hypotheses that are testable. Further narrowing down could be done after collecting observations to address the hypotheses. This will ultimately lead the researcher to be able to test the data to confirm the researcher’s original theories. Saunders et al. (2009) indicate that when starting research from a deductive position, one should use an existing theory to shape the adopted approach. 
The inductive approach starts by moving from specific observations to broader generalisation and theories. With an inductive approach, research would be concerned with the context i.e. where the event is taking place. It initiates with specific observations and measures which begin to detect patterns and regularities, and then formulates some of the tentative hypothesis that could be explored, and finally ends up developing some general conclusions or theories. The inductive approach is more open-ended and explanatory. 
The relationship between principal style and effectiveness as a leader is complex and contextually bound. Several studies have been conducted from a Western context and very few studies have been conducted in developing countries such as Kuwait regarding the role of principal transformational leadership in public school performance and staff satisfaction. Contextual issues are very important and are best explored using a deductive approach. Furthermore, past research has shown that the picture one gains from the qualitative evidence for the impact of leadership is very different from that gained from quantitative analyses of the direct and indirect effects of leadership on students’ academic and social outcomes (Robinson et al., 2008).
[bookmark: _Toc376522345][bookmark: _Toc376811801][bookmark: _Toc377347906]4.5.3	Research purpose
As stated by Trochim (2006), researches can be classified in terms of their purposes into three forms: exploratory, explanatory, and descriptive. In this study, it is fundamentally important to establish the role of school heads’ transformational practices on student’s performance and the mechanism through which these school heads influence students’ achievement. It is therefore prudent to adopt an explanatory approach whereby the cause-effect relationships in a certain phenomenon can be established, in order to test and build theories (Trochim, 2006). 
Explanatory research attempts to explain the cause-effect relationships associated with a certain phenomenon, in order to test and build theories (Trochim, 2006). It is useful to test whether one event causes another (Hair et al., 2006). As it is designed to be used when the research field has matured, it tries to explain the course of events and relate how things happened. In doing so it seeks to indicate the relation between variables by adopting methodologies such as identifying the relation between variables in terms of the quantification of data, e.g. direct or indirect proportionality. The data collection of such research takes the following design forms:
•	Experimental and quasi-experimental.
•	Experimental control.
•	Structured direct and indirect observation.
•	Qualitative/inductive.
•	Surveys are representative, longitudinal (over a period of time), cross-sectional and independent of a specific context.
[bookmark: _Toc376522346][bookmark: _Toc376811802][bookmark: _Toc377347907]4.5.4	The design of the questionnaire
The questionnaire is structured in six parts, with the first Part A requesting participants to submit their demographic data such as gender, age, years of experience and position. Data was also asked about the school size in terms of the number of students. Such information was necessary so that it would be possible to conduct cross-tabulation analyses to determine any differences between these demographic variables and transformational leadership practices. It was particularly important was to know whether there were differences between male and female headmasters, seeing that the public school system in Kuwait is divided along gender lines. It was also important to which schools were performing better and whether such schools had more transformational school heads. The school heads had varying years of experience, and it was also important to know whether this was an explanatory variable.
Part A:  Demographic data
	Gender: 
 Male		 Female

	Age (years):	
 Less than 30	 30 – 35	
 36 – 40 41 – 45
 46 – 50	  More than 50

	Total years of work experience
 Less than 5		 6-10	
 11-15 More than 15 years


	Please indicate your highest level of education:
 Secondary education and below	 Diploma	
 Degree                            Post graduate degree


Position:        	
 Headmaster		 Deputy Headmaster	
 Head teacher		 Teacher
 Assistant Teacher

Size of school (number of students):
 less than 400		 400-less than 500	
 500-less than 600	 600-less than 700
 More than 800

Part B: Research Items

Following pilot testing and reliability and factor analysis, Part B of the questionnaire had 56 items which largely sought information about transformational leadership practices, namely: idealised influence (attributed), idealised influence (behavioural), inspirational motivation, intellectual stimulation and individualised consideration. These questions were largely derived from the literature (Podsakoff et al., 1990; Rafferty and Griffin, 2004). The questionnaire used the following five-point Likert-type scale: 1-Not at all, 2-Once in a while, 3-Sometimes, 4-Fairly often, 5-Frequently, if not always.  However, we include only those items which were selected and included in the questionnaire


Idealized Influence (Attributed)

The headmaster....
Instils pride in others for being associated with me
Goes beyond self-interest for the good of the school
Acts in ways that build others respect for me
Gets others to look at problems from many different angles

Idealized Influence (Behavioural)

The headmaster...
· His/her beliefs are reflected in the mission and objectives statements
· Specifies the importance of having a strong sense of purpose
· Exercises influence which is followed by others
· Considers the moral and ethical consequences of decisions

Inspirational Motivation

The headmaster...
· Talks enthusiastically about what needs to be accomplished
· Thinks about the strategies of the school with regard to educational practices
· The school vision is formulated in terms that are understandable to others
· The faculty and the headmaster agree on the meaning of the school’s mission statement
· Promotes cooperation and collaboration among staff toward common goals.

Intellectual Stimulation
The headmaster
· Suggests new ways of looking at how to complete assignments
· Facilitates opportunities for staff to learn from each other
· Encourages staff to try new practices consistent with my own interests
· Creates opportunities for teachers to develop professionally
· Stimulates teachers to try out new teaching methods
· Spends time teaching and coaching staff
· Considers an individual as having different needs, abilities, and aspirations from others
· Helps others to develop their strengths
· Is considerate of others’
Part C: Research Items
Part C of the questionnaire solicited information about the school context in terms of parents’ involvement, government’s educational policies and school culture and the following five-point Likert-type scale was used: 5-Strongly agree, 4-Agree, 3-Neutral, 3-Disagree, 1-Strongly disagree.
· There is a communal focus in this school
· The leadership has got the flexibility to run the school in the way it best sees it fit
· There is a culture of learning in this school
· Structures have been developed that foster participation in school decisions
Part D: Research Items
Part D of the questionnaire covered information about staff transformation and the following five-point Likert-type scale was used: 1-Not at all, 2-Once in a while, 3-Sometimes, 4-Fairly often, 5-Frequently, if not always
· Staff are given the opportunity to come up with new and innovative ways of teaching
· An open door policy is preferred and staff opinions are valued
· Quality staff development opportunities are provided
Part E: Research Items

Part E of the questionnaire concerned the organisational path through which school heads influenced students’ learning. This covered dimensions such as the school conditions, the classroom conditions and academic emphasis. These questions were derived from the literature (e.g. Sammons et al., 2011). The following five-point Likert-type scale was used: 5-Strongly agree, 4-Agree, 3-Neutral, 3-Disagree, 1-Strongly disagree.
· The school has well laid out standards and procedures that are strictly adhered to
· The government closely monitors the school’s activities
Part F: Research Items
Part F of the questionnaire was about organisational learning and student achievement and questions were adopted from Leithwood and Jantzi (2008). For purposes of this study, a school’s student achievement was represented by the average maths and English achievement for year 12 in 2010, ranging from the participants’ assessment of whether they were very poor (1) to excellent (5).
· There is a demonstration of high performance expectations as most of the teachers put a lot effort in helping students
· The school has been achieving extra ordinary good results because students like coming to school
· The student average math achievement for year 12 in 2010 was
· The student average English achievement for year 12 in 2010 was
[bookmark: _Toc376522347][bookmark: _Toc376811803][bookmark: _Toc377347908]4.5.5	Pilot study
Before embarking on a full scale survey, a pilot study was conducted to make a preliminary examination of the variables of interest, and assess the adequacy of the methodology selected, the efficacy of the instrument in general and assess discriminant validity of the instrument. The questionnaire was completed by 86 school heads and teachers who had been randomly selected from the Kuwait’s public schools and factor analysis was conducted. Factor analysis is an essential tool that enables verification of whether there are sufficient items to predict studied factors. Factor analysis can also help in the process of detecting data redundancy by examining the Kaiser-Meyer-Olkin (KMO) value of each variable. According to Leech et al. (2005), Kaiser-Meyer-Olkin (KMO) should be higher than 0.5 to confirm that the sample is adequate and can predict the influence of each investigated factor. Furthermore, the factor loading values of each statement in the questionnaire must be higher than 0.3 to confirm that the data is not redundant. 
The results of factor analysis revealed the following: (a) that there were some questions in the questionnaire that were not well understood by the participants and therefore needed simplification; (b) there were far too many items in the questionnaire, therefore it needed to be reduced; (c) there were some redundancies in the questionnaire and these needed to be eliminated; and (d) some of the items appeared in more than one component and such items were either deleted or reformulated. Final refinement was made to the questionnaire before launching the finalized version for the full-scale study (Appendix 2).
[bookmark: _Toc376522348][bookmark: _Toc376811804][bookmark: _Toc377347909]4.5.6	Sampling and data collection
At each public school in Kuwaitthere is a school head; if the position is not filled, someone is performing the role in an acting capacity. The school head is assisted by a deputy head to whom several teachers and support staff report. According to the Ministry of Education, there are 136 secondary schools in Kuwait, thus 63% of the secondary schools were represented. Random sampling was done on 86 public secondary schools in Kuwait, following permission being granted by the Undersecretary in the Ministry of Education in Kuwait to conduct such an investigation (Appendix 1).The idea was to approach as many public secondary schools as possible so that our sample would be as representative as possible, and to that end 63% of the public secondary schools in Kuwait were studied; this is considered highly representative of the public secondary schools in Kuwait and the school heads and teachers within these schools, allowing the project to focus on the transformational leadership features and processes of such schools with implications for the whole Kuwaiti education system.
[bookmark: _Toc376522349][bookmark: _Toc376811805][bookmark: _Toc377347910]Data analysis procedure
Data analysis initially was descriptive to give an overview of the participants (frequencies, gender compositions, age profile, experience, qualifications and school size). It was also of interest to examine how these variables could be potential sources of influence. As the data was not normally distributed, Mann-Whitney and Kruskal Wallis tests were used to explore the data. A particular focus was to explore similarities and differences in survey responses between males and females in view of the two-tier system in Kuwait that separates girls from boys in public schools.
This was followed by exploratory factor analysis which explored the underlying structure of the school heads transformational leadership and in the process it also eliminated redundancy between variables, and revealed patterns between data. Confirmatory factor analysis (CFA) was adopted to test the extent to which the features of leadership and practice identified as important in the literature review could be confirmed using data for the sample of the school heads and staff  (Tabachnick and Fidell, 2001).
These quantitatively derived dimensions were then related to hypothesised models of the proposed links between different features of leadership practice and student attainment outcomes in 2010, using SEM. The survey explored school heads’ and staff’s perceptions of students’ achievement in maths and English in that year. Development of the SEM models was influenced by previous research, especially Silins and Mulford (2004) in their LOSLO study of leadership and organisational learning.
[bookmark: _Toc376522350][bookmark: _Toc376811806][bookmark: _Toc377347911]Validity and reliability
Reliability affects the replicability of the study and ensuring that one gets the same results. The research instrument has to be easily understood for participants to complete. The reliability of the scale was tested using Cronbach’s alpha, and a coefficient alpha higher than 0.7 was obtained for all the variables, which is considered to be good (Nunnally, 1978).
Validity is about the accuracy of the data and several ways to ensure validity include having a large sample, using a validated instrument, collecting data through other methods and then triangulating it. In this study the items in the questionnaire had been used before in similar studies and thus had already been validated. The sample size of 495 school heads and staff was also considered adequate for purposes of this study.
[bookmark: _Toc376522351][bookmark: _Toc376811807][bookmark: _Toc377347912]Values and ethics
By definition ethics is a matter of principled sensitivity to the rights of others. Being ethical limits the choices we can make in the pursuit of truth. In academic research ethics, while truth is good, respect for human dignity is better, even if, in the extreme case, the respect for human nature leaves one ignorant of it (Cohen and Manion, 1994). It is fundamentally important that research be undertaken with respect for the highest possible ethical principles and values, if it is to be seen as credible and not biased. As noted in the philosophical section above, it is important that certain axiological assumptions be made. The researcher’s axiology (i.e. a set of values and goals) were the basis upon which decisions for what is good and what matters were made. The axiological notions were congruent with those of positivist schemes, and such values informed the design of the study, selection of methodology, data collection, analysis and reporting (Tabachnick and Fidell, 2001). In addition, researchers are obliged to develop an appropriate ethical framework to inform the ‘practice’ of research, since many ethical issues and dilemmas which arise cannot be easily anticipated (Mason, 2002).
The most fundamental ethical commitment was to ensure the informed consent of all participants in the study and to assure them that they were not in any way coerced or pressured to participate in the research. This involved briefly explaining to the respondents in person the nature of the study at the time of issuing the questionnaire and affording them the opportunity to decline to participate. The respondents were informed that the study had been approved by the Ministry of Education in Kuwait and a copy of the letter was shown to the participants (Appendix 1). It was also explained to the participants that the data being collected were only used for academic purposes and not for commercial purposes. A copy of the questionnaire was left with those respondents who indicated showed interest in participating in the study. Respondents were requested to seek any further clarification they wished from the researcher if they were unsure about completing the questionnaire.
Another ethical issue of importance was ensuring participant confidentiality. It was explained to them that the questionnaire did not require confidential data. Furthermore, the analysis was only going to consist of aggregated data and therefore data could not easily be traced to a particular individual (Zikmund, 2000; de Vaus, 2002). This was to ensure that the participants’ responses could not easily be traced to the particular individual who completed the questionnaire, so the latter could not be victimized thereby for telling the truth about the way they perceived their school heads. Even the researcher did not have knowledge of the exact participants who completed the questionnaire; anonymity was maintained as much as possible. It was fundamentally important that the participants in this study and the public schools in which they worked were not compromised in any way. Furthermore, the analysis was only of aggregated data and therefore data could not be traced to particular individuals. This was necessary so that the participants would genuinely complete the questionnaire to the best of their ability and knowledge without fear of reprisal. 
The final aspect was to ensure that the research was being conducted in a professional manner. One aspect of this is the question of the value of the research project (Miles and Huberman 1994). Thus, the outcome of this study is expected to contribute to the current body of knowledge and the practice of leadership within the academic field and ultimately to improvement in the Kuwaiti public education system; participants were informed about the intended benefits of the study at the outset. 
In conclusion therefore the researcher affirmed and continues to affirm a commitment to the fundamental ethical values associated with the rights of respondents and the responsibilities of the researcher.
[bookmark: _Toc376522352][bookmark: _Toc376811808][bookmark: _Toc377347913]Chapter conclusion
The chapter presented the methodological and analytical steps undertaken to explore the data and test the hypotheses and conceptual model. SEM was adopted as it is particularly suited to examining the strength of direct and indirect relationships through multiple mediating factors simultaneously (Supovitz et al., 2010).The strengths of this approach are that it: examines multiple mediating processes simultaneously while keeping them distinct from each other; and examines the role of transformational leadership at the high school level, which has not been studied adequately previously (Sebastian and Allensworth, 2012).With that in mind, several statistical tests were conducted, including descriptive, correlation, CFA and SEM with data for 86 public secondary schools in Kuwait and 495 school heads and staff. The results and findings are presented in the following chapter.


[bookmark: _Toc345569802][bookmark: _Toc345585741][bookmark: _Toc376522353][bookmark: _Toc376811809][bookmark: _Toc377347914]FINDINGS AND DATA ANALYSIS
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[bookmark: _Toc376811811][bookmark: _Toc377347916]Introduction
Whilst the previous chapter justified and explained the methodology used to collect and analyse data, this chapter presents the findings and the analysis that was conducted in order to test the hypotheses and the theoretical framework. The study is investigating the role of school principals’ transformational leadership effects on teachers’ satisfaction and educational outcomes in public schools in Kuwait. The underlying premise is that principle heads of public schools have transformational leadership qualities that enhance students’ learning outcomes and student engagement through transforming staff and organisational paths. The findings and analysis are intended to contribute to the current debate and knowledge on the role of school principals’ transformational leadership effects on teachers’ satisfaction and better educational outcomes and to the mechanism through which they achieve these outcomes.
A quantitative methodology was adopted and based on a stratified sampling technique, 495 teachers and principals participated in the study. The purpose of this chapter is to present the findings and analysis and to test the hypotheses. In this chapter the data obtained is also modelled via SEM.
[bookmark: _Toc345569804][bookmark: _Toc345585743][bookmark: _Toc376522355][bookmark: _Toc376811812][bookmark: _Toc377347917]Population and sample
The population of interest consisted of principals and teachers in the public schools in Kuwait, primarily working in high schools or secondary schools. These participants were randomly selected using stratified sampling technique, yielding a total of 495 participants. The people who participated in this study did so voluntarily and thus it is assumed that they genuinely and accurately completed the questionnaire as they were not coerced to participate in the study.
The data was collected over a period of three months from 86 secondary schools widely scattered in Kuwait so that it was as representative as possible of the secondary schools’ setting in Kuwait. As mentioned previously, according to the Ministry of Education, there are 136 secondary schools in Kuwait, thus 63% of the secondary schools were represented.
It must also be pointed out that all the headmasters in the government schools are Kuwaitis. Although many teachers are from other Arab countries (e.g. Morocco).
Several obstacles arose during the data collection phase as some schools refused to complete the questionnaires despite the fact that the researcher had been granted permission by higher authorities in the Ministry of Education to conduct the study because of its perceived importance. However, these difficulties were overcome by convincing the school leaders that the research was for academic purposes and that the outcome and findings could be beneficial to the school heads and teachers in question. The schools were also assured that the researcher would not reveal either the name of the participants or the identity of the school from which the information was received, and that aggregated data would be used. The control variables are discussed below. 
[bookmark: _Toc345569805][bookmark: _Toc345585744][bookmark: _Toc376522356][bookmark: _Toc376811813][bookmark: _Toc377347918]5.2.1	Gender
Regarding gender, 53.5% of the respondents were male and 46.5% were female teachers and principals working in boys’ and  girls’ schools (respectively). This partly reflects the nature of the separate public schooling system in Kuwait between boys and girls from the elementary right through to secondary schools. Students only mix at the university level and even at this level some university departments (e.g. Arts and Humanities) continue with separation. This is a reflection of the conservative Islamic nature of the country. The situation is however different in private schools where there is a mixed system between boys and girls, but this study was focusing on the public secondary schools, and not private schools. The gender breakdown of the sample is shown in Table ‎5.1.

