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Abstract

The importance of good leadership and management for educational institutions is well
established among educational scholars and practitioners alike. It is reflected in a trend
to incorporate generic theories from broader fields of leadership and management
scholarship into educational settings. Among them, few have gained more acceptance
and popularity than the transformational leadership (TL) model and, as a result, an
extensive body of literature has emerged. Yet, despite considerable advancements in
these studies, the understanding of how key antecedents such as important social and
cultural determinants shape and influence these leadership styles has remained elusive.
This thesis predominantly investigates the impact of sociocultural factors on educational
leadership in vocational education and training (VET) institutions in Saudi Arabia. It
also seeks to discover the dominant leadership styles in this specific context. Given that
the focus of this study is on a specific educational setting (VETS), a further aim of this

thesis is to understand better the development and current status of Saudi VET.

To accomplish these aims, a two-phase mixed-method design was adopted. Quantitative
data collection and analysis was applied in the first stage of data collection. A
questionnaire incorporating Dorfman and Howell’s (1988) Cultural Values scale to
measure the cultural values and Bass and Avolio’s (1995) Multifactor Leadership
Questionnaire (MLQ 5-x short form) instrument to explore the dominant leadership
styles was distributed to Deans/Heads and Vice-Deans/Heads (n=173) and subordinates
(n=593) in 112 VET institutes. In the second stage of data collection and analysis,

qualitative data were gathered by means of semi-structured interviews with a stratified



purposive sample of 11 of the questionnaire respondents. A further analysis was
undertaken to examine the extent to which the results of qualitative data corroborate

culturally-sensitive leadership (CSL) models.

The findings revealed that the perceived dominant leadership styles were
transformational leadership, especially Inspirational Motivation, and the Contingent
Reward dimension of transactional leadership. The interviews provided locally
meaningful understanding of these leadership styles. Small to moderate effects were
found for gender, education and work experience. Culture showed small impacts; Power
Distance was the strongest predictor of transformational leadership and Uncertainty
Avoidance contributed to certain dimensions of transactional and transformational
leadership. Overlapping was found between transformational leadership dimensions and

CSL models.
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Chapter 1: Introduction

1.1 Background

There is a widespread agreement among educational scholars, policy makers and
practitioners that successful educational institutions require good leadership and
management. This recognition has triggered an increasing interest in the study of the
role and impact of leadership in educational settings in the past decades (Leithwood et
al., 2008). More than three decades ago Bridges (1982) proclaimed that, as Vernon
(1964) had asserted previously, “the utility of such research is simply underwhelming in
relation to its volume” (Bridges, 1982:26). However, since Bridges’ observation, there
has been sizeable improvement in the scope and quality of educational leadership
scholarship (Hallinger, 2011). This advancement can be demonstrated in a recent meta-
analysis of educational leadership studies (Leithwood and Jantzi, 2005; Chin, 2007,
Hallinger, 2010; Hallinger, 2011; Sun and Leithwood, 2012). Following a
comprehensive reviewing of literature on educational leadership published over the past
40 years, Hallinger (2010: 126) concluded that “this body of empirical research has
matured to the point where it offers a sounder foundation for leadership practice [in
educational settings]”. In particular, educational scholars have increasingly incorporated
generic theories from broader fields of management and leadership scholarship into their
studies (Lagemann, 2000), a significant step that reduced the isolation of the field from
the mainstream literature on management and social science (Robinson, 2006). An

important trend in studying educational leadership is the formulation of a number of



competing leadership models appropriate to educational settings. Among the educational
leadership and management models that emerged over the past 20 years, few have
gained more acceptance and popularity than the application of transformational
leadership (TL). As a recent extensive review of studies of transformational educational
leadership (TEL) in school contexts indicates, these models of leadership behaviours

have generally positive and meaningful effects on students (Sun and Leithwood, 2012).

Furthermore, the TL model, known as the full-range leadership theory (Bass and Avolio,
1997; Bass and Riggio, 2006; Avolio, 2011), sets forth an arguably comprehensive
framework for understanding a wide range of possible leadership styles by
differentiating among three different categories of behaviours that leaders might exhibit:
transformational, transactional, and laissez-faire. As a result, the application of this
model contributes to the broader understanding of dominant leadership styles in
educational settings. Given that the primary objective of this thesis is to make sense of
leadership styles in the educational setting under the study (Saudi Vocational Education
and Training), the application of the TL model contributes to accomplishment of this
objective. In the application of TL into educational contexts, two important approaches
are identified within this literature: those studies that used generic TL instruments such
as the Multi Factor Leadership Questionnaires (MLQ) and those studies that applied a
modified version of the TL idea that suits the EL context (Firestone and Robinson,
2010). Both approaches have advantages and limitations but this thesis follows the
former approach by using MLQ to address its primary objective; the rationale for this is

explained in Chapter Two.



1.2 The Researcher, the Research Problem and Contributions

1.2.1 Researcher’s Position

I am working in King Saud University as a lecturer at the Education College. | am
therefore an outsider to vocational education and training. In teaching in the Education
College through two models which gives students an overview of all types of education
in the Kingdom, | became aware that the information on VET was insufficient. | was in
interested to do this research to have more information and to understand this sector
better, and in turn to provide a clear view of this sector to students, teachers, and policy
makers. Mixed methods were used to obtain a rich data which will enhance our

understanding.

1.2.2 Research Problem and Contributions

Revisiting the literature on TEL, it becomes evident the authors have predominantly
strived to define TEL constructs, as well as to examine if and how leadership