[bookmark: _Ref377259311][bookmark: _Toc377281182]Table ‎5.1: Gender
	Gender
	No. teachers
	Percent
	Valid percent
	Cumulative percent

	Male
	265
	53.5
	53.5
	53.5

	Female
	230
	46.5
	46.5
	100.0

	Total
	495
	100.0
	100.0
	



Because of the separate system between boys and girls and because there are slightly more girls than boys in Kuwait, it was expected that there would be just as many female participants as male participants; the slightly higher response rate among males was partly because the researcher is a man, which may have resulted in slightly more men showing more interest in the study due to socio-cultural factors. Nevertheless, the results show that there was fair representation of women in the study sufficient for the research purposes.
[bookmark: _Toc376811814][bookmark: _Toc377347919]5.2.2 Age
Among the whole sample, 18.4% of the respondents were below 30 years of age, 21.6% of them were between 30 and 35, 16% were between 36 and 40, 14.9% were between 41 and 45 years old, 16.6% of the respondents were between 46 to 50, and 12.5% were above 50 years old, as shown in Table ‎5.2.
[bookmark: _Ref377259458][bookmark: _Toc377281183]Table ‎5.2: Age profile
	Age group (yrs)
	No.teachers
	Percent
	Valid percent
	Cumulative percent

	<30
	91
	18.4
	18.4
	18.4

	30-35 
	107
	21.6
	21.6
	40.0

	36-40 
	79
	16.0
	16.0
	56.0

	41-45 
	74
	14.9
	14.9
	70.9

	46-50 
	82
	16.6
	16.6
	87.5

	50+
	62
	12.5
	12.5
	100.0

	Total
	495
	100.0
	100.0
	



Table ‎5.2shows that there was a wide distribution of the participants ranging between those below the age of 30 to those above 50 years. The Kuwait population is relatively young and this is partly reflected by the fact that 56% of the participants were below the age of 40.
[bookmark: _Toc376811815][bookmark: _Toc377347920]5.2.3 Experience
As far as the teaching experience of the respondents was concerned, 22.4% had less than 5 years of teaching experience, 18.6% of the teachers had between 6 to 10 years teaching experience, 19.8% of them had between 11 to 15 years teaching experience, and 39.2% had more than 15 years of teaching experience. Teaching has received particularly preferential treatment among the lavishly endowed public professions in Kuwait (as mentioned previously), and in general teachers in Kuwait are paid above normal salaries in order to attract and retain Kuwaiti teachers. The success of this strategy is indicated in the high retention rates reflected in the years of experience, as almost 40% of respondents had remained with the profession for more than 15 years (Table ‎5.3).
[bookmark: _Ref377259561][bookmark: _Toc377281184]Table ‎5.3: Experience
	Experience (yrs)
	No. teachers
	Percent
	Valid percent
	Cumulative percent

	<5
	111
	22.4
	22.4
	22.4

	6-10
	92
	18.6
	18.6
	41.0

	11-15
	98
	19.8
	19.8
	60.8

	15+
	194
	39.2
	39.2
	100.0

	Total
	495
	100.0
	100.0
	



[bookmark: _Toc376811816][bookmark: _Toc377347921]5.2.4 Qualifications
Regarding the participants’ qualifications, as shown in Table ‎5.4, 2.4% of them hold only high school diplomas, 2.8% hold (undergraduate) diplomas, 79.6% possess bachelor degrees and 15.2% have postgraduate education degrees. Thus almost 95% of the participants held degrees or postgraduate qualifications and it can be inferred that there are generally qualified enough to teach or hold positions of responsibility (i.e. school heads).
[bookmark: _Ref377259721][bookmark: _Toc377281185]Table ‎5.4: Qualifications
	Qualification
	No. teachers
	Percent
	Valid percent
	Cumulative percent

	<High school diploma
	12
	2.4
	2.4
	2.4

	Diploma
	14
	2.8
	2.8
	5.3

	Bachelors
	394
	79.6
	79.6
	84.8

	Postgraduate
	75
	15.2
	15.2
	100.0

	Total
	495
	100.0
	100.0
	



[bookmark: _Toc376811817][bookmark: _Toc377347922]5.2.5 Position
Regarding their job positions, 17.4% of the participants were headmasters, which reflected all the 86 secondary schools which participated in the study, and generally there is only one headmaster per school although they are sometimes supported by deputy headmasters. Table ‎5.5shows that 2% were headmasters’ deputies, 17.4% were supervisors, 62% were teachers, and 1.2% were teachers’ assistants.
[bookmark: _Ref377259822][bookmark: _Toc377281186]Table ‎5.5: Position
	Position
	No. teachers
	Percent
	Valid percent
	Cumulative percent

	Headmaster
	86
	17.4
	17.4
	17.4

	Asst. Headmaster
	10
	2.0
	2.0
	19.4

	Supervisor
	86
	17.4
	17.4
	36.8

	Teacher
	307
	62.0
	62.0
	98.8

	Asst. Teacher
	6
	1.2
	1.2
	100.0

	Total
	495
	100.0
	100.0
	



[bookmark: _Toc376811818][bookmark: _Toc377347923]5.2.6 School size
The number of students in the school or the school size was also of important consideration to the study because the headmasters are bound to have better control and influence in smaller schools than in larger ones. Table ‎5.6 shows the distribution of school sizes. It can be seen that 23.2% of the participants were from schools with below 400 students, 30.1% were from schools with between 400 to 500 students, 15.2% were from schools with between 500 to 600 students, 15.8% were from schools with between 600 to700 students, and 15.8% were from large schools with more than 700 students.
[bookmark: _Ref377259856][bookmark: _Toc377281187]Table ‎5.6: School size
	School Capacity
	No. teachers
	Percent
	Valid percent
	Cumulative percent

	<400
	115
	23.2
	23.2
	23.2

	400-500
	149
	30.1
	30.1
	53.3

	500-600
	75
	15.2
	15.2
	68.5

	600-700
	78
	15.8
	15.8
	84.2

	700+
	78
	15.8
	15.8
	100.0

	Total
	495
	100.0
	100.0
	



[bookmark: _Toc345569806][bookmark: _Toc345585745][bookmark: _Toc376522357][bookmark: _Toc376811819][bookmark: _Toc377347924]Factor analysis
The study included five research dimensions which consisted of the following different elements:
1. Transformational leadership
· Idealized influence
· Inspiration motivation
· Intellectual stimulation
· Individual consideration
· Idealised attribute
2. Transforms staff 
· Feelings
· Attitudes
· Beliefs and values
3. Organizational path 
· School conditions(size, age, retention polices, trust, ethnicity, disciplinary climate, curriculum)
· Structure and reporting levels
· Classroom conditions(size, gender mixture, instructional time, student  feedback, theories)
· Policies and standard operation procedures
4. Contextual factors
· Government educational policies
· Parents involvement
· Culture
· Size of school
5. Demographic factors
· Qualifications
· Gender
· Years of experience
· Position
· Age
6. Organizational learning
· Student achievement
· Student engagement
83

For the purposes of statistical analysis, the following dimensions were extrapolated:
AE	Academic Emphasis
CC	Classroom Conditions
SA	Student Achievement
SC	School Culture
SE	Student Engagement
SI	Staff Influence
SP	School Path
TL	Transformational Leadership
TS	Transformational School

The above dimensions were addressed in 56 questions (items) that measured the participants’ responses to each dimension. This version of the questionnaire sent out to the participants was the outcome of a pilot study on 50 participants mentioned previously, whose comments were incorporated and the final version was personally distributed to the various public secondary schools in Kuwait. The factor analysis statistical technique reduced the 56 items to a lesser number of conceptual variables. 
Factor analysis technique is commonly used to reduce the number of research questions to a few latent variables and in the process it also eliminates redundancy between variables, and usually reveals patterns between data. 
Table ‎5.7 gives detailed summary of the results of the factor analysis technique including variance extracted, factor loadings, and reliability of each construct (dimension). It was important to ensure that the scales used in the questionnaire consistently measured and reflected the constructs that they were measuring, which was achieved through the Cronbach’s reliability co-efficient with item delete feature of SPSS. The ideal situation is that each variable must be measured by at least four items that are highly inter-related. It is pleasing to report that all the variables had Cronbach’s alpha co-efficient values above the minimum recommended threshold of 70% (Hair et al., 2007), representing an acceptable level of internal consistency. Reliability was strengthened by the removal of some items in the questionnaire.
Having identified different constructs the new factors were renamed accordingly to reflect the new measurements. These new factors are represented as standardized weighted average of the corresponding items and their factor loadings. These new factors will be used to study several issues in subsequent analysis. 
An interesting finding from the factor analysis test was that not all the elements of transformational leadership were exhibited and instead idealised influence, both attributed and behavioural, emerged as a major research variable although the two were not easily differentiated. For the purposes of this study, this variable was renamed as Staff Influence. The results would seem to suggest that other elements of transformational leadership are not as strong behaviours associated with the school heads in these public schools.
The later cross-tabulation tests showed that headmasters and their deputies had higher mean rank scores than teachers and assistant teachers. The other elements of transformational leadership (individual consideration, inspirational motivation, and intellectual stimulation) were not significant inthe findings.
[bookmark: _Ref377260088][bookmark: _Toc377281188]Table ‎5.7: Factor analysis
	Dimension
	Extracted variance
	Cronbach’s reliability coefficient
	Factor loadings

	Staff Influence
	63.97%
	91.9%
	

	Q1
	
	
	0.817

	Q2
	
	
	0.802

	Q3
	
	
	0.775

	Q6
	
	
	0.794

	Q8
	
	
	0.843

	Q9
	
	
	0.761

	Q11
	
	
	0.803

	Q13
	
	
	0.799

	School Culture
	67.33%
	83.4%
	

	Q25
	
	
	0.851

	Q26
	
	
	0.823

	Q29
	
	
	0.798

	Q30
	
	
	0.809

	Academic Emphasis
	69.45%
	77.9%
	

	Q37
	
	
	0.848

	Q38
	
	
	0.865

	Q41
	
	
	0.785

	Classroom Conditions
	79.90%
	74.7%
	

	Q50
	
	
	0.894

	Q51
	
	
	0.894

	Student Engagement
	79.13%
	73.4%
	

	Q53
	
	
	0.890

	Q54
	
	
	0.890

	Student Achievement
	86.09%
	83.8%
	

	Q55
	
	
	0.928

	Q56
	
	
	0.928



[bookmark: _Toc345569807][bookmark: _Toc345585746][bookmark: _Toc376522358][bookmark: _Toc376811820][bookmark: _Toc377347925]Descriptive analysis
The descriptive statistics shown in Table ‎5.8 give statistical summary measures for the above new constructs (i.e. their means and standard deviations, which are measures of distribution of the frequencies). The standard deviation is an average of the distribution by which the values deviated from the mean (Hair et al., 2007). The standard deviation ranged from 0.65315 (for Staff Influence) to 1.09427 (for Student Engagement). Higher standard deviations were observed for student engagement implying that there were bigger deviations and higher dispersion of values across the various schools, as suggested by the participants. The mean item scores enable the strongest frequencies of the research variables to be identified.
[bookmark: _Ref377260237][bookmark: _Toc377281189]Table ‎5.8: Descriptive statistics
	New research variables
	N
	Mean
	SD
	Mean as percentage

	Staff Influence
	495
	4.43
	.65315
	88.68

	School Culture
	495
	4.14
	.72986
	82.73

	Academic Emphasis
	495
	3.36
	.98287
	67.15

	Classroom Conditions
	495
	4.13
	.65349
	82.63

	Student Achievement
	495
	3.80
	.76566
	76.04

	Student Engagement
	495
	4.35
	1.09427
	87.00

	Valid N (list-wise)
	495
	
	
	



Respondents were very positive regarding Staff Influence, with an average rating of 4.43 on the five-point Likert scale (88.68%), thereby giving the highest frequency and attribute, and representing one of the elements of transformational leadership and the power of transformational leadership characteristics. 
Respondents were also positive concerning School Culture with mean average rating 4.14 (82.73%), again emphasising the importance of the School Culture, being the mechanism through which the school leaders operate and transform the schools. 
Academic Emphasis had the lowest frequency with an average rating of 3.36 (67.15%), although this still indicated a positive attitude among respondents. 
Classroom Conditions’ average rating was 4.13 (82.63%), which was also very positive indicating that what takes place in the classroom and the conditions in the classroom were very important and had significant impacts on Student Engagement and Student Achievement, which had mean ratings of 4.35 (87%) and3.8 (76%) respectively.
[bookmark: _Toc345569808][bookmark: _Toc345585747][bookmark: _Toc376522359][bookmark: _Toc376811821][bookmark: _Toc377347926]Testing research variables against demographic characteristics
In this section all conceptual variables are tested against the demographic characteristics. First, the normality test was done to check the normality behaviour of the research variables using the Kolmogorov-Smirnov test. The results indicated that the data was not normally distributed, as shown in Table ‎5.9, which showed statistical significance for all the variables. Statistical significance was assumed at the 0.05 level. Therefore, nonparametric methods of inference were employed, which are independent of data distribution, to test against the demographic characteristics.
[bookmark: _Toc345569809][bookmark: _Toc345585748][bookmark: _Toc376522360][bookmark: _Toc376811822][bookmark: _Toc377347927]5.5.1 Testing against gender
Mann-Whitney, which is a non-parametric test, is used in situations where there are two populations, such as in the case of gender (male and female). The test ranks the data from the lowest to the highest, ignoring the group to which a participant belongs, and the lowest score is ranked 1. If there is no difference in the groups, then both will contain a similar number of high and low ranks and the sum totals should be similar.
As shown in Table ‎5.9, there are significant differences between male and female participants regarding their perceptions of Staff Influence (p-value = 0.011). Although both participants had a positive attitude regarding it, women were more positive than men (mean = 4.44 and 4.43 respectively). The results also indicated that men were more positive than women regarding Student Achievement (p-value = 0.007), with mean ratings of 3.88 and 3.71respectively. Since the Kuwait’s public secondary schools are divided along gender lines, it is of importance to consider whether girls’ schools outperform boys’ schools or vice-versa, and whether such performance is attributable to the gender of school heads and teachers.
Other research variables showed no significant differences between men and women’s views: Staff Influence (p-value = 0.350), Academic Emphasis (p-value = 0.239), Classroom Conditions (p-value = 0. 970), and Student Engagement (p-value = 0.964), and because they all ranged above 0.05, the tests were not significant. Therefore gender does not appear to influence the findings and the results were not statistically significant for these variables.
[bookmark: _Ref377260500][bookmark: _Toc377281190]Table ‎5.9: Mann-Whitney test - gender
	Gender
	SI
	SC
	AE
	CC
	SA
	SE

	
	1 M
	Mean
	4.4251
	4.1682
	3.4077
	4.1283
	3.8811
	4.3642

	
	
	N
	265
	265
	265
	265
	265
	265

	
	
	SD
	.58532
	.69104
	.95932
	.65319
	.75379
	1.08119

	
	2 F

	Mean
	4.4445
	4.1004
	3.2994
	4.1348
	3.7109
	4.3435

	
	
	N
	230
	230
	230
	230
	230
	230

	
	
	SD
	.72465
	.77209
	1.00831
	.65525
	.77070
	1.11140

	
	Total
	Mean
	4.4342
	4.1367
	3.3574
	4.1313
	3.8020
	4.3545

	
	
	N
	495
	495
	495
	495
	495
	495

	
	
	SD
	.65315
	.72986
	.98287
	.65349
	.76566
	1.09427

	
	
	P-value 
	0.011
	0.350
	0.239
	0.970
	0.007
	0.964



[bookmark: _Toc376811823][bookmark: _Toc377347928]5.5.2 Testing against age
As shown in Table ‎5.10, there were significant differences between different age groups in their perceptions of Staff Influence (P-value = 0.012). The younger respondents were less positive than the more mature respondents (below 30 years, mean = 4.22), (30-35 years mean = 4.35), (36-40 years, mean = 4.50), (41-45 years, mean = 4.47), (46-50 years, mean = 4.58), and (above 50 years, mean = 4.58). 
The analysis revealed also that there is significant difference between different age groups with regard to School Culture (p-value = 0.038). As shown in Table ‎5.10, the respondents in the younger age groups were slightly less positive than the perceptions of the older respondents with regards to School Culture (below 30, mean = 3.95), (30-35 years, mean = 4.12), (36-40 years, mean = 4.10), (41-45 years, mean = 4.09), (46-50 years, mean = 4.37), and (above 50 years, mean = 4.27). 
[bookmark: _Ref377260775][bookmark: _Toc377281191]Table ‎5.10: Mann-Whitney test - age
	Age (yrs)
	SI
	SC
	AE
	CC
	SA
	SE

	<30
	Mean
	4.22
	3.95
	3.59
	4.16
	3.76
	4.34

	
	N
	91
	91
	91
	91.
	91
	91

	
	SD
	0.89
	0.98
	1.00
	0.77
	0.93
	1.31

	30-35
	Mean
	4.35
	4.12
	3.36
	4.19
	3.88
	4.37

	
	N
	107
	107
	107
	107
	107
	107

	
	SD
	0.70
	0.67
	0.94
	0.59
	0.72
	0.95

	36-40
	Mean
	4.50
	4.10
	3.58
	4.07
	3.70
	4.43

	
	N
	79
	79
	79
	79
	79
	79

	
	SD
	0.59
	0.67
	0.88
	0.69
	0.83
	1.15

	41-45
	Mean
	4.47
	4.09
	3.31
	4.02
	3.66
	4.26

	
	N
	74
	74
	74
	74
	74.
	74

	
	SD
	0.50
	0.70
	0.96
	0.68
	0.76
	1.09

	46-50
	Mean
	4.58
	4.34
	3.20
	4.15
	3.96
	4.41

	
	N
	82
	82
	82
	82
	82
	82

	
	SD
	0.51
	0.54
	1.06
	0.64
	0.66
	1.06

	50+
	Mean
	4.58
	4.27
	2.98
	4.18
	3.82
	4.31

	
	N
	62
	62
	62
	62
	62
	62

	
	SD
	0.47
	0.65
	0.94
	0.50
	0.57
	0.98

	Total
	Mean
	4.43
	4.14
	3.36
	4.13
	3.80
	4.35

	
	N
	495
	495
	495
	495
	495
	495

	
	SD
	0.65
	0.73
	0.98
	0.65
	0.77
	1.09

	
	P-value
	0.012
	0.038
	0.001
	0.536
	0.224
	0.844



Academic Emphasis showed significant differences between different age groups as well (p-value = 0.001). Participants in the younger age group were more positive toward Academic Emphasis than those respondents in the older age groups (below 30 years, mean = 3.95),(30-35 years, mean = 3.36), (36-40 years, mean = 3.58), (41-45 years, mean = 3.31), (46-50 years, mean = 3.20), and (above 50 years, mean = 2.98). 
The other research variables signified no significant differences between different age groups, (Classroom Conditions, p-value = 0.536), (Student Achievement, p-value = 0.224), and (Student Engagement, p-value = 0.844). This means that when the age of participants is correlated against Classroom Conditions, Student Achievement and Student Engagementit does not make any difference at all on the results.
[bookmark: _Toc345569811][bookmark: _Toc345585750][bookmark: _Toc376522362][bookmark: _Toc376811824][bookmark: _Toc377347929]5.5.3	Testing against experience
The years of experience the participants had in their jobs was also a matter of concern to test against research variables. For the teachers, it was important to ensure that they had sufficient years on the job to be able to determine the headmasters’ leadership qualities over time. In the case of the principle heads, all of them would have had progressed through the hierarchy to be school heads and therefore were generally experienced. 5.5.4	Testing against educational level
Different qualifications have no effect of respondent’s perceptions concerning the research variables Staff Influence (p-value = 0.746), School Culture (p-value = 0.188), Academic Emphasis (p-value = 0.124), Classroom Conditions (p-value = 0.280), Student Achievement (p-value = 0.336), and Student Engagement (p-value = 0. 394). It should be noted that all attitudes were positive (Table ‎5.12). 




Table ‎5.11presents the results of the non-parametric test for significant differences between different years of experience. 
As presented in 5.5.4	Testing against educational level
Different qualifications have no effect of respondent’s perceptions concerning the research variables Staff Influence (p-value = 0.746), School Culture (p-value = 0.188), Academic Emphasis (p-value = 0.124), Classroom Conditions (p-value = 0.280), Student Achievement (p-value = 0.336), and Student Engagement (p-value = 0. 394). It should be noted that all attitudes were positive (Table ‎5.12). 




Table ‎5.11, different years of experience showed significant differences with the variable Staff Influence (p-value = 0.000). Although all participants had positive attitudes toward Staff Influence, respondents with less experience (less than 5 years) were less positive than those with more years of experience (more than 5 years). Significant differences were also identified concerning School Culture (p-value = 0.001), where the same pattern emerged as before; respondents with little experience were less positive than those with more years of experience (more than 5 years). Similar significant differences were observed with Classroom Conditions (p-value = 0.036).
Academic Emphasis, Student Achievement, and Student Engagement showed no significant differences with respect to experience levels (p-value = 0.083), (p-value = 0.476), and (p-value = 0.688) respectively.
[bookmark: _Toc377347930][bookmark: _Ref377260937]5.5.4	Testing against educational level
Different qualifications have no effect of respondent’s perceptions concerning the research variables Staff Influence (p-value = 0.746), School Culture (p-value = 0.188), Academic Emphasis (p-value = 0.124), Classroom Conditions (p-value = 0.280), Student Achievement (p-value = 0.336), and Student Engagement (p-value = 0. 394). It should be noted that all attitudes were positive (Table ‎5.12). 




[bookmark: _Toc377281192]Table ‎5.11: Kruskal-Wallis test - experience
	Experience (yrs)
	SI
	SC
	AE
	CC
	SA
	SE

	<5
	Mean
	4.25
	3.92
	3.48
	4.17
	3.80
	4.38

	
	N
	111
	111
	111
	111
	111
	111

	
	SD
	0.85
	0.87
	0.99
	0.79
	0.87
	1.16

	
	6-10
	Mean
	4.33
	4.09
	3.47
	4.10
	3.78
	4.34

	
	
	N
	92
	92
	92
	92
	92
	92

	
	
	SD
	0.69
	0.81
	0.98
	0.70
	0.80
	1.09

	
	11-15
	Mean
	4.43
	4.13
	3.36
	4.02
	3.70
	4.24

	
	
	N
	98.
	98.
	98.
	98.
	98.
	98.

	
	
	SD
	0.61
	0.60
	0.95
	0.57
	0.80
	1.14

	
	15+
	Mean
	4.59
	4.29
	3.23
	4.19
	3.87
	4.40

	
	
	N
	194
	194
	194
	194
	194.
	194

	
	
	SD
	0.46
	0.62
	0.99
	0.58
	0.66
	1.03

	
	Total
	Mean
	4.43
	4.14
	3.36
	4.13
	3.80
	4.35

	
	
	N
	495.
	495
	495
	495.
	495.
	495.

	
	
	SD
	0.65
	0.73
	0.98
	0.65
	0.77
	1.09

	
	P-value
	0.000
	0.001
	0.083
	0.036
	0.476
	0.688



[bookmark: _Ref377261239][bookmark: _Toc377281193]Table ‎5.12: Kruskal-Wallis test - education
	Education
	SI
	SC
	AE
	CC
	SA
	SE

	<High school
	Mean
	4.40
	4.23
	4.01
	4.25
	3.79
	4.63

	
	N
	12
	12
	12
	12
	12
	12

	
	SD
	0.56
	0.93
	1.06
	0.94
	0.89
	1.17

	Diploma
	Mean
	4.47
	4.02
	3.48
	4.36
	3.86
	4.14

	
	N
	14
	14
	14
	14
	14
	14

	
	SD
	0.80
	0.90
	1.19
	0.57
	0.63
	1.15

	Bachelors
	Mean
	4.42
	4.12
	3.33
	4.11
	3.78
	4.33

	
	N
	394
	394
	394
	394
	394
	394

	
	SD
	0.66
	0.72
	0.97
	0.63
	0.77
	1.09

	Postgraduate
	Mean
	4.50
	4.24
	3.36
	4.16
	3.93
	4.50

	
	N
	75
	75
	75
	75
	75
	75

	
	SD
	0.61
	0.72
	0.98
	0.74
	0.73
	1.11

	Total
	Mean
	4.43
	4.14
	3.36
	4.13
	3.80
	4.35

	
	N
	495
	495
	495
	495
	495
	495

	
	SD
	0.65
	0.73
	0.98
	0.65
	0.77
	1.09

	
	P-value
	0.746
	0.188
	0.127
	0.280
	0.336
	0.394



[bookmark: _Toc345569813][bookmark: _Toc345585752][bookmark: _Toc376522364][bookmark: _Toc376811826][bookmark: _Toc377347931]5.5.5	Testing against position
It was also important to test whether different job positions had significant differences against research variables. The analysis showed that different job positions had significant differences in perceiving Staff Influence (p-value = 0.004), School Culture (P-value = 0.002), and Academic Emphasis (p-value = 0.008). Headmasters, assistant headmasters and supervisors had higher mean rank scores than teachers and assistant teachers, particularly in the areas in which headmasters are expected to play a key transformational leadership role. They displayed relatively stronger behaviours in these areas that demonstrated some of their transformational leadership qualities and the mechanisms through which they were expected to influence learning outcomes. 
However, different job positions had no significant differences regarding the other research variables Classroom Conditions (p-value = 0.148), Student Achievement (p-value = 0.676), and Student Engagement (p-value = 0.136), possibly because these are more related to the roles of class teachers. All job positions had positive effects regarding all research variables (Table ‎5.13).
[bookmark: _Toc377347932]5.5.6	Testing against school size
As shown in 
Table ‎5.14, regardless of the size of the school, it was evident that there were no significant differences regarding perceptions of Staff Influence (p-value = 0.052), School Culture (p-value = 0.228), Academic Emphasis (p-value = 0.351), Classroom Conditions (p-value = 0.164), Student’s Achievement (p-value = 0.675), and Student Engagement (p-value = 0. 102). 
[bookmark: _Ref377261521][bookmark: _Toc377281194]Table ‎5.13: Kruskal-Wallis test - position
	Position
	SI
	SC
	AE
	CC
	SA
	SE

	
	Headmaster
	Mean
	4.63
	4.38
	3.00
	4.09
	3.88
	4.29

	
	
	N
	86.00
	86.00
	86.00
	86.00
	86.00
	86.00

	
	
	SD
	0.49
	0.44
	1.04
	0.66
	0.56
	0.97

	
	Asst. headmaster
	Mean
	4.64
	4.50
	3.51
	4.20
	3.90
	5.20

	
	
	N
	10.00
	10.00
	10.00
	10.00
	10.00
	10.00

	
	
	SD
	0.22
	0.44
	0.73
	0.63
	0.84
	0.92

	
	Supervisor
	Mean
	4.44
	4.18
	3.49
	4.04
	3.78
	4.42

	
	
	N
	86.00
	86.00
	86.00
	86.00
	86.00
	86.00

	
	
	SD
	0.70
	0.76
	0.99
	0.64
	0.77
	1.02

	
	Teacher
	Mean
	4.37
	4.05
	3.42
	4.17
	3.78
	4.33

	
	
	N
	307.00
	307.00
	307.00
	307.00
	307.00
	307.00

	
	
	SD
	0.68
	0.78
	0.95
	0.65
	0.81
	1.14

	
	Asst. teacher
	Mean
	4.36
	4.04
	3.28
	3.83
	4.17
	4.42

	
	
	N
	6.00
	6.00
	6.00
	6.00
	6.00
	6.00

	
	
	SD
	0.46
	0.37
	0.97
	0.68
	0.61
	1.39

	
	Total
	Mean
	4.43
	4.14
	3.36
	4.13
	3.80
	4.35

	
	
	N
	495.00
	495.00
	495.00
	495.00
	495.00
	495.00

	
	
	SD
	0.65
	0.73
	0.98
	0.65
	0.77
	1.09

	
	
	P-value
	0.004
	0.002
	0.008
	0.148
	0.676
	0.136


[bookmark: _Ref377261577][bookmark: _Toc377281195]



Table ‎5.14: Kruskal-Wallis test - school size
	School size (pupils)
	SI
	SC
	AE
	CC
	SA
	SE

	
	<400
	Mean
	4.57
	4.22
	3.44
	4.28
	3.81
	4.24

	
	
	N
	115
	115
	115
	115
	115
	115

	
	
	SD
	0.52
	0.61
	0.99
	0.51
	0.73
	1.11

	
	400-500
	Mean
	4.37
	4.04
	3.25
	4.10
	3.77
	4.22

	
	
	N
	149
	149
	149
	149
	149
	149

	
	
	SD
	0.68
	0.84
	0.95
	0.72
	0.76
	1.14

	
	500-600
	Mean
	4.52
	4.31
	3.48
	4.11
	3.86
	4.65

	
	
	N
	75
	75
	75
	75
	75
	75

	
	
	SD
	0.40
	0.50
	0.99
	0.57
	0.71
	1.11

	
	600-700
	Mean
	4.40
	4.17
	3.41
	4.08
	3.88
	4.42

	
	
	N
	78
	78
	78
	78
	78
	78

	
	
	SD
	0.64
	0.64
	0.93
	0.61
	0.72
	1.03

	
	800+
	Mean
	4.31
	4.00
	3.27
	4.05
	3.72
	4.44

	
	
	N
	78
	78
	78
	78
	78
	78

	
	
	SD
	0.91
	0.89
	1.07
	0.79
	0.90
	0.99

	
	Total
	Mean
	4.43
	4.14
	3.36
	4.13
	3.80
	4.35

	
	
	N
	495
	495
	495
	495
	495
	495

	
	
	SD
	0.65
	0.73
	0.98
	0.65
	0.77
	1.09

	
	
	P-value
	0.052
	0.228
	0.351
	0.164
	0.675
	0.102



[bookmark: _Toc345569815][bookmark: _Toc345585754][bookmark: _Toc376522366][bookmark: _Toc376811828][bookmark: _Toc377347933]Modelling the relationship between research and outcome variables
Partly because of the limitations of the data not being normally distributed, standard parametric tests were not used; non-parametric tests were utilized instead (Tabachnick and Fidell, 2001).Furthermore, because of the need to analyse the conceptual framework properly, which entailed understanding the paths through which transformational leadership was being exercised in these public secondary schools in Kuwait, consideration was given to use of SEM. 
SEM is an extension of the General Linear Model(GLM), which enables a researcher to test a set of regression equations simultaneously and also permits examination of more complex relationships and models, such as CFA. The main objective of SEM is to explain structures or patterns amongst a set of latent variables and constructs, typically measured by manifest variables by analysing the correlation or variance/covariance input matrices of all variables (Hair et al., 2007).SEM has several advantages over other statistical techniques, including:
• Very clear assumptions underlying the statistical analyses. It is testable, thereby giving the researcher full control;
• It provides overall tests of model fit and individual parameter estimate tests simultaneously;
• Regression coefficients, means, and variances may be compared simultaneously, even across multiple between-subjects groups;
• Measurement and confirmatory factor analysis models can be used to purge errors, making estimated relationships among latent variables less contaminated by measurement error; and
• It enables the ability to fit non-standard models, including flexible handling of longitudinal data, databases with auto correlated error structures (time series analysis), and databases with non-normally distributed variables and incomplete data (Hair et al., 2007). 
However, the drawback of SEM is that it requires the researcher to be very explicit in specifying models that fit the data.
The exogenous or upstream variables or constructs were Staff Influence, School Culture, Academic Emphasis, and School Conditions. These variables were not directly measured but are referred to as latent or unobserved variables and were not directly measured, but inferred by the relationships or correlations among measured variables in the analysis (Hair et al., 2007), whilst observed variables were directly measured by the researcher. 
The endogenous or downstream variables were Student Achievement and Student Engagement. Part of the uniqueness of this thesis is to be able to link transformational leadership qualities with the student outcomes as well as trying to establish the mechanisms through which the headmasters exert such influences.
The moderator variables were gender, age group, years of experience, educational qualification, job position, and school size.
The multivariate analysis of variance technique was used to study whether the research variables and the demographic characteristics had any significant effect of both Student Achievement and student engagement (Table ‎5.15). Both exogenous and endogenous terms are used in SEM.
[bookmark: _Ref377267306][bookmark: _Toc377281196]Table ‎5.15: Multivariate analysis
	Effect
	Value
	F
	Hypothesis df
	Error df
	Sig.

	Intercept
	Pillai’s Trace
	.082
	20.985a
	2.000
	469.000
	.000

	
	Wilks’ Lambda
	.918
	20.985a
	2.000
	469.000
	.000

	
	Hotelling’s Trace
	.089
	20.985a
	2.000
	469.000
	.000

	
	Roy’s Largest Root
	.089
	20.985a
	2.000
	469.000
	.000

	Gender
	Pillai’s Trace
	.012
	2.836a
	2.000
	469.000
	.060

	
	Wilks’ Lambda
	.988
	2.836a
	2.000
	469.000
	.060

	
	Hotelling’s Trace
	.012
	2.836a
	2.000
	469.000
	.060

	
	Roy’s Largest Root
	.012
	2.836a
	2.000
	469.000
	.060

	Age
	Pillai’s Trace
	.014
	.645
	10.000
	940.000
	.775

	
	Wilks’ Lambda
	.986
	.645a
	10.000
	938.000
	.776

	
	Hotelling’s Trace
	.014
	.644
	10.000
	936.000
	.777

	
	Roy’s Largest Root
	.011
	.991b
	5.000
	470.000
	.423

	Experience
	Pillai’s Trace
	.009
	.733
	6.000
	940.000
	.623

	
	Wilks’ Lambda
	.991
	.733a
	6.000
	938.000
	.623

	
	Hotelling’s Trace
	.009
	.732
	6.000
	936.000
	.624

	
	Roy’s Largest Root
	.009
	1.368b
	3.000
	470.000
	.252

	Education
	Pillai’s Trace
	.009
	.722
	6.000
	940.000
	.632

	
	Wilks’ Lambda
	.991
	.720a
	6.000
	938.000
	.633

	
	Hotelling’s Trace
	.009
	.719
	6.000
	936.000
	.634

	
	Roy’s Largest Root
	.006
	1.000b
	3.000
	470.000
	.392

	Designation
	Pillai’s Trace
	.022
	1.304
	8.000
	940.000
	.238

	
	Wilks’ Lambda
	.978
	1.303a
	8.000
	938.000
	.238

	
	Hotelling’s Trace
	.022
	1.302
	8.000
	936.000
	.239

	
	Roy’s Largest Root
	.016
	1.926b
	4.000
	470.000
	.105

	School Size
	Pillai’s Trace
	.032
	1.892
	8.000
	940.000
	.058

	
	Wilks’ Lambda
	.968
	1.894a
	8.000
	938.000
	.058

	
	Hotelling’s Trace
	.032
	1.895
	8.000
	936.000
	.058

	
	Roy’s Largest Root
	.026
	3.021b
	4.000
	470.000
	.018

	Staff Influence
	Pillai’s Trace
	.002
	.552a
	2.000
	469.000
	.576

	
	Wilks’ Lambda
	.998
	.552a
	2.000
	469.000
	.576

	
	Hotelling’s Trace
	.002
	.552a
	2.000
	469.000
	.576

	
	Roy’s Largest Root
	.002
	.552a
	2.000
	469.000
	.576

	School Culture
	Pillai’s Trace
	.124
	33.277a
	2.000
	469.000
	.000

	
	Wilks’ Lambda
	.876
	33.277a
	2.000
	469.000
	.000

	
	Hotelling’s Trace
	.142
	33.277a
	2.000
	469.000
	.000

	
	Roy’s Largest Root
	.142
	33.277a
	2.000
	469.000
	.000

	Academic Emphasis
	Pillai’s Trace
	.001
	.325a
	2.000
	469.000
	.723

	
	Wilks’ Lambda
	.999
	.325a
	2.000
	469.000
	.723

	
	Hotelling’s Trace
	.001
	.325a
	2.000
	469.000
	.723

	
	Roy’s Largest Root
	.001
	.325a
	2.000
	469.000
	.723

	Classroom Conditions
	Pillai’s Trace
	.031
	7.382a
	2.000
	469.000
	.001

	
	Wilks’ Lambda
	.969
	7.382a
	2.000
	469.000
	.001

	
	Hotelling’s Trace
	.031
	7.382a
	2.000
	469.000
	.001

	
	Roy’s Largest Root
	.031
	7.382a
	2.000
	469.000
	.001

	a. Exact statistic

	b. The statistic is an upper bound on F that yields a lower bound on the significance level.

	Design: Intercept + Gender + Age + Experience + Education + Designation + Student_size + Staff Influence+ School Culture+ Academic Emphasis + Classroom Conditions



As a general conclusion, none of the demographic characteristics has any effect on the research variables. Moreover, among the research variables School Culture and Classroom Conditions are the only significant variables. 
Detailed analysis in Table ‎5.16emphasized that gender has significant effect on Student Achievement but not Student Engagement p-value = 0.018. School size has positive effect on Students Engagement only (p-value = 0.019). School Culture has positive effect on Student Achievement but not on Student Engagement (p-value = 0.000). Classroom Conditions had positive effects on both Student Achievement (p-value = 0.001) and Student Engagement (p-vale = 0. 011). Other variables revealed no significant effects on either Student Achievementor Student Engagement. The magnitude of these effects will be discussed in further details in the next section through the SEM technique.
[bookmark: _Ref377267464][bookmark: _Toc377281197]Table ‎5.16: Tests between subjects effects
	Source
	Dependent Variable
	Type III Sum of Squares
	df
	Mean Square
	F
	Sig.

	Corrected Model
	dimension1
	Studachv
	96.947a
	24
	4.039
	9.855
	.000

	
	
	Studeng
	56.379b
	24
	2.349
	2.063
	.002

	Intercept
	dimension1
	Studachv
	4.791
	1
	4.791
	11.688
	.001

	
	
	Studeng
	42.509
	1
	42.509
	37.334
	.000

	Gender
	dimension1
	Studachv
	2.321
	1
	2.321
	5.662
	.018

	
	
	Studeng
	.145
	1
	.145
	.127
	.721

	Age
	dimension1
	Studachv
	1.985
	5
	.397
	.969
	.436

	
	
	Studeng
	2.298
	5
	.460
	.404
	.846

	Experience
	dimension1
	Studachv
	1.030
	3
	.343
	.838
	.474

	
	
	Studeng
	3.077
	3
	1.026
	.901
	.441

	Education
	dimension1
	Studachv
	.552
	3
	.184
	.449
	.718

	
	
	Studeng
	3.392
	3
	1.131
	.993
	.396

	Designation
	dimension1
	Studachv
	1.223
	4
	.306
	.746
	.561

	
	
	Studeng
	7.792
	4
	1.948
	1.711
	.146

	School Size
	dimension1
	Studachv
	1.319
	4
	.330
	.804
	.523

	
	
	Studeng
	13.612
	4
	3.403
	2.989
	.019

	Staff Influence
	dimension1
	Studachv
	.173
	1
	.173
	.423
	.516

	
	
	Studeng
	1.017
	1
	1.017
	.894
	.345

	School Culture
	dimension1
	Studachv
	27.224
	1
	27.224
	66.418
	.000

	
	
	Studeng
	1.668
	1
	1.668
	1.465
	.227

	Academic Emphasis
	dimension1
	Studachv
	.184
	1
	.184
	.449
	.503

	
	
	Studeng
	.101
	1
	.101
	.088
	.766

	Classroom
Condition
	dimension1
	Studachv
	4.585
	1
	4.585
	11.187
	.001

	
	
	Studeng
	7.492
	1
	7.492
	6.580
	.011

	Error
	dimension1
	Studachv
	192.651
	470
	.410
	
	

	
	
	Studeng
	535.149
	470
	1.139
	
	

	Total
	dimension1
	studachv
	7445.000
	495
	
	
	

	
	
	Studeng
	9977.750
	495
	
	
	

	Corrected Total
	dimension1
	studachv
	289.598
	494
	
	
	

	
	
	Studeng
	591.527
	494
	
	
	

	a. R Squared = .335 (Adjusted R Squared = .301)

	b. R Squared = .095 (Adjusted R Squared = .049)



[bookmark: _Toc345569816][bookmark: _Toc345585755][bookmark: _Toc376522367][bookmark: _Toc376811829][bookmark: _Toc377347934]The Conceptual Model
Building the causal relationship between the set of exogenous variables (Staff Influence, School Culture, Academic Emphasis, Class Conditions) and endogenous variables (Student Achievement and Student Engagement) was achieved using LISREL software version 8.5 to model the relationships. 
The Conceptual Model shown in Figure ‎5.1 was devised to fit the data, thus the analysis is confirmatory (CFA) in nature as it seeks to determine the extent to which a prior structure is consistent with empirical data (Diamantopoulos and Schlegelmilch, 1997). Thus CFA was used to assess the reliability of each latent variable or construct to estimate causal relationships and to test the existence of hypothesised underlying dimensions identified as important in the literature review and measured by various items in the survey. The quality of fit of a theoretical model is based both on providing a good absolute fit to the data and on offering a better fit than a competing model.
Relationships among observed and unobserved variables are shown using path diagrams wherein ovals or circles represent latent variables, while rectangles or squares represent measured variables. Causal effects are represented by single-headed arrows in the path diagram. A structural model is thus a set of one or more dependence relationships linking the latent constructs and is useful in representing the interrelationships of variables between dependence relationships. Structural dependence relationships are estimated by regression or path analysis (Garver and Mentzer, 1999).
Hair et al. (2007) suggest the following steps to be followed:
1. Conceptualise and develop the theoretical model;
2. Construct a path diagram;
3. Specify the SEM in terms of the measurement and structural models;
4. Assess identification of the SEM if it is unable to generate unique estimates and correct any offending estimates;
5. Evaluate model goodness-of-fit;
6. Interpret and modify the model to improve goodness-of-fit, where theoretically justifiable; and
7. Cross-validate the model with other (new and different) data sets.
Having prepared the correlation matrix between the remaining questions (indicators), SEM was used to test the proposed conceptual model against other alternatives. Utilizing LISREL software version 8.5 and following procedures recommended in prior research (Joreskog and Sorbom, 1993), several measures of goodness of fit were considered to select the best fit, including Normed Fit Index (NFI) = 0.95, Non-Normed Fit Index (NNFI) = 0.95, Incremental Fit Index (IFI) = 0.96, Relative Fit Index (RFI) = 0.94,  Critical N (CN) = 127.87,  the standardized root mean square residual (SRMR) = 0.049, Goodness of Fit Index (GFI) = 0.87  Adjusted Goodness of Fit Index (AGFI) = 0.82,  Parsimony Normed Fit Index (PNFI) = 0.78, and Comparative Fit Index (CFI) = 0.96. 
SEM has no single statistical test that best describes the strength of a model’s prediction and there is no general agreement over a set of appropriate goodness of fit measures (Hair et al., 2007). Hair et al. (2007) suggested that analysts should include one measure from each class (absolute, incremental, parsimonious) in their evaluation of a structural model.
All measures of goodness of fit indices indicated that the proposed model is adequate in fitting the data. In particular, RMR = 0.049 (recommended 0.05 or less; Hair et al., 2007),  GFI = 0.87 (recommended 0.80 or more), and AGFI = 0.82 (recommended 0.80 or more), which are satisfactory measures of goodness of fit (Sharma, 1996; Hair et al., 2007). These results indicate that the scales of the model represent concepts that are theoretically, but also empirically, distinguishable. These results offer strong support for the construct validity. The structural model is shown in Figure ‎5.1below, displaying the latent variables and the dependent variables (Student Engagement and Student Achievement).
[image: ]
[bookmark: _Ref377267620][bookmark: _Toc377281145]Figure ‎5.1: The conceptual model
[bookmark: _Toc376811830][bookmark: _Toc377347935]5.7.1 Male model path analysis and assertion of proposed hypotheses
[bookmark: _Ref377268062][bookmark: _Toc377281198]Table ‎5.17: Correlation matrix between latent constructs - male model
	
	SC
	AE
	CC
	SA
	SE

	SC
	1.00
	 
	 
	 
	 

	AE
	-0.03(0.506)
	1.0
	 
	 
	 

	CC
	0.66(0.000)
	-0.07(0.532)
	1.0
	 
	 

	SA
	0.68(0.000)
	0.06(0.477)
	0.52(0.000)
	1.0
	 

	SE
	0.22(0.211)
	0.05(0.484)
	0.17(0.317)
	0.39(0.004)
	1.0

	TL
	0.74(0.000)
	-0.04(0.490)
	0.43(0.001)
	0.50(0.000)
	0.12(0.407)



Table ‎5.17 shows the correlation matrix between latent constructs for the male model. Once the final model is obtained, the reliability and extracted variance of each construct can be assessed. The Cronbach’s measure of reliability (Table ‎5.18) does not ensure the unidimensionality of the construct, but contrarily assumes it exists (Hair et al., 2007). Therefore composite reliability, which is a measure of internal consistency, is a more reliable alternative measure and is calculated, for each construct, using the following formula: 

Wherestandardized loadings and associated errors are calculated by the structural equation technique among LISREL output. 
The second column of Table ‎5.18presents values of the construct composite reliability. As common practices, composite reliability 70% or more are acceptable, Hair et al. (2007). As shown in Table ‎5.18, some composite reliabilities are above the threshold given in Hair et al. (2007) and Sharma (1996), while others are below. Another measure of reliability is the variance extracted; the measure evaluates the overall amount of explained variations accounted for by the construct. Variance extracted of 50% or more is considered adequate (Sharma, 1996; Hair et al., 2007). The variance extracted is computed by the following formula:

[bookmark: _Ref377267899][bookmark: _Toc377281199]Column 3 of Table ‎5.18shows values of the extracted variance were greater than 50% for all constructs. More elaboration on these results is given in the following section. 


Table ‎5.18: Construct reliability and extracted variance - male model (1)
	Constructs
	Construct Reliability
	Extracted Variance
	Coefficient of Determination 

	Transformational School
	84.09%
	63.79%
	5%

	School Path
	49.51%
	36.90%
	0%

	Classroom Condition
	80.39%
	67.23%
	18%

	Student Achievement
	81.76%
	70.18%
	25%

	Student Engagement
	87.32%
	77.51%
	1%

	Transformational Leadership
	86.83%
	68.76%
	----------



SEM estimates the unknown coefficients in a set of linear structural equations. Variables in the equation system are usually directly observed variables and unmeasured latent variables. SEM generally involves the specification of an underpinning linear regression-type model (incorporating the structural relationships or equations between unobserved or latent variables) together with a number of observed or measured indicator variables. Standardised structural coefficient estimates are based on standardised data, including correlation matrixes. That is, the standardised weights are used to compare the relative importance of the independent variables. The interpretation is similar to regression: if a standardised structural coefficient is 2.0, then the latent dependent will increase by 2.0 standard units for each unit increase in the latent independent. A positive regression coefficient weight suggests a strong link in implied causality; a negative regression weight suggests a weaker link in implied causality (Anderson and Gerbing, 1988). The strength of the loadings indicates the nature and strength of the relationships between latent constructs that emerged from the data set. The resultant model fitting of male’s perceptions is shown in Figure ‎5.2.
It shows that School Culture has no correlation with Academic Emphasis (66%, p-value = 0.506), strong positive and significant correlation with Student Achievement (68%, p-value = 0.000), no correlation with Student Engagement (22%, p-value = 0.211), and strong positive and significant correlation with Transformational Leadership (74%, p-value = 0.000). 
Academic Emphasis has a weak correlation with Student Achievement (7%, p-value = 0.014). 
Classroom Conditions has strong positive and significant correlation with Student Achievement (52%, p-value = 0.000), but no correlation with student engagement (17%, p-value = 0.317).It has strong positive and significant correlation with Transformational Leadership (43%, p-value = 0.001). 
[image: ][image: ]
[bookmark: _Ref377268205][bookmark: _Toc377281146]Figure ‎5.2: Model fitting (male’s perceptions)
Student Achievement has significant positive correlation with Student Engagement (39%, p-value = 0.004), and strong positive and significant correlation with transformational leadership (50%, p-value = 0.000). 
Finally, Student Engagement has no correlation with Transformational Leadership (12%, p-value = 0.407). 
Table ‎5.19provides statistical summary measures of each construct including construct reliability, variance extracted and the coefficient of determination  of the endogenous variables. Table ‎5.20 shows the path analysis of the male model and its relation to the research hypotheses, and Table ‎5.21 shows the total effects of the model.
[bookmark: _Ref377268472][bookmark: _Toc377281200]Table ‎5.19: Construct reliability and extracted variance - male model (2)
	Constructs
	Construct Reliability
	Extracted Variance
	Coefficient of Determination 

	SC
	84.09%
	63.79%
	5%

	AE
	49.51%
	36.90%
	0%

	CC
	80.39%
	67.23%
	18%

	SA
	81.76%
	70.18%
	25%

	SE
	87.32%
	77.51%
	1%

	TL
	86.83%
	68.76%
	----------



[bookmark: _Ref377268550][bookmark: _Toc377281201]Table ‎5.20: Path analysis and verification of proposed hypotheses - male model
	Paths
	Path Coeff.
	Std. error
	t-value
	P-value
	Sig.

	Direct Effects

	Schoolculture → Classroom
	0.76
	0.12
	6.20
	0.000
	S

	Schoolculture → Studach
	0.53
	0.14
	3.90
	0.000
	S

	Schoolculture → Studenga
	0.25
	0.16
	1.56
	0.059
	NS

	Academicemp → Classroom
	-0.05
	0.04
	-1.54
	0.062
	NS

	Academicemp → Studach
	0.07
	0.03
	2.19
	0.014
	S

	Academicemp → Studeng
	0.05
	0.04
	1.36
	0.087
	NS

	Classroomcond → Studach
	0.12
	0.09
	1.32
	0.093
	NS

	Classroomcond → Studenga
	0.04
	0.11
	0.38
	0.352
	NS

	Studenga → Studach
	0.24
	0.06
	3.91
	0.000
	S

	Translea → Schoolculture
	0.74
	0.07
	10.71
	0.000
	S

	Translea → Academicemp
	-0.04
	0.06
	-0.64
	0.261
	NS

	Translea → Classroomcond
	-0.14
	0.11
	-1.22
	0.111
	NS

	Translea → Studach
	0.03
	0.10
	0.27
	0.394
	NS

	Translea → Studenga
	-0.08
	0.12
	-0.68
	0.248
	NS

	Indirect Effects

	Schoolculture → Studach
	0.16
	0.08
	2.11
	0.017
	S

	Schoolculture → Studenga
	0.03
	0.08
	0.38
	0.352
	NS

	Academicemp → Studach
	0.01
	0.01
	0.48
	0.316
	NS

	Academicemp → Studenga
	0.00
	0.01
	-0.37
	0.648
	NS

	Classroomcond → Studach
	0.01
	0.03
	0.38
	0.352
	NS

	Translea → Classroomcond
	0.56
	0.10
	5.58
	0.000
	S

	Translea → Studach
	0.47
	0.09
	5.19
	0.000
	S

	Translea → Studenga
	0.20
	0.10
	2.10
	0.018
	S


[bookmark: _Ref377268661][bookmark: _Toc377281202]Table ‎5.21: Total effects - male model
	
	Path Coeff.
	Std. error
	t-value
	P-value
	Sig.
	Hypotheses

	Translea → School Culture
	0.74
	0.07
	10.71
	0.000
	S
	

	Translea → AcademicEmphasis
	-0.04
	0.06
	-0.64
	0.261
	NS
	

	Translea → ClassroomConditions
	0.43
	0.07
	5.82
	0.000
	S
	

	Translea → Studach
	0.50
	0.07
	7.11
	0.000
	S
	

	Translea → Studenga
	0.12
	0.07
	1.67
	0.047
	S
	

	Schoolculture → ClassroomConditions
	0.76
	0.12
	6.20
	0.000
	S
	

	Schoolculture → Studach
	0.69
	0.11
	6.18
	0.000
	S
	

	Schoolculture → Studenga
	0.28
	0.12
	2.31
	0.010
	S
	

	Academicemp → ClassroomConditions
	-0.05
	0.04
	-1.54
	0.062
	NS
	

	Academicemp → Studach
	0.08
	0.03
	2.26
	0.012
	S
	

	Academicemp → Studenga
	0.05
	0.04
	1.31
	0.095
	NS
	

	ClassroomConditions → Studach
	0.13
	0.10
	1.37
	0.085
	NS
	

	ClassroomConditions → Studenga
	0.04
	0.11
	0.38
	0.352
	NS
	

	Studenga → Studach
	0.24
	0.06
	3.91
	0.000
	S
	



Briefly, regarding the direct effect for male model, we notice that Transformational Leadership has direct positive and significant effect on Transformational School (74%, p-value = 0.000). Transformational School has strong positive and significant effect on Classroom Conditions (76%, p-value = 0.000), and it has strong positive and significant effect on Student Achievement (53%, p-value = 0.000). School Path has weak significant positive effect on Student Achievement (7%, p-value = 0.014). Student Engagement has moderate positive and significant effect on Student Achievement (24%, p-value = 0.000).
As far as the indirect effect for the male model is concerned, Transformational Leadership has indirect positive and significant effect on Classroom Conditions 56%, p-value = 0.000), indirect positive and significant effect on Student Achievement (47%, p-value = 0.000), and weak positive and significant indirect effect on Student Engagement (20%, p-value = 0.018).
[bookmark: _Toc376811831][bookmark: _Toc377347936]5.7.2Testing the research hypotheses regarding the total effects of male model
Table ‎5.21 illustrates the total effects of exogenous variable (Transformational Leadership) and moderators(Transformational School, School Path, Classroom Conditions) on the outcome variables (Student Achievement and Student Engagement)from males’ standpoint. A strong positive and significant effect can be seen of Transformational Leadership on Transformational School(74%, p-value = 0.000), which supports hypothesis . It is also evident from the results presented that transformational leadership has no effect on School Path, which negates hypothesis , while it has strong positive and significant effect on Classroom Conditions(43%, p-value = 0.000), which justifies hypothesis .It has strong positive and significant effect on Student Engagement(50%, p-value = 0.000), which supports hypothesis . Finally it has a small positive significant effect on Student Engagement(12%, p-value 0.047), which asserts .
On the other hand, Transformational School has strong positive and significant effect on Classroom Conditions (76%, p-value = 0.000) which verifies hypothesis, it has strong positive and significant effect on Student Achievement (69%, p-value = 0.000), which affirms hypothesis . Finally, it has small positive but significant effect on Student Engagement (28%, p-value = 0.10), which confirms hypothesis. School Path has no effect on Classroom Conditions, which discards hypothesis .It has small positive but significant effect on Student Achievement, which establishes hypotheses  Finally, it has no effect on Student Engagement, which negates hypothesis . Classroom Conditions has no effect on Student Achievement or Student Engagement, which disproves hypotheses  and  respectively. Finally, Student Engagement has moderate positive and significant effect on Student Achievement (24%, p-value = 0.000), which validates .
[bookmark: _Toc376811832][bookmark: _Toc377347937]5.7.3 Female model path analysis and assertion of proposed hypotheses
Having prepared the correlation matrix for the female data, the proposed model was fitted against several alternatives. A very similar pattern was observed to the male model with very much consistent measures of goodness of fit(RMR= 0.049, Standardized RMR = 0.049, GFI= 0.91, AGFI= 0.85). This ensures the validity of the proposed model, as shown in the following tables and Figure ‎5.3. 
From females’ standpoint regarding the direct and the indirect effects, the findings of significant effects can easily be summarized. Transformational Leadership has a strong significant positive direct effect on School Culture (80%, p-value = 0.000), and it has weak positive and significant direct effect on academic emphasis (28%, p-value = 0.0.029). School Culture has weak positive but significant effect on Classroom Conditions (35%, p-value = 0.005), and it has strong positive direct effect on Student Achievement (75%, p-value = 0.000). Classroom Environment has weak positive but significant effects on both Student Achievement (14%, p-value = 0.044) and on Student Engagement (19%, p-value 0.011)School Path

(Table ‎5.24). 
[bookmark: _Ref377269017][bookmark: _Toc377281203]Table ‎5.22: Correlation matrix between latent constructs - female model
	
	SC
	AE
	CC
	SA
	SE

	SC
	1.00
	 
	 
	 
	 

	SP
	0.03(0.326)
	1.00
	 
	 
	 

	CC
	0.49(0.000)
	0.03(0.326)
	1.00
	 
	 

	SA
	0.71(0.000)
	0.07(0.146)
	0.46(0.000)
	1.00
	 

	SE
	0.31(0.000)
	-0.07(0.146)
	0.30(0.000)
	0.35(0.000)
	1.00

	TL
	0.80(0.000)
	0.12(0.035)
	0.46(0.000)
	0.53(0.000)
	0.32(0.000)





[bookmark: _Toc377281204]Table ‎5.23: Construct reliability and extracted variance – female model
	Constructs
	Construct Reliability
	Extracted Variance
	Coefficient of Determination

	TS
	85.21%
	65.89%
	65%

	SP
	83.63%
	63.52%
	2%

	CC
	86.83%
	76.74%
	21%

	SA
	75.03%
	60.04%
	27%

	SE
	88.90%
	80.24%
	9%

	TL
	92.83%
	76.74%
	----------


School Path
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[bookmark: _Ref377269047][bookmark: _Toc377281147]Figure ‎5.3: Model fitting (female’s perceptions)
[bookmark: _Ref377269383][bookmark: _Ref377269627][bookmark: _Toc377281205]
Table ‎5.24: Path analysis and verification of proposed hypotheses - female model
	Paths
	Path
Coeff.
	Std. error
	t-value
	P-value
	Sig.

	Direct Effects
	

	Schoolcul → Academicemp
	-0.19
	0.15
	-1.29
	0.099
	NS

	Schoolcul → Classroomcon
	0.35
	0.13
	2.59
	0.005
	S

	Schoolcul → Studach
	0.75
	0.15
	5.01
	0.000
	S

	Schoolcul → Studenga
	0.07
	0.14
	0.50
	0.309
	NS

	Academicemp → Studach
	0.08
	0.07
	1.10
	0.136
	NS

	Academicemp → Studenga
	-0.10
	0.07
	-1.50
	0.067
	NS

	Classroomcon → Studach
	0.14
	0.08
	1.71
	0.044
	S

	Classroomcon → Studenga
	0.19
	0.08
	2.28
	0.011
	S

	Studenga → Studach
	0.14
	0.07
	2.09
	0.018
	S

	Transformlea → Schoolcul
	0.80
	0.07
	12.10
	0.000
	S

	Transformlea → Academicemp
	0.28
	0.15
	1.89
	0.029
	S

	Transformlea → Classroomcon
	0.18
	0.13
	1.36
	0.087
	NS

	Transformlea → Studach
	-0.20
	0.14
	-1.46
	0.072
	NS

	Transformlea → Studenga
	0.19
	0.13
	1.45
	0.074
	NS

	Indirect Effects
	

	Transformlea → Academicemp
	-0.15
	0.12
	-1.28
	0.100
	NS

	Transformlea → Classroomcon
	0.28
	0.11
	2.55
	0.005
	S

	Transformlea → Studach
	0.73
	0.13
	5.50
	0.000
	S

	Transformlea → Studenga
	0.13
	0.11
	1.17
	0.121
	NS

	Schoolcul → Studach
	0.06
	0.04
	1.37
	0.085
	NS

	Schoolcul → Studenga
	0.09
	0.04
	1.95
	0.026
	S

	Academicemp → Studach
	-0.01
	0.01
	-1.20
	0.115
	NS

	Classroomcon → Studach
	0.03
	0.02
	1.53
	0.063
	NS



[bookmark: _Toc376811833][bookmark: _Toc377347938]5.7.4 Testing the research hypotheses regarding the total effects of female model
Transformation Leadership has weak positive and significant indirect effect on Classroom Conditions (28%, p-value = 0.005) and significant strong positive indirect effect on Student Achievement (73%, p-value = 0.000). Finally, School Culture has weak positive but significant indirect effect on Student Engagement (9%, p-value = 0.026)(Table ‎5.25). 
[bookmark: _Ref377269599][bookmark: _Toc377281206]Table ‎5.25: Total effects - female model
	Paths
	Path
Coeff.
	Std. Error
	t-value
	P-value
	S
	Hypotheses

	Transfol → Schoolcul
	0.80
	0.07
	12.10
	0.000
	S
	

	Transfol → Academicemp
	0.12
	0.07
	1.66
	0.048
	S
	

	Transfol → Classroomcon
	0.46
	0.07
	6.41
	0.000
	S
	

	Transfol → Studach
	0.53
	0.08
	6.58
	0.000
	S
	

	Transfol → Studenga
	0.32
	0.08
	4.05
	0.000
	S
	

	Schoolcul → Academicemp
	-0.19
	0.15
	-1.29
	0.099
	NS
	

	Schoolcul → Classroomcon
	0.35
	0.13
	2.59
	0.005
	S
	

	Schoolcul → Studach
	0.81
	0.15
	5.42
	0.000
	S
	

	Schoolcul → Studenga
	0.15
	0.13
	1.14
	0.127
	NS
	

	Academicemp → Studach
	0.06
	0.07
	0.89
	0.187
	NS
	

	Academicemp → Studenga
	-0.10
	0.07
	-1.50
	0.067
	NS
	

	Classroomcon → Studach
	0.17
	0.08
	2.05
	0.020
	S
	

	Classroomcon → Studach
	0.19
	0.08
	2.28
	0.011
	S
	

	Studenga → Studach
	0.14
	0.07
	2.09
	0.018
	S
	



As shown inTable ‎5.25, Transformational Leadership has strong positive and significant effect on School Culture(80%, p-value = 0.000), which supports hypothesis  .It has significant small positive effect on School Path (12%, p-value = 0.048), which justifies hypothesis .It has moderate positive and significant effect on Classroom Conditions (46%, p-value = 0.000), which asserts hypothesis .It has strong positive and significant effect on Student Achievement (53%, p-value = 0.000), which validates hypothesis s.Finally, it has moderate positive and significant effect on Student Engagement (32%, p-value = 0,000), which asserts hypothesis . 
Regarding the total effects of School Culture Table ‎5.25, it has no effect on Academic Emphasis, which disproves hypothesis.It has moderate positive and significant effect on Classroom Conditions (35%, p-value = 0.000), which supports hypothesis.It has strong positive and significant effect on Student Achievement (81%, p-value = 0.000), which supports the claim in , and it has no effect on Student Engagement, which negates .Apparently, Academic Emphasis has no role to play in this context; the analysis revealed that it has no effect on Student Achievement, which disqualifies, and it has no effect on Student Engagement, which also disproves. 
Although they are small effects, Classroom Conditions has significant positive effects on Student Achievement (14%, p-value = 0.044) and Student Engagement (19%, p-value = 0.011), justifying both  and  respectively. 
Finally, Student Engagement has small positive but significant effect on Student Achievement (14%, p-value = 0.018). 
[bookmark: _Toc376811834][bookmark: _Toc377347939]5.7.5 The whole sample model
Finally, the two models (i.e. the whole sample together, including both men and women) were linked in order to depict the relationship between Transformational Leadership and both Student Achievement and Student Engagement through the direct and indirect effects of several moderators, as presented in Figure ‎5.4.
Having fitted the data to the conceptual model (Figure ‎5.4) against several other alternatives, the following measures of goodness of fit were obtained: RMR = 0.060, Standardized RMR = 0.060(recommended 5% or less), GFI = 0.86(recommended 85% or more), and AGFI = 0.81(recommended 80% or more).  This makes the proposed model acceptable from a statistical standpoint. Table ‎5.26presents the correlation structure between different latent constructs in the fitted model. 
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[bookmark: _Ref377269884][bookmark: _Toc377281148]Figure ‎5.4: The whole sample model
[bookmark: _Ref377269969][bookmark: _Toc377281207]Table ‎5.26: Correlation structure between latent constructs
	
	SC
	AE
	CC
	SA
	SE

	SC
	1.00
	 
	 
	 
	 

	AE
	0.07(0.060)
	1.00
	 
	 
	 

	CC
	0.38(0.000)
	0.03(0.253)
	1.00
	 
	 

	SA
	0.72(0.000)
	0.13(0.002)
	0.41(0.000)
	1.00
	 

	SE
	0.24(0.000)
	0.00(0.500)
	0.21(0.000)
	0.19(0.000)
	1.00

	TL
	0.78(0.000)
	0.00(0.500)
	0.48(0.000)
	0.47(0.000)
	0.21(0.000)



[bookmark: _Toc376811835][bookmark: _Toc377347940]5.7.6 Direct and indirect effects of the whole sample model
Table ‎5.27 and Table ‎5.28summarize findings regarding the mutual interrelationship of different constructs for the whole model. Transformational Leadership has strong positive direct impact on School Culture (78%, p-value 0.000), weak negative and significant direct effect on Academic Emphasis (17%, 0.040), moderate positive and significant direct effect on the Classroom Conditions (48%, p-value = 0.000), and negative moderate direct and significant effect on Student Achievement (34%, p-value = 0.000). 
School Culture has weak positive and significant direct effect on School Path (19%, p-value 0.021), strong positive and significant direct effect on Student Achievement (89%, p-value = 0.000), and weak positive and significant direct effect on Student Engagement (20%, p-value = 0.009). 
Classroom Environment has weak positive but significant effects on both Student Achievement (23%, p-value = 0.000) and on Student Engagement (14%, p-value = 0.000). 
[bookmark: _Ref377270129][bookmark: _Toc377281208]Table ‎5.27: Path analysis - whole sample model
	Paths
	Path coeff.
	Std. error
	t-value
	P-value
	Sig.

	Direct Effects

	Schoolcul → Academicemp
	0.19
	0.10
	2.03
	0.021
	S

	Schoolcul → Studach
	0.89
	0.10
	9.22
	0.000
	S

	Schoolcul → Studenga
	0.20
	0.09
	2.37
	0.009
	S

	Academicemp → Studach
	0.05
	0.05
	1.09
	0.138
	NS

	Academicemp → Studenga
	-0.002
	0.05
	-0.50
	0.691
	NS

	Classroomcon → Academicemp
	0.04
	0.06
	0.58
	0.281
	NS

	Classroomcon → Studach
	0.23
	0.06
	4.07
	0.000
	S

	Classroomcon → Studeng
	0.14
	0.06
	2.44
	0.007
	S

	Translea → Schoolcul
	 0.78
	0.05
	16.42
	0.000
	S

	Translea → Academicemp
	-0.17
	0.10
	-1.75
	0.040
	S

	Translea → Classroomcon
	0.48
	0.05
	9.30
	0.000
	S

	Translea → Studach
	-0.34
	0.09
	-3.68
	0.000
	S

	Translea → Studenga
	-0.02
	0.08
	-0.30
	0.618
	NS

	Indirect Effects

	Schoolcul → Studach
	0.01
	0.01
	1.06
	0.145
	NS

	Schoolcul → Studeng
	0.00
	0.01
	-0.48
	0.316
	NS

	Classroomcon → Studach
	0.00
	0.00
	0.52
	0.302
	NS

	Classroomcon → Studeng
	0.00
	0.00
	-0.37
	0.356
	NS

	Translea → Academicemp
	0.17
	0.08
	2.07
	0.019
	S

	Translea → Studach
	0.81
	0.09
	8.94
	0.000
	S

	Translea → Studeng
	0.23
	0.08
	2.94
	0.002
	S



[bookmark: _Ref377270132][bookmark: _Toc377281209]Table ‎5.28: Hypotheses testing - whole sample
	Paths
	Path coeff.
	Std. error
	t-value
	P-value
	Sig.
	Hypotheses

	Translea → Schoolcul
	0.78
	0.05
	16.42
	0.000
	S
	

	Translea → Academicemp
	0.00
	0.05
	-0.06
	0.476
	NS
	

	Translea → Classroomcon
	0.48
	0.05
	9.30
	0.000
	S
	

	Translea → Studach
	0.47
	0.05
	8.62
	0.000
	S
	

	Translea → Studenga
	0.21
	0.05
	3.77
	0.000
	S
	

	Schoolcul → Academicemp
	0.19
	0.10
	2.03
	0.021
	S
	

	Schoolcul → Studach
	.89
	0.10
	9.37
	0.000
	S
	

	Schoolcul → Studenga
	0.20
	0.09
	2.35
	0.009
	S
	

	Academicemp → Studach
	0.05
	0.05
	1.09
	0.138
	NS
	

	Academicemp → Studenga
	-0.02
	0.05
	-0.50
	0.309
	NS
	

	Classroomcon → Academicemp
	0.04
	0.06
	0.58
	0.281
	NS
	

	Classroomcon → Studach
	0.23
	0.06
	4.09
	0.000
	S
	

	Classroomcon → Studeng
	0.14
	0.06
	2.43
	0.008
	S
	



The indirect effects can also be portrayed in the following way. Transformation Leadership has strong positive and significant indirect effect on Student Achievement (81%, p-value = 0.000), it has weak positive but significant indirect effect on Academic Emphasis (19%, p-value = 0.017), and it has weak positive but significant effect on Student Engagement (23%, p-value = 0.002). 
The following section focuses on the path analysis of the total effect and the verification of the proposed hypotheses regarding the significant effects of different determinants of education on student’s achievement and student engagement. 
School Culture has no correlation with Academic Emphasis; it has significant positive correlation with Classroom Conditions (38%, p-value = 0.000), strong positive and significant correlation with Student Achievement (72%, p-value = 0.000), significant positive correlation with Student Engagement (24%, p-value = 0.000), and strong positive and significant correlation with Transformational Leadership (78%, p-value = 0.000). 
Academic Emphasis has no correlation with classroom conditions; has positive and significant correlation with Student Achievement (13%, p-value = 0.002), and no correlation with either Student Engagement or Transformational Leadership. 
Classroom Conditions has significant positive correlation with Student Achievement (23%, p-value = 0.000), significant positive correlation with Student Engagement (14%, p-value = 0.000), and significant positive correlation with Transformational Leadership (48%, p-value = 0.000). 
Student Achievement has significant positive correlation with Student Engagement (19%, p-value = 0.000), and significant positive correlation with Transformational Leadership (47%, p-value = 0.000). Finally, Student Engagement has significant positive correlation with Transformational Leadership (21%, p-value = 0.000).Table ‎5.29 shows the construct reliability and the extracted variance for each construct in the whole sample.
[bookmark: _Ref377270431][bookmark: _Toc377281210]Table ‎5.29: Whole sample construct reliability and extracted variance
	Constructs
	Construct Reliability
	Extracted Variance
	The Coefficient of 
Determination 

	Transformational School
	86.57%
	61.73%
	61%

	School Path
	81.64%
	59.96%
	0%

	Classroom Condition
	82.30%
	69.92%
	23%

	Student Achievement
	78.03%
	64.05%
	22%

	Student Engagement
	86.58%
	76.67%
	4%

	Transformational Leadership
	92.23%
	63.18%
	----------



As shown in Table ‎5.28, there is significant positive effect (78%, p-value = 0.000) of Transformational Leadership on School Culture, which supports the hypothesis, but no significant total effect of Transformational Leadership on Academic Emphasis, which does not support . On the other hand, there is a significant effect of Transformational Leadership on Classroom Conditions (48%, p-value = 0.000), which justifies Transformational leadership also has significant effects on both Student Achievement(47%, P-value = 0.000), which asserts ,and on Student Engagement(21%, p-value = 0.000), which affirms . 
School Culture has a significant positive effect on School Path (19%, p-value = 0.021), which supports. Along the same lines, School Culture has strong significant positive effect on Student Achievement (89%, p-value = 0.000), which justifies. It has less but significant positive effect on student engagement (20%, p-value = 0.009), which validates. The analysis also revealed that Academic Emphasis has no effects on Student Achievement and Student Engagement, which failed to supportand, respectively. 
Finally, Classroom Conditions have no effect on Academic Emphasis, rejecting . However, it has positive total and significant effects on both Student Achievement (23%, p-value = 0.000) and Student Engagement (14%, p-value = 0.008), which justifies both  and  respectively.
The results demonstrate that school leader’s Transformational Leadership practices influence school outcomes through the mediation of the School Culture.
A direct relationship emerged between school heads’ Transformational Leadership and Student Engagement, and indirect ones between the latter and Classroom Conditions and School Culture, but Student Engagement had no direct influence on student outcomes. It must be noted that Student Engagement is often considered to be an important variable for future academic performance and failure, but this does not seem to be case in the combined model.
[bookmark: _Toc345585756][bookmark: _Toc376522368][bookmark: _Toc376811836][bookmark: _Toc345569818]

[bookmark: _Toc377347941]Summary of findings
The findings of the three models (male, female and whole sample) are summarized in Table ‎5.30.
[bookmark: _Ref377270785][bookmark: _Toc377281211]Table ‎5.30: Summary comparison of findings
	Paths
	Whole sample
	Female model
	Male model

	Transformational  → School  Culture
	0.78
	0.80
	0.74

	Transformational  → Academic  Emphasis
	0.00
	0.12
	-0.04

	Transformational  → Classroom  Conditions
	0.48
	0.46
	0.43

	Transformational  → Student  Achievement
	0.47
	0.53
	0.50

	Transformational  → Student  Engagement
	0.21
	0.32
	0.12

	School  Culture → Academic  Emphasis
	0.19
	-0.19
	0.76

	School  Culture → Student  Achievement
	0.89
	0.35
	0.69

	School  Culture → Student  Engagement
	0.20
	0.81
	0.28

	Academic  Emphasis → Student  Achievement
	0.05
	0.15
	-0.05

	Academic  Emphasis → Student  Engagement
	-0.02
	0.06
	0.08

	Classroom  Conditions → Academic  Emphasis
	0.04
	-0.10
	0.05

	Classroom  Conditions → Student  Achievement
	0.23
	0.17
	0.13

	Classroom  Conditions → Student  Engagement
	0.14
	0.19
	0.04



From the findings, not all elements of transformational leadership were exhibited by the school heads, and it was mainly the quality of staff influence and the aspect of inspirational motivation that were apparent. 
It was observed that Transformational Leadership operates primarily through the mechanism of the School Culture, and this was the case in both female and male secondary schools. There did not seem to be major Academic Emphasis despite some attempts by female heads (who displayed more Academic Emphasis particularly through Student Engagement compared to their male counterparts).
The Classroom Conditions mattered much for both female and male school heads, particularly in terms of how the teachers managed students and the assistance they rendered to those with learning difficulties.
The findings also showed that Transformational Leadership had direct and positive effects on Student Achievement in both female (53%) and male (50%) headmasters and the results were statistically significant.
The School Culture contributed significantly to Student Achievement (89%) in the combined model.
There was a marked difference between female (35%) and male (69%) heads regarding the role of School Culture with regard to Student Achievement. It would appear that female heads are better at getting the students to engage (81%) compared to their male counterparts (28%).
As mentioned previously, Academic Emphasis played a minor key role with regard to both Student Achievement and Student Engagement.
There was a weak co-relationship, albeit statistically significant, between Classroom Conditions and both Student Achievement and Student Engagement.
For both female and male headmasters, Student Engagement led to Student Achievement.
[bookmark: _Toc345585757][bookmark: _Toc376522369][bookmark: _Toc376811837][bookmark: _Toc377347942]Chapter conclusion
The chapter presented the findings and the analysis that ensued to test the hypotheses and the conceptual model. SEM was used to test the different conceptual models and hypotheses and the results showed that Transformational Leadership (as exhibited as Staff Influence and inspirational motivation) directly and indirectly, significantly and modestly influenced both Student Achievement and Student Engagement. 
Transformational leadership acted primarily through the mechanism of the School Culture to influence both students’ achievement, and it had the biggest influence. Academic Emphasis did not have much role in either Student Achievement or Student Engagement and it was therefore not statistically significant in the combined model. The Classroom Conditions mattered when it came to both Student Engagement and Student Achievement. Finally, it was observed that there were some subtle differences between female and male heads regarding the School Culture and Academic Emphasis.
The findings provide new evidence that demonstrates the links between Transformational Leadership dimensions and school outcomes and these findings are discussed in detail with respect to existing literature in the following chapter.

[bookmark: _Toc376522370][bookmark: _Toc376811838][bookmark: _Toc377347943]DISCUSSION OF RESULTS
5 [bookmark: _Toc376811704][bookmark: _Toc376811839][bookmark: _Toc376811979][bookmark: _Toc376812113][bookmark: _Toc376812248][bookmark: _Toc377281318][bookmark: _Toc377347944][bookmark: _Toc376522371]
[bookmark: _Toc376811840][bookmark: _Toc377347945]Introduction
The previous chapter presented the findings and analysis of the influence of school heads’ transformational leadership on students’ achievements, and the mechanism or paths through which this is achieved. There was some evidence for both direct and indirect impact of transformational leadership on school outcomes (achievement) based on the findings of the analysis and SEM. This chapter builds upon these findings, and discusses the results with respect to the existing literature to explore the extent of conformity with previous studies within the conceptual framework of this study and its aims. This is followed by drawing theoretical and practical implications, and highlighting the contribution of this study to the field of educational leadership. 
This study aimed to add to the knowledge base concerning transformational leadership practices and student educational attainment by conceptualising a comprehensive leadership model (Figure ‎3.1), which accounts for the most important mediating variables of the transformational leadership effects of school heads in Kuwaitipublic schools, so that the compelling model can provide practical guidance to these school heads.
[bookmark: _Toc376522372][bookmark: _Toc376811841][bookmark: _Toc377347946]Adopting management models to the public sector
As leadership has long been seen as a key factor in organisational effectiveness in the private sector (Rowold, 2011), it was noted that there was similar interest in educational leadership (e.g. Fairhurst, 2007; Pounder, 2008; Heck and Hallinger, 2010; Leithwood and Jantzi, 2010). As observed by Muijs (2011), this inevitably led to a growth in the importance of the role of school heads or principals, and therefore to a greater interest in leadership as a key factor in school effectiveness and improvement. The same author noted that the education sector must draw lessons from the private sector, where leadership has long been seen as an important element in business performance, unlike within the educational sector, where school leaders have tended to be more administrative managers. The underlying argument is that if school heads can adopt some of corporate leadership principles such as transformational leadership, then schools’ outcomes would improve. 
Heifoetz (1994) argues against prescribing private sector management models to the public sector because the problems encountered in the public sector are different and beyond the capacity of any one person to frame, and because of the need to comply with very strict government rules and regulations in some cases, along with traditional community expectations. Others even go further to criticise the more entrepreneurial variants of transformational leadership as being unethical when applied within the public services context (Borins, 2000). Even proponents of transformational leadership admit that ‘evidence seems to provide only modest support for using transformational approaches as a foundation on which to build a model of leadership for present and future schools’ (Leithwood et al., 1999, p.38). 
More (1995) advocates that transfer of managerial models should be sensitive to the environmental factors, and Pettigrew et al. (1992) support a generic transfer. The implication of this is that there will be a need to investigate the most appropriate form of leadership in these schools.
Principally, the quality of leadership is mainly measured through evidence of school improvement over time. Day and Leithwood (2007) indicated that successful school heads possess, retain and communicate in all that they do and saya strong sense of agency, core sets of deeply held values, moral and ethical purposes, and immense amounts of emotional understandings of themselves and others. They are also able to manage a number of agendas, without themselves becoming negative. 
Transformational leadership comes up as one of the leadership styles or approaches attracting greater attention within the educational field (Sun and Leithwood, 2012). This is partly because the new models of transformational leadership within the education sector have subsumed instructional leadership and managerial leadership, with roots in moral foundations, and it can be participative, thereby effectively integrating many other leadership models and making it much more a comprehensive leadership model in different settings (Leithwood et al.,2006). 
According Leithwood et al. (2010), the debate is no longer about whether school leaders influence students’ learning or not, but rather how those effects occur. Whilst some research has been done on the mediators of leadership practices there seems little consensus about which ones holds the greatest potential (Leithwood et al., 2010), yet such information is essential for school heads so that they can best focus their efforts. This study examines the paths through which school heads’ transformational leadership style impacts on student outcomes.
With this in mind, many countries have taken a keen interest in investing in leadership development within the education sector, and Kuwait is not an exception. The main objective in the case of Kuwait is to improve student outcomes( student engagement in class room, and student achievement).
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As conceptualised in Figure ‎3.1, the initial model incorporated both moderating (contextual) and mediating (organisational path and staff) variables. Each of these paths can be affected by the actions of school heads and each one provides a clear focus for efforts to improve academic achievement. The use of mediated-effects models hypothesizes that leaders achieve their effect on school outcomes through indirect paths. The choice of these moderating and mediating variables was informed by previous studies as reviewed in the existing literature (Bruggencate et al., 2012). 
Bruggencate et al. (2012) argued that mediated-effects models differ in the kind of mediating variables selected, including variables at one level (school), two levels (school and teacher), or three levels (school, teacher, and student). The model used in this study included mediating variables referring to several different levels including: the school culture, classroom conditions, academic emphasis and student engagement. These findings are in conformity with previous studies (Muijs, 2011) and support the importance of selecting mediating variables at different levels in modelling the impact of school leaders on student achievement. As suggested by Bruggencate et al. (2012), in order to gain better theoretical understanding of school heads’ transformational leadership affect on student achievement, it is important to ensure that those mediating variables that have the greatest impact are modelled. As the status of each mediating variable improves through influences from leaders and other sources,it is therefore expected that the quality of students’ school and classroom experiences is enriched, resulting in greater learning (Leithwood et al., 2010).
Thus this study makes a contribution to the empirical validation of complex causal models that can uncover some of the links in the chain of mediating and moderating variables between school heads’ transformational leadership style and the student outcomes. 
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The analysed data revealed that on the basis of the perception of school principals and teachers, the general conclusion reached based on the multivariate analysis was that none of the demographic characteristics has any statistically significant effect on the research variables. Among the research variables, School Culture and Classroom Conditions were the only significant variables (p = .05) (Table ‎5.15). These findings were similar to those of Valentine and Prater (2011): that the demographics did not account for a statistically significant amount of the variability of student scores, and for that reason, were not considered further in the analysis, except for gender differences. This answers the last research question: are the relationships between leaders’ transformational practices and student’s learning and achievement significantly moderated by personal characteristics?
It was also observed that generally the school heads in Kuwait possessed graduate degrees and years of teaching experience. The secondary schools in Kuwait tend to be fairly structured in the same manner but the main unique feature naturally is the gender segregation, both in terms of the students and the teachers and school heads.
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The literature (Bass and Avolio, 1997) noted that transformational leadership is usually described as leadership that transforms individuals and organisations through an appeal to values and long-term goals. It is engaged with hearts and minds, and it is therefore not surprising that this conception has proved popular in education. In the chapter 2it was noted that student outcomes have declined in Kuwait, for which reason there is a strong moral purpose and commitment among school teachers, school heads and the community at large, including the government, to restore educational standards in Kuwait. 
Chapter 3 noted that Leithwood et al. (1994) argued for transformational approaches to school leadership based on the assumptions that leadership primarily manifests itself during times of change, and the nature of change is the critical determinant of the most helpful forms of leadership; and the era of school change, reform, and restructuring will likely to extend into the foreseeable future. Chapter 3 highlighted the benefits of transformational leadership in organisational settings (Leithwood and Janzi, 2005), and it was noted that the mechanism through which the school heads influence school outcomes was not clearly established, hence the need to continue conducting such studies using more advanced statistical tools (SEM) with methodological rigour. 
Chapter 5 deployed the sophisticated analysis of SEM to examine both the direct and indirect effects of school heads’ transformational leadership on school outcomes and three models (male, female and whole sample) were put forward to depict the relationships. The use of SEM enabled  a better understanding of the way school heads’ transformational leadership style influenced student achievement, as well as the interplay with contextual forces that influence the exercise of school leadership (Bruggencate et al., 2012).
Different leadership styles need to be explored, and consideration was thus given in this study to favour the effectiveness of transformational over more transactional forms of leadership in fostering lasting change, as earlier observed by Van Esch et al. (2000).
The success of school heads is partly due to their leadership style, which depends upon their assumptions about human beings and human nature. These assumptions, consciously and unconsciously, are the foundation for decision-making and choosing a leadership style. Such leadership style entails the behavioural pattern that they adopt when working with and through subordinates, what they do, place emphasis on and how they deal with the subordinates, especially as perceived by their subordinates. Since leaders have different beliefs and assumptions of human nature and of achieving goals and objectives, different leaders exhibit different behaviours/styles in accomplishing their goals and objectives (Sawati and Anwar, 2011). 
In this thesis, the focus was on transformational leadership; first, there was a need to establish if the Kuwait school heads had transformational qualities as enunciated by Bass and Avolio (1997), who proposed that transformational leadership is characterized by certain behaviours. Therefore, the first thing was to ascertain that the school heads’ leadership might be modelled as transformational leadership (also known as the 5I’s): idealized influence (attributed), idealized influence (behaviour), inspirational motivation, intellectual stimulation, and individualized consideration. These components of transformational leadership served as predictor variables of school outcomes and they emphasize a critical conception of leadership which is about influencing. Accordingly, survey items were chosen to represent these components of transformational leadership (Bass, 1985, 1990). 
In this study, idealised influence centred on the qualities of the school heads being role models as delineated by the following research questions: (Q1-Instils pride in others for being associated with me), displaying behaviours that can be admired, trusted and respected (Q2-Goes beyond self-interest for the good of the school, Q3-Acts in ways that build others respect for me, Q8-Considers the moral and ethical consequences of decisions). Idealised influence was also a display of qualities emphasising a collective sense vision and accomplishment of goals (Q9-Talks enthusiastically about what needs to be accomplished, Q11-The school vision is formulated in terms that are understandable to others, Q13-Promotes cooperation and collaboration among staff toward common goals); see Appendix 2.
The findings revealed that not all components of transformational leadership were exhibited by these school heads. Instead idealized influence, both attributed and idealized (charisma), emerged as the main transformational component exhibited by these headmasters and this was represented as a latent variable herein dubbed Staff Influence (SI). It could be that the participants could not clearly differentiate the other elements of transformational leadership or lacked such qualities. Respondent number 259 commented that what was required was more ‘openness and appreciation of the views of the faculty members and the development of their professional skills in addition to providing greater opportunities to invent new methods of teaching and support them financially’.
Nevertheless, our findings answer one major question: Do school heads in Kuwait exhibit transformational leadership style? Our findings were consistent and partially in line with the findings of Leithwood and Jantzi (1999), who reported a direct effect of principal transformational leadership on school conditions, such as school goals, planning, and structure, which in turn showed a direct effect on classroom conditions such as instruction, policies, and procedures. 
However, what needs to be explored in future studies is what other leadership styles exist amongst school heads in Kuwait, and identification of the predominant ones. Such leadership styles studies should focus on specific sets of leadership activities and it could also be that some leadership practices have stronger impacts on student outcomes than others, in particular transformational leadership style (studied in this research). There might be utility of analysing the impact of types of leadership rather than of a particular leadership style such as transformational leadership.
School heads’ transformational leadership might not in itself prove to be the panacea of improvement in students outcomes, as reported in other studies (Harris and Chapman, 2002; Muijs et al., 2004). The findings within the Kuwait context showed that such school leaders do not necessarily possess many of the elements of transformational leadership. Part of the explanation is that leadership in this conception is usually located in the individual leader, mainly the principal, who charismatically inspires followers, through modelling, communication and stimulation (Bass, 1985).
Muij (2011) reported that the constraint may be that the charismatic elements in the traditional definitions of transformational leadership are hard to engender if not present in the personality of the leader. Furthermore, these results should be viewed as an important reminder to school leaders not to neglect or downplay the importance of the other practices in their own work.
There is however recognition that transformational leadership is particularly difficult to enact within public services organisations (Frederickson, 1996; Van Wart, 2003) such as public secondary schools in Kuwait given the distinctive, institutionalized context in which leadership is enacted and given that leadership discretion is constrained by governments (Currie and Lockett, 2007). This may have the effect of reducing the possibility of realizing genuinely transformational leadership in the public schools (Bottery, 2001).
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The literature on effective school leaders’ transformational leadership continues to address two broad issues of whether they influence student achievement, either directly or indirectly (i.e. the mechanism or paths through which this is achieved). The other aspect, which has already been addressed, is the principle elements of transformational leadership they exhibit (if any). This study attempted to provide insight into these central questions by studying a sample of 495 public secondary school teachers and their school heads in Kuwait’s high schools.
Whilst it is acknowledged that heads spend less time with students by comparison with teachers, they spend more time with school staff providing direction and guidance, assessing and providing needed resources, and observing and evaluating job performance. Thus, school heads might not have as much direct effect on students, as they are expected to more directly affect school staff, specifically their satisfaction and commitment to work and working relations with one another. The principal’s relationship with school staff likely influences job satisfaction, which in turn relates to staff job performance, and is ultimately reflected in student achievement. 
The indirect paths through which school heads affect student outcomes were through the school culture, classroom conditions, and academic emphasis, which are discussed in detail below. In addition, the model also distinguished a mediating variable at the student level (student engagement) to explain the indirect influence of school leadership on student academic achievement. This aspect is similar to the LOLSO model (Mulford and Silins, 2003). This study differs by examining the structural relationships between these mediating effects on students’ achievement. It is contended that as the status of the mediating variables improves through influences from leaders and other sources, the quality of students’ school and classroom experiences is enriched, resulting in greater learning (Leithwood et al., 2010).
This effectively answers two of the research questions:
a)	What are the means by which school heads’ transformational leadership achieves an impact on school outcomes?  
b)	Does principal transformational leadership relate directly or indirectly (through staff job satisfaction) to students’ achievement?
The school culture and classroom conditions, in addition to student engagement, were the main paths through which school heads influenced students’ achievements. The results also showed that school heads’ transformational leadership relate directly and indirectly to students achievement.
Leithwood and Jantzi (1999) reported on a number of studies in which transformational leadership predicted organisational conditions, such as shared goals and purposes, school structure, and social networks, which in turn affected student outcomes. Both D’Agostino (2000) and Teddlie and Stringfield (1993) reported that school leadership was the key factor in helping create a strong shared mission and vision in the school, which in turn was related to teacher effectiveness and this is a finding confirmed in Hallinger and Heck’s (1998) review.
Formal tests showed a statistically significant indirect effect of the school heads’ transformational leadership via the mechanism of school culture only for men. The female model showed links via both school culture and classroom conditions, thereby again revealing some of the differences between male and female leadership styles. In both cases the path through academic emphasis was either non-existent or very weak (Figure ‎5.2, Figure ‎5.3, Figure ‎5.4). This gives the impression that there does not seem to be any major academic emphasis.
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Earlier studies using mediated-effects models and in particular the LOLSOmodel (Mulford and Silins, 2003; Bryk et al., 2010), showed that the teachers are considered to mediate the impact of leadership on student learning. However, in this study, the relationship between classroom conditions and both student engagement and achievement were not statistically significant, so the associated hypotheses (Ha12 and Ha13) were rejected in the case of the male model. It would appear that some of the students themselves were disengaged and not motivated to learn, as commented by respondent number 45: ‘For the student to achieve the highest level, he or she should have a motivation to learn in addition to the role of the teacher and administration’.
It is acknowledged that school heads do not affect individual students directly in the manner that teachers do through classroom instruction, but as mentioned previously the activities of school heads have a trickle-down effect on teachers and students. For example, transformational leadership can influence classroom conditions through the way heads relate with teachers and how then teachers consequently conduct their classes. Valentine and Prater (2011) noted that school heads are expected to be knowledgeable about curriculum and instruction and able to intervene directly with teachers in making instructional improvements. The previous work by Hallinger and Murphy (1985) suggested that descriptors of effective principals included high expectations for teachers and students, close supervision of classroom instruction, coordination of the school’s curriculum, and close monitoring of student progress. It can thus be argued that a primary objective for school heads is to collaboratively, with teachers, examine and analyse classroom engagement and learning and develop strategies for instruction. Furthermore and as noted by Robinson et al. (2008),if more is to be learned about how leadership supports teachers in improving student outcomes, measurement of how leaders attempt to influence teaching practices that matter is of central importance.
However, in the case of this research those effects might not have followed through to student outcomes, suggesting that classroom conditions may have differing roles in improving school pupil outcomes in the case of male school heads.
In the case of female school heads, the relationship between classroom conditions and both student achievement and engagement was very marginal, albeit statistically significant, and thereby again highlighting some of the differences between female and male school heads’ transformational leadership styles. These findings indicate that the classroom conditions that teachers create can affect the degree students like to be at school and are engaged with school and their performance. This also confirms that there is still much to be learned about the paths through which school heads’ transformational leaders can contribute to enhancing student achievements. For this reason, student engagement is often considered to be an important variable for future academic performance and failure. Furthermore, it can also be argued that a primary objective for school heads is to collaboratively, with teachers, examine and analyse classroom engagement and learning and develop strategies for instruction.
Whilst the quality of teaching most strongly influences levels of pupil motivation and achievement, it has been demonstrated that the quality of leadership matters in determining the motivation of teachers and the quality of teaching in the classroom (Fullan, 2001). Furthermore, school heads’ involvement in classroom management and ensuring that there are structured learning environments with few disciplinary problems characterize successful schools, wherein students are engaged actively in tasks. Valentine and Prater (2011) noted that school heads were important to this process, in particular to the extent that they support teachers with discipline problems. Based on a survey conducted by the Al-Qabas Newspaper (2009), it was reported that there was an aggravation of violence and lack of discipline in many schools in Kuwait, in addition to the high incidence of students’ absenteeism from schools and the emergence of negative attitudes toward education among students (44% of pupils in Kuwait).
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The responsibility of running the school and ensuring that students are engaged and learning, and acquiring knowledge, ultimately rests with the school heads although it is also acknowledged that this is achieved through the collective effort of the school heads, teachers, all support staff and students’ parents. Benda (2000, p.5) also provides evidence that the principal is the most potent factor in determining school climate and that a direct relationship between visionary leadership and school climate and culture is imperative to support teacher efforts that lead to the success of the instructional program. The school heads partly achieve this through effective leadership and the modelling of values and beliefs important to education that principals bear to the school and thus effectively shaping the culture within schools (Sawati and Anwar, 2011). 
The school heads reinforce the vision, shared assumptions, espoused and shared core values, expectations and norms through performance modelling (Crowther et al., 2009) and are thus key to influencing the school culture. The enculturation process can only begin to take effect when school heads work with, and for, others thereby exhibiting aspects of transformational leadership.
As D’Agostino (2000) pointed out, effective school heads are good at accumulating strong human resources by fostering cohesion and morale within the school. The literature review by Leithwood and Riehl (2003) also confirmed that leadership effects are primarily indirect, and they appear primarily to work through the organisational variable of school mission or goals and through variables related to classroom curriculum and instruction.
The school culture is shaped through the school heads’ ability to understand and respond to challenging situations as they unfold and they are directed by their beliefs, values and vision of the schools that they are running. Deal and Peterson (1994) argue that the school heads are responsible for encouraging and shaping the spiritual, beliefs, ideas and attitudes that make learning more connected, value driven and meaningful.
Whilst the traditional narratives around transformational leadership hold that the leader moulds and changes organisational culture (e.g. Deal and Peterson, 1994; Kotter, 1998), there are others who argue that the organisational culture is equally likely to itself change and mould leadership (Dimmock and Walker, 2002). This may be the case where the existing culture is very strong and cannot easily be changed. In some cases the existing organisational structures may constrain the extent to which leaders can be truly transformational.
From a theoretical perspective, schools can be considered as providing ‘structure’ and ‘consideration’ (Griffiths, 2004). Structure is the extent to which schools provide staff and materials for effective instruction and student learning. On the other hand ‘consideration’ is the extent to which they derive mutual trust and respect, and shared norms and values among school staff necessary for positive and productive social relations.
From the findings of this study, it would appear that organisational culture is a key theme emerging for future school leadership and it is imperative that such leaders have the understanding, knowledge and skills (i.e. expertise) to lead the cultural change. An effective school head should therefore try to mould a development-oriented culture and improve the professionalism of the teaching staff.
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School heads who, in collaboration with their staff, promote both an orderly and serious learning environment and an environment where in there is decreasing disruptive behaviour by students at the school, to the extent that both them and their teachers perceive these two factors as characterising their schools, are also advancing academic emphasis and student academic achievement (Mulford and Silins, 2011). Without maintaining student discipline in the school, for example, few school heads would be perceived as effective leaders.
Academic emphasis is thus a shared belief among faculty members that academic achievement is important, and that the school heads and their staff have the capacity to help students achieve. Academic emphasis is sometimes referred to as academic pressure, and it is the extent to which the environment of a school makes academic achievement a central purpose. Academic emphasis is descriptive of the normative and behavioural environment of the school at both the classroom and school level. Goddard et al. (2000) suggests that a school with high academic emphasis is driven by a quest for academic excellence. School heads today make a difference in student success by emphasizing student achievement.
In the model of the entire sample (Figure ‎5.4), the link between academic emphasis and student achievement was not statistically significant, possibly explaining why the academic results within the Kuwait’s schools were generally low, confirming reports that: 
‘Kuwait is at the bottom of nations in these tests; it was ranked 39 of the 41 participating countries in the evaluation of students’ achievement in mathematics and science and was ranked 33 out of 35 countries participated in the tests reading and writing English… of course, these results raise serious questions about the level of education in Kuwait and quality’.(Al-Qabas, 2012, p.5)
These findings do not lend support to the work by Alig-Mielcarek and Hoy (2005), who, using SEM, and controlling for socioeconomic status, found that academic emphasis had a direct effect on achievement. Academic emphasis is supposed to be a key variable in explaining student achievement. There might be a need to ensure that there is no disruptive behaviour in these schools and that emphasis is placed on achieving results. It is believed that school heads can take certain measures that can make all the difference for student achievement. For instance, in this regard, the school heads can set the tone of the school such that the school heads’ prime emphasis is academic success of students (McGuigan and Wayne, 2007). They should insist on intellectual rigor and challenging coursework for all students. The same authors recommend that the school heads should cultivate a climate in which high academic goals are set for students; the learning environment is serious and orderly; and everyone, including the students themselves, respects academic achievement.
Poor student achievement is in spite of the fact that ‘spending on education in Kuwait is one of the highest in the world, at about 7% of gross domestic product, compared with 1.3% in the United Arab Emirates and 3.1 % in Singapore’ (Al-Qabas Newspaper, 2012, p.6).
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The direct effect of school heads’ transformational leadership to student engagement and achievement was tested by including these paths in the respective models. The path from the school heads’ transformational leadership to both student engagement and achievement were statistically significant for both female and male school heads. The relationship was much stronger with student achievement in both cases. This was in contradiction to the meta-analysis of 37 multinational studies of the direct effects of leadership on student outcomes, conducted by Witziers et al. (2003), which showed an average effect (reported as a z score) of 0.02, an estimate that is typically interpreted as indicating no or a very weak impact (Witziers et al., 2003).
However, Bruggencate et al. (2012) note that these direct effects need not always reflect ‘real’ direct effects; they can also signify an ‘unexplained’ effect if the model does not incorporate all relevant confounding variables.
Differences began to appear between female and male school heads as regards their leadership style and getting students more engaged, with female school heads appearing to be doing better than men. Leithwood et al. (2007, p.1) reported that school leadership is second only to classroom teaching as an influence on pupil learning; leadership has significant effects on the quality of school organisation and on pupil learning. 
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Our findings revealed that both female and male school heads’ transformational leadership style influenced directly student engagement, which in turn affected student achievement. However, there were differences between female and male school leaders’ transformational leadership style, particularly regarding to the former’s superior ability to motivate teachers and encourage them to engage students (classroom conditions), motivating teachers engaging students, which in turn aided achievement of better results. As earlier observed by Leithwood and Jantzi (2000), student engagement is a plausible predictor of academic performance. However, in the case of this study, no direct effect of student engagement on student outcomes was found for the whole sample.
There are some who believe that there are certain characteristics ascribed to female and male leaders which are essential to gaining an understanding of how leadership functions. Some studies have shown gender differences to be statistically significant, with female principals displaying more democratic, empowering, interpersonal leadership styles in sharp contrast to male principals who have a tendency to be more autocratic and task-oriented (Eagly and Johannesen-Schmidt, 2001; Appelbaum et al., 2003). 
In Europe and to some extent in Kuwait, education has traditionally been one of the few careers open to middling and upper-class women as it is analogous to the maternal, caring role(Vassiliki, 2012). This has resulted in women facing stereotypes concerning their management abilities, and even recommendations that they should act according to traditional masculine traits in order to succeed, as mentioned in the literature review.
Eagly and Johnson (1990, p.247) concluded that: ‘The strongest evidence we obtained for a sex difference in leadership style occurred on the tendency for women to adopt a more democratic or participative style and for men to adopt a more autocratic or directive style’ (247). Similarly, Hope-Arlene (1999) argued that female head teachers more often employ the ‘power through’ and ‘power within’ approaches, rather than ‘power over’ approach which is associated with control and dominance which is a key characteristic of men power. 
Pounder and Coleman (2002) identified female characteristics as emotionality, sensitivity, expressiveness, cooperation, intuition, tactfulness and reception of ideas. In the same vein, a study of high school principals by Wexler (2004, p.366) revealed that, ‘there are differences between female and male high school principals in their personal and professional attributes as well as in role conflict’. 
Celikten (2005) revealed that school administrators in Turkey considered female principals more capable compared to their male counterparts; however, such studies to determine who is a better educational leader have not been conclusive as the findings have been contradictory, although literature in general equates male leaders with male characteristics and female leaders with female characteristics (Vassiliki, 2012). Vassiliki (2012) arguedthat it is possible that the personality differences between men and women give rise to the way personality characteristics react in certain circumstances, teach in a classroom and the way men and women react as school heads.
Despite the crude simplicity and offensive stereotyping implicit in such conceptualizations of masculine and feminine traits, it is clearly worth considering such gender-related characteristics so as to better understand the leadership behaviour of male or female school leaders and ascertain how gender influences transformational leadership in education.
The literature review, particularly concerning school leadership, pointed to gender differences in leadership in general, perceiving women to adopt more transformational leadership styles that embrace democratic values more than men (Zeinabadi, 2013). In a study of Iranian schools, Zeinabadi (2013) concluded that female principals obtained significantly higher scores on transformational leadership dimensions compared to their male principals. These democratic values include collaboration, empowerment, inclusiveness, accommodation, and cooperation, concern for the growth of others, sensitivity and other related concepts. Within Kuwait’s educational settings, it could be that male and female school leaders place different emphasis on their roles and tasks, which may explain why female students scored higher than males. It could also be that the difference is due to the working environment in which male principals exercise their potential and administrative power in schools for boys and likewise female school heads are heading female students and female teachers as well.
From their extensive literature review, Smith and Reed (2010) concluded that critical life events, culture, personal characteristics, and socioeconomic variables contribute to vital variations in males and females leadership styles in different societies. Vassiliki (2012) identified several factors as being very important to women: women usually became teachers because they liked working with children, and they are attracted to the social aspects of their work. An additional contextual consideration is that in developing countries, education in general, and careers within education, offer are one of the relatively limited outlets for women who desire professional development; there is less impetus for men to succeed in education because they have more options.
The majority of the previous studies seem to suggest that female leaders are more relation oriented; more interested in followers; more devoted to follower development; less self-serving authoritarians; and more socially sensitive than their male counterparts (Eagly and Johannesen-Schmidt, 2001; Bass and Riggio, 2006). Furthermore, the qualities of female principals which shape them as transformational leaders are being: emotionally committed to providing a democratic atmosphere; oriented towards caring rather than rights; willing and tending to be people-oriented; emphatic on fairness; not reliant on force and frequently avoiding authoritarian solutions, preferring to rely on their interpersonal relations skills (Bass and Riggio, 2006).
Although research in leadership has considered gender differences, such research has not yet been extensive enough to be able to clearly identify the underlying issues that are strictly specific to male and female educational leadership, and as such we cannot conclude that female principals are better leaders than men. It is therefore recommended that further studies be conducted in developed and less developed cultures and subcultures to explore leadership patterns of male and female managers and leaders.
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The study also builds upon a call for more research to examine the interaction of transformational leadership and context to assess a widely practised universal application of the transformational leadership concept (Pawar and Eastman, 1997). The school size was one contextual variable examined with the view to determine whether there was any relationship between the size of the school and any of the model variables. The antecedent variable of school size is related to the number of students in a school and in the sizes ranged from those with less than 400 students to those with more than 800 students. There was no statistical significance between the school size and any of the model variables, which was contrary to expectations. It was expected that some improvements in school achievement would arise a result of having smaller school size, as large schools are presumably more difficult to lead than small ones. The size of schools may inhibit school heads’ direct influence on classroom practice envisioned in transformational leadership models. Cotton (1996), in reviewing the research on school size, school climate and student performance in the US, noted that smaller schools performed better in terms of student absentee rates, dropout rates, student sense of belonging, self-concept, and interpersonal relationships, with statistically significant results.
However, whilst the influence of the school heads may also be direct, its greatest impact is indirectly through moulding the school culture and not so much because of the size of the school. Regardless of the school size, the actual classroom sizes tend to be the same throughout most of these schools. It must be pointed out that the Kuwait’s education system is highly centralized and standardised, and each school has to follow the guidelines provided by the Ministry of Education, which is responsible for the implementation of educational laws.
Other contextual factors that had been considered were government educational policies and parents’ involvement but these factors were disregarded in further analysis as there was no statistical significance between them and the model variables. The survey conducted by the Al-Qabas Newspaper (2009) showed that many parents did not participate in their children’s school welfare and instead resorted to using private tutors for the education of their children due to social lifestyle issues in Kuwait. It was reported that as many as 54% of Kuwait students take private lessons to complement their studies and that parents were not instilling the value of education in their children’ lives, leaving this to school heads and teachers, and in some cases to domestic maids (Al-Qabas Newspaper, 2012). The same view was supported by respondent number 29, who mentioned that: 
‘School suffers from a lack of cooperation of parents in urging students to abide by the official attendance and school regulations and diligence in studying’. Similarly, respondent number 194 commented that: ‘Increased role of the family with the school in order to improve the educational process is required’.
Chapter 2 mentioned that there is an increasing number of private schools in Kuwait, which were initially meant for foreign students but which receive increasing numbers of Kuwaiti children sent by their fee-paying parents to private schools, despite the lavish public system bankrolled by the government, due to the declining level of the educational system within the latter.
It was noted that the organisational culture within which the school operated was an imported variable, as discussed previously, and this appeared to influence the type of leadership that principals exercise, and ultimately student outcomes.
Nevertheless, a contingency model of leadership could be useful in understanding the path through which school heads’ transformational leadership influences student achievement. Bruggencate et al. (2012) suggested that the use of contingency models of school leadership can help to unravel the complex links among contextual factors, leadership variables, aspects of the school organisation, and variables related to the school’s effectiveness.
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The findings confirm that the theory of transformational leadership describes effective leadership even in a public educational setting such as that in Kuwait’s public secondary schools. The results also underline the important role school leaders play in student outcomes and offer valuable insight into how school leaders actually can make a difference (Bruggencate et al., 2012).The findings of both moderate and strong effects for particular transformational leadership dimensions are similar to the conclusions reached by Robinson et al. (2009). However, the main transformational leadership behaviour exhibited was idealized influence (both attributed and behavioural).This means that it is important that such leaders behave as role models and must be exemplary in everything that they do. Such school heads’ transformational leadership was associated both directly and indirectly with student achievement in both female and male schools. This finding was in conformity with the findings by Bruggencate et al. (2012), and it is particularly important to highlight that today’s secondary school heads must understand the influences of their behaviour on achievement. 
The indirect effects through the school culture were much more evident in both female and male school heads. Indeed, our results support the perspective that school heads transformational leadership had both an indirect and direct effect on student achievement, and thus underlines the important role school heads play in running the schools. However, differences emerged between females and males in the manner they achieve results, whereby female school heads engage students more than their male counterparts.
This study makes contribution on the limited number of mediated-effects models on the influence of school heads’ transformational leadership on academic achievement. Leaders increase student learning by improving the condition or status of selected variables on the paths (Leithwood et al., 2010).However, it is acknowledged that there is still much to be learned about the paths through which school leaders can contribute to enhancing organisational and student outcomes.
The results underline the important role school heads play, and in particular transformational leadership in school outcomes, and they offer valuable insight into how school leaders actually can make a difference. Furthermore, the study points to the importance of the school culture as a mechanism through which the school heads have the biggest indirect influence on school outcomes. It can therefore be concluded that as the SEM results for these public secondary schools suggest, school heads’ transformational leadership points to modest but statistically significant direct and indirect links that in turn influence the variance in students’ gains in literacy and numeracy within Kuwaiti public schools.
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[bookmark: _Toc376811855][bookmark: _Toc377347960]Introduction
This chapter brings the study to end and makes some managerial recommendations and areas for future research. The chapter makes some observations about the contribution of school leaders’ transformational leadership theory and research to our knowledge of how to improve students’ outcomes. On the basis of the findings of the research, managerial and policy recommendations are made in addition to suggestions for further research. It is imperative that in addition to theoretical implications, this study should have practical implications in order to improve leadership practices of school heads of secondary schools in Kuwait and ultimately improve student outcomes.
[bookmark: _Toc376522386][bookmark: _Toc376811856][bookmark: _Toc377347961]Study objectives
Our purpose in this study was to test the effects of a transformational model of school leadership on student outcomes through effects on teachers’ transformation, organisational path, organisational learning and student engagement as delineated in the conceptual model (Figure ‎3.1). In terms of its objectives, this study sought to:
a)	Contribute to knowledge in the field of transformational leadership and develop a theoretical framework from important streams of leadership theory and determine the degree of practicing in this leadership style amongst public schools in developing countries such as Kuwait. This was largely achieved through a critical review of the literature which culminated in identifying the key gaps in the literature and conceptualisation of the research conceptual model.
b)	Examine the mechanism through which school heads’ transformational practices influence student learning and achievement. Following the investigation and analysis, the school culture proved to be the most promising mechanism through which school heads could make significant influence on students’ outcomes. This was followed by significant effects of leadership on teachers’ classroom conditions and to some extent student engagement. However, suggestions were made that there could be other mediating variables that could have significant impact on student outcomes which require further investigation.
c)	Examine the extent to which characteristics such as gender, age, experience and school size can affect school heads’ transformational leadership practices. Many of the moderating variables were not statistically significant, and as such were removed from further investigation, with the exception of gender. There were marked differences between male and female school heads, with females appearing to be better transformational leaders partly because of their unique characteristics.
d)	Make some policy and managerial suggestions on how public school leaders can improve the effectiveness and performance of public schools through the employment of transformational leadership. These recommendations are suggested below and a key thing to note is the need to adopt some corporate managerial practices and apply them within public sector settings such as Kuwaiti public secondary schools.
[bookmark: _Toc376522387][bookmark: _Toc376811857][bookmark: _Toc377347962]Transformational leadership
Chapter 3 highlighted the importance of transformational leadership and noted that because of its success in the business world, the public sector and in particular public schools could import some of the dynamic styles of leadership to improve student outcomes, particularly in areas where the schools were performing poorly. Transformational leadership could be a solution for ‘failing’ organisations (e.g. schools) (Newman, 2002). However, it ought to be noted that others have been critical of a managerialist form of transformational leadership being promoted through government policy, which diverges from its academic conception (Bryman, 1992) and blurs the distinction between the public and private sectors.
Transformational leadership is theorized to inspire followers to performance beyond expectations by encouraging followers to transcend their own self-interests, raising their level of consciousness concerning outcomes, and by raising or expanding follower needs levels (Bass, 1985). This move to higher performance is accomplished through the use of: 
1. Inspirational motivation, which is the ability to articulate an appealing, inspiring vision to followers through the communication of high expectations; 
2. Idealized influence, or charisma, which causes followers to identify with their leaders, admire them, and appeal to their leaders on an emotional level; 
3. Intellectual stimulation, which stimulates innovation and creativity while challenging the followers’ beliefs, encouraging dissent, and questioning assumptions; and 
4. Individualized consideration, a behaviour focused on attending to the needs of followers. 
The above have been the generally accepted conceptions of transformational leadership although research can be expanded to include other dimensions. Whilst this study observed that transformational leadership influenced (directly and indirectly) students’ outcomes, it was evidently clear that not all four parameters of transformational leadership were perceived at an equivalent frequency. Idealized influence (attributed) and idealized influence (behaviour) stood out as being perceived the most frequently. It could be that the school heads were role models (charismatic and influential).
From a business perspective, these behaviours have been linked to a number of positive outcomes including satisfaction, productivity, and motivation (Bass, 1990), and therefore transformational leadership has been known to contribute to organisational effectiveness. It is clear therefore that to learn more about how leadership supports teachers in improving student outcomes, it is necessary to understand how school heads attempt to influence student outcomes. The conceptual model (Figure ‎5.1), assumed that the effect of school leader behaviour runs through mediating variables, such as school organisation path, school staff transformation, organisational learning and student engagement. This study suggests that the well-studied area of transformational leadership as applied in the corporate world holds promise in supporting our research in the educational field.
The literature also noted that transformational leadership makes a difference to organisational effectiveness and even to pupil performance within a school setting (Leithwood and Janzi, 2005). However, it is equally clear that the research base has not identified the means through which school heads influence student outcomes, particularly the mediating variables. In this research, it was also acknowledged that transformational leadership theory needs to be extended to acknowledge the organisational context in which leaders work in and transfer of managerial models should be implemented with sensitivity to context. The findings showed that school leaders’ behaviour affected student outcomes both indirectly and directly. Such general findings are promising in view of the other benefits of transformational leadership indicated in the general literature. The results also contribute to elucidate the paths through which the principal’s transformational leadership influences students’ outcomes. The results showed that the influence of the principal’s transformational leadership is mediated by the school culture and classroom conditions. Furthermore, there was a direct influence of transformational leadership on student engagement and student achievement. However, these findings were contrary to the meta-analysis conducted by Witziers et al. (2003, p.415), which concluded that ‘there is no evidence for a direct effect of educational leadership on student achievement in secondary schools’.
Others perceive that the new models of transformational leadership within the education sector have subsumed instructional leadership and managerial leadership, based on moral foundations, and they can be participative thereby effectively integrating many other leadership models and yielding a much more comprehensive leadership model in different settings (e.g. Leithwood et al.,2006).The all-encompassing emphasis upon the transformational approach among policy-makersmay hide othersubtlebut importantdimensions of leadership that contribute towards organisational performance. Consequently, this may call for analysisnot just of transformational leadership, but moral, participative and professional dimensions of leadership (Currie and Lockett, 2007).
[bookmark: _Toc376522388][bookmark: _Toc376811858][bookmark: _Toc377347963]Methodological issues and generalisation
The dominating view of leadership within the organisational structure over the past several decades has been described as primarily functional. This study provides different, quantitative, and relatively robust evidence confirming the conclusions of much of this quantitative research using SEM (and LISREL). The researcher believes that, because of the prevailing conditions in Kuwaiti public secondary schools, the questionnaire was the most appropriate method by which to accomplish the aim of this study. However, there is a need to do more rigorous quantitative and qualitative research, aimed at both measuring impact and exploring processes, taking into account the complexity of public schools as organisations. 
Whilst a quantitative approach was appropriate for this study, it does not answer how and why questions, which lie within the domain of qualitative approaches (Cassell and Symon, 1994). For that reason, criticism has been directed at traditional scientific conceptualisations, methodology (e.g., positivism, hypothesis testing, quantitative methods of analysis), and constructions of knowledge (Denzin and Lincoln, 1994), resulting in considerably more flexibility in studying leadership role in organisations.
A qualitative research tool using semi-structured interviews would have allowed for deeper analysis of transformational qualities of school heads and their influence on student outcome to be analysed. Therefore, future studies can benefit from using mixed methods, with follow-up semi-structured interviews. Miles and Huberman (1994, p.40) argued that both quantitative and qualitative data are needed ‘if we are to understand the world’. However, it should be noted that the large sample size used in this study would be practically impossible to survey using semi-structured interviews; any qualitative investigation would necessitate using a smaller number of participants from a more restricted geographical catchment area.
[bookmark: _Toc376522389][bookmark: _Toc376811859][bookmark: _Toc377347964]Knowledge contribution
This study has made significant contributions to an understanding school heads’ transformational leadership as it applies in public secondary schools in Kuwait by broadly identifying the key transformational leadership dimensions possessed by these school heads and their influence on staff transformation and student outcomes. The study elucidated the main transformational leadership practices responsible for influencing student outcomes within these schools, namely attributed and behavioural idealized influence. The application of transformational leadership concepts in the context of Kuwaiti public secondary schools and the utilisation of a multilevel modelling methodology is considered novel. Most of the studies on educational transformational leadership have tended to be Western/developed country-based and have not considered other contexts.
This study highlights the importance of a model of transformational leadership practice (Figure ‎5.1),which stresses the importance of academic emphasis; promotes orderly and favourable behavioural classroom conditions; and a school culture wherein the school heads reinforce the vision, shared assumptions, espoused and shared core values, expectations and norms through performance modelling (Crowther et al., 2009). The school culture was observed to be the path through which the school heads had the greatest influence on students’ outcomes. An effective school head should therefore try to mould a development-oriented culture and improve the professionalism of the teaching staff. Therefore personal and professional values espoused by school heads, which influence their leadership practices as well as determine how to exercise leadership on important issues, appear to be critical candidates for further investigation. 
The literature that proposes transformational leadership in education has been criticised for being strong on rhetoric and advocacy but weak on evidence. Even proponents of transformational leadership admit that ‘evidence seems to provide only modest support for using transformational approaches as a foundation on which to build a model of leadership for present and future schools’ (Leithwood et al., 1999, p.38).This study thus makes a contribution to the empirical validation of complex mediated-effects models that uncover the path through which school heads influence student outcomes as has been called for by several scholars in different ways (Hallinger and Heck, 1998; Mulford and Silins, 2003;Krüger et al., 2007). Such an integrated leadership model provided greater insight into the effectiveness of school leaders’ transformational leadership influence on students’ outcomes and the mechanism through which this is achieved.
Contrary to other studies (e.g. Witziers et al., 2003), the study demonstrated that school leadership had both direct and indirect effects on students’ outcomes( student achievement and student engagement), demonstrating the important role school heads can play in the latter.  In specific  the SEM enabled testing the study model with data from 86 public secondary schools in Kuwait, validating the causal model and contributing to a better understanding of the way school heads’ transformational leadership affects the influence of mediating variables and students’ outcomes as well as the interplay with contextual forces that influence the exercise of school leadership. Evidence-based recommendations about how school heads directly and indirectly influence students’ outcomes have been devised and the findings of the research can be used to inform policy for Kuwait and other GCC countries’ public school systems as well as for further research in different contexts with the aim to generalise the findings further.
Some very important insights was revealed with regard to gender related differences when it comes to leadership in public secondary schools setting in Kuwait. It would appear that female school heads were performing better than their male counterparts (i.e. achieving better students’ outcomes). Part of the explanation possibly lies in the gender differences, with female principals displaying more democratic, more empowering, interpersonal leadership style in sharp contrast to male principals with a tendency to display a more autocratic, task-oriented style (Eagly and Johannesen-Schmidt, 2001; Appelbaum et al., 2003). It is worth considering such gender-related characteristics so as to understand better the leadership behaviour of male or female school leaders (Vassiliki, 2012).
[bookmark: _Toc376522390][bookmark: _Toc376811860][bookmark: _Toc377347965]Policy recommendations
In line with the conclusion from Day et al. (2009), in meeting the challenges facing education, most success will be achieved as a result of the quality of leadership at the school level, rather than the direct influence of policy. In the analysis of other contextual factors, governmental educational policies were factored in but their role was not statistically significant and thus removed further analysis. What emerges from the study therefore is that the success of schools depends on the school heads working to transform a system that for some time has been based on government directives and prescriptions to one where ‘professionalism’ provides the basis of a new approach. 
Use of private sector managerial tools such as transformational leadership may be severely hampered due to the general tight central government prescription and control through the traditional means of hierarchy and formal government institutions. This entails that serious initiatives to promote transformational leadership must be initiated and promoted by the government. This should include general information as well as targets and incentives. As mentioned previously, the Ministry of Education offers prizes and professional recognition for teaching; this could be extended to implementing transformational leadership to improve student outcomes.
The school heads in the public school schools should provide vision and direction instead of simply devising the means for achieving mandated purposes. They should also acknowledge that the task is beyond the capacity of any one person to frame but should include their staff as well in the decision-making process.
From a policy perspective, it is important that the policy makers appreciate the need to transform the educational system in Kuwait with the view to improve student achievement(and ultimately to achieve the national goals based on a skilled and educated work force to wean the population from their dependence on oil-based state welfare). They need to understand the value of transformational leadership and its ability to transform the school system in Kuwait. There is scope to introduce leadership style assessment tools when identifying potential transformational school heads and there is also scope to develop transformational leadership behaviours in existing school heads.
It is recommended that the Ministry of Education grants more autonomy and leverage to school heads so that they are allowed to determine the vision and goals of their schools. Such vision needs to be centred on teaching and learning with realistic targets of raised student achievement. School heads should also be given enough autonomy within their schools so that they can build effective, trusting, affective relationships with their staff.
As noted by Muijs (2011), leadership can be learned, and is not just an innate quality of individuals, the underlying view being that those school heads lacking transformational leadership qualities can be professionally developed to become good school leaders. It is recommended that experiential leadership development (leadership development based on direct experience, such as mentoring, coaching and shadowing), which is related to transformational leadership, be advocated in some cases.
Consideration should also be given to the use of transformational leadership for the selection, training, and evaluation of leaders, particularly in educational settings. The components of transformational leadership might serve as the basis for rating and selecting applicants for principals. 
Equally, development and training could be prescribed for principals in areas having lower ratings. Such training initiatives should focus on vision clarity and goal setting, school climate and building a learning culture, staff development, curricula and supervision, and student discipline problems.
[bookmark: _Toc376522391][bookmark: _Toc376811861][bookmark: _Toc377347966]Managerial recommendations
The findings of this study have several practical implications for public secondary school heads. For those aiming to be successful school heads constantly improving their schools and their students’ achievements, the challenge is to create a school culture of collaborative problem solving. They should spend a significant proportion of their time working collaboratively with staff to solve the key issues of school improvement. They should inspire through their personal efforts and support and encourage others, and they must understand the influences of their behaviours on staff job satisfaction and commitment, which are vital to student learning. It is therefore imperative that the school heads improve their relationships with their staff through collaborative efforts and this leads to satisfied and committed, and therefore more effective, teachers.
With regard to leadership education and practice, our results suggest that school leaders would be advised to not only focus on the two transformational dimensions of idealised influence, both attributed and idealised (charisma), but to be also be aware of the importance developing vision, considering individuals, and supporting intellectual stimulation, which are the other dimensions of transformational leadership.
The degree of school leaders’ involvement in classroom observation and subsequent feedback is important as the actual performance of students very much depends on what happens in the classroom. School leaders are therefore required to ensure that they set and adhere to clear performance standards for teaching and should make regular classroom observations that help improve teaching.
The findings identified clear differences in gender-related characteristics of school leaders as well as the characteristics of effective leaders, and male leaders can learn from their female counterparts on how to improve school outcomes.  We were able through SEM and verification of relevant statistical hypotheses as discussed in Chapter 5to establish 
[bookmark: _Toc376522392][bookmark: _Toc376811862][bookmark: _Toc377347967]Limitations of research
Like any other study, this study has its limitations which ought to be considered when interpreting the results. The main research design used was surveys of secondary schools in Kuwait. Whilst surveys are highly useful as a means of collecting data on a large scale, there are limited in that they are cross-sectional, as only correlational data can be collected. As noted by Muijs et al. (2006), issues of expectancy effects and bias exist here as well, as does attributional bias. It is not surprising that the school heads tended to describe themselves as transformational leaders, whereas the teachers would rate them differently. 
The study was based on cross-sectional data which provides a snapshot of the phenomena of interest and do not take into consideration changes over time, unlike longitudinal studies. Thus our data do not permit us to make strong claims about cause and effect relationships. Nonetheless, the language of effects was used throughout as an indication of the nature of the relationships in which the study is interested (Leithwood and Jantzi, 2008). However, cross-sectional designs enable correlations to be identified although they may not aid in explaining why such correlations exist. Data was collected from a large sample size of the secondary schools in Kuwait (86 secondary schools widely scattered in Kuwait were sampled, out of the total of 136 secondary schools in Kuwait, representing 63% of secondary schools). Furthermore, supplementary data from newspapers and the Ministry of Education was used to complement data from surveys.
[bookmark: _Toc376522393][bookmark: _Toc376811863][bookmark: _Toc377347968]Areas for future research
The limitations raised in the previous section contribute to some of the recommendations for future research, and of particular importance is the need to have comprehensive conceptions of transformational leadership addressing the limitations of existing theory alluded to above. Future research should focus on how each of the transformational leadership elements in education is ultimately expressed in student achievement.
Whilst the current study focused on school leaders’ transformational leadership qualities, other forms of leadership styles in these schools need to be investigated seeing that the school heads did not possess many of the transformational leadership qualities. It is also important to understand leadership styles that would lead to schools’ success in improving student achievement and be on an upward trajectory, and consideration could be given to distributed leadership and instructional leadership, which specifies the leadership practices that create the conditions for enhanced teaching and learning.
The causality of the observed relationships can be best inferred from theory. Causality is not ensured because the measurements were obtained at a fixed point in time. Longitudinal and experimental research would be needed to obtain certainty regarding causal relationships and consistency in the trends observed. Kythreotis et al. (2010) conducted longitudinal research in Cyprus examining changes in primary students’ attainments and examined the relationships among school leadership, school culture and student achievement, and provided some evidence of direct effects of school leadership.
Although the study used a fairly large sample of Kuwait’s secondary schools (63%), consideration also should be given to repeating such studies in primary schools as well. Beyond the remit of this study, further research is suggested on transformational leadership effects in different countries within the GCCwith similar culturesin order to test the implicit generalisability of the present findings in similar contexts. Contingent leadership eschews any ‘one best way’ to lead, arguing that the leadership approach should vary with organisational circumstances and problems faced by the leader.
The choice of mediators and moderators has not always been based on evidence (Hattie, 2009). There is still much to be learned about the paths through which school leaders can contribute to enhancing student outcomes. Future research should therefore incorporate in their designs, mediators and moderators known through previous research to have significant effects on student achievement. For instance, in our study, conflicting observations were found about the role of student engagement as a mediating variable. More research is therefore needed into the mediating role of student engagement in explaining the relation among school heads’ influence, teachers’ work, and students’ achievement. 
Leithwood and Jantzi (2000) see student engagement as a plausible predictor of academic performance. Similarly, other mediators and classroom factors that have the most significant influence on student learning need to be investigated. Future research needs to further tease out the individual and combined influences of key classroom and school factors such as time on task, quality of instruction, the curricular and instructional climate, developing a safe and orderly climate, school culture, and teacher commitment. It is important to understand how these factors are themselves influenced directly and indirectly by school leadership and local context.
Furthermore, other contextual variables that influence students’ outcomes need to be incorporated in an integrated model. Some authors have suggested that the lack of attention to the possible impact of contextual variables could explain the contradictory results of manystudies on school leadership (Leithwood and Levin, 2005;Krüger et al., 2007).
Finally, future research should consider objective measures of student achievement rather than the outcomes based on perceptions of the participants.
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The role of school principals’ transformational leadership on teachers’ satisfaction and educational outcomes in public schools in developing countries: A case study of Kuwait’s public schools.
Part A:  Demographic data
	Gender: 
 Male		 Female

	Age (years):	
 Less than 30	 30 – 35	
 36 – 40 41 – 45
 46 – 50	  More than 50

	Total years of work experience
 Less than 5		 6-10	
 11-15 More than 15 years

	Please indicate your highest level of education:
 Secondary education and below	 Diploma	
 Degree                                          Post graduate degree


Position:        	
 Headmaster		 Deputy Headmaster	
 Head teacher		 Teacher
 Assistant Teacher

Size of school (number of students):
 less than 400		 400-less than 500	
 500-less than 600	 600-less than 700
 More than 800





Part B: Transformational leadership
Tick the box that you think best answers the statements mentioned according to the following scale: 1-Not at all, 2-Once in a while, 3-Sometimes, 4-Fairly often, 5-Frequently, if not always

	Question
	Idealized Influence (Attributed)

The headmaster....
	Frequently if not always
	Fairly often
	Sometimes
	Once in a while
	Not at all

	1
	Instils pride in others for being associated with me
	
	
	
	
	

	2
	Goes beyond self-interest for the good of the school
	
	
	
	
	

	3
	Acts in ways that build others respect for me
	
	
	
	
	

	4
	Gets others to look at problems from many different angles
	
	
	
	
	

	
	
	
	
	
	
	

	
	Idealized Influence (Behavioural)

The headmaster...
	
	
	
	
	

	5
	His/her beliefs are reflected in the mission and objectives statements
	
	
	
	
	

	6
	Specifies the importance of having a strong sense of purpose
	
	
	
	
	

	7
	Exercises influence which is followed by others
	
	
	
	
	

	8
	Considers the moral and ethical consequences of decisions
	
	
	
	
	

	
	
	
	
	
	
	

	
	Inspirational Motivation

The headmaster...
	
	
	
	
	

	9
	Talks enthusiastically about what needs to be accomplished
	
	
	
	
	

	10
	Thinks about the strategies of the school with regard to educational practices
	
	
	
	
	

	11
	The school vision is formulated in terms that are understandable to others
	
	
	
	
	

	12
	The faculty and the headmaster agree on the meaning of the school’s mission statement
	
	
	
	
	

	13
	Promotes cooperation and collaboration among staff toward common goals.
	
	
	
	
	

	
	


	
	
	
	
	

	
	Intellectual Stimulation

The headmaster
	
	
	
	
	

	14
	Suggests new ways of looking at how to complete assignments
	
	
	
	
	

	15
	Facilitates opportunities for staff to learn from each other
	
	
	
	
	

	16
	Encourages staff to try new practices consistent with my own interests
	
	
	
	
	

	17
	Creates opportunities for teachers to develop professionally
	
	
	
	
	

	18
	Stimulates teachers to try out new teaching methods
	
	
	
	
	

	
	
	
	
	
	
	

	
	Individualized Consideration

The headmaster...
	
	
	
	
	

	19
	Spends time teaching and coaching staff
	
	
	
	
	

	20
	Considers an individual as having different needs, abilities, and aspirations from others
	
	
	
	
	

	21
	Helps others to develop their strengths
	
	
	
	
	

	22
	Is considerate of others’ needs
	
	
	
	
	









Part C: School context
Tick the box that you think best answers the statements mentioned according to the following scale: 1-Strongly agree, 2-Agree, 3-Neutral, 4-Disagree, 5-Strongly disagree
	
	
	Strongly agree
	Agree
	Neutral
	Disagree
	Strongly disagree

	23
	There is a communal focus in this school
	
	
	
	
	

	24
	The leadership has got the flexibility to run the school in the way it best sees it fit
	
	
	
	
	

	25
	There is a culture of learning  in this school
	
	
	
	
	

	26
	Structures have been developed that foster participation in school decisions
	
	
	
	
	

	
	
	
	
	
	
	




Part D: Transforming staff
	
	
	Frequently if not always
	Fairly often
	Sometimes
	Once in a while
	Not at all

	27
	Staff are given the opportunity to come up with new and innovative ways of teaching
	
	
	
	
	

	28
	An open door policy is preferred and staff opinions are valued
	
	
	
	
	

	29
	Quality staff development opportunities are provided
	
	
	
	
	



Part E: Organisational path
	
	
	Strongly agree
	Agree
	Neutral
	Disagree
	Strongly disagree

	30
	The school has well laid out standards and procedures that are strictly adhered to
	
	
	
	
	

	31
	The government closely monitors the school’s activities
	
	
	
	
	

	
	
	
	
	
	
	

	
	School conditions
	
	
	
	
	

	32
	The teachers provide students with immediate and informative feedback of their work
	
	
	
	
	

	33
	Use is made of the academic press to communicate students’ achievements
	
	
	
	
	

	34
	Teachers are buffered from unreasonable demands from the policy environment or from
the parents and the wider community
	
	
	
	
	

	35
	There is generally high quality of teaching standards
	
	
	
	
	

	
	
	
	
	
	
	

	
	Academic emphasis
	
	
	
	
	

	36
	The learning environment at this school is orderly and serious
	
	
	
	
	

	37
	Students here neglect to complete homework (R)
	
	
	
	
	

	38
	There is decreasing disruptive behaviour by students at the school
	
	
	
	
	

	
	Collective efficacy (Judgement by teachers)
	
	
	
	
	

	39
	Students in this school rarely disrupt the learning of other students
	
	
	
	
	

	40
	These students come to school ready to learn
	
	
	
	
	

	41
	Students here just aren’t motivated to learn (R)
	
	
	
	
	

	
	Faculty trust in students and parents
	
	
	
	
	

	42
	A high level of parent engagement in students’ learning is encouraged
	
	
	
	
	

	43
	Teachers can count on parental support
	
	
	
	
	

	44
	Parents in this school are reliable in their commitments
	
	
	
	
	

	45
	Teachers in this school can trust
their students
	
	
	
	
	

	
	
	
	
	
	
	

	
	Classroom conditions
	
	
	
	
	

	46
	There is generally good teacher-student relations
	
	
	
	
	

	47
	Classroom timetable includes large
uninterrupted blocks of learning time
	
	
	
	
	

	48
	Teachers  set challenging benchmarks for themselves
	
	
	
	
	

	49
	Teachers engage in high levels of planning
and organisation
	
	
	
	
	

	50
	Teachers adopt a humanistic approach to student management
	
	
	
	
	

	51
	Teachers provide extra help to students who have learning difficulties.
	
	
	
	
	

	52
	Teachers reward students for their achievements and believe their students can reach high academic goals.
	
	
	
	
	

	
	
	
	
	
	
	





Part F: Organisational learning
To measure the level of student achievement, an assessment is required of the students’ proficiency in state-mandated exams at year 12
	
	
	Strongly agree
	Agree
	Neutral
	Disagree
	Strongly disagree

	53
	There is a demonstration of high performance expectations as most of the teachers put a lot effort in helping students
	
	
	
	
	

	54
	The school has been achieving extra ordinary good results because students like coming to school
	
	
	
	
	

	

	
	
	Excellent
	Very good
	Good
	Satisfactory
	Some improvement needed
	Poor
	Very poor

	55
	The student average math achievement for year 12 in 2010 was
	
	
	
	
	
	
	

	56
	The student average English achievement for year 12 in 2010 was
	
	
	
	
	
	
	





Other comments
Please make any comments that you would like in order to enrich this study:

…………………………………………………………………………………………………..
…………………………………………………………………………………………………..
…………………………………………………………………………………………………..
…………………………………………………………………………………………………..
…………………………………………………………………………………………………..
…………………………………………………………………………………………………..
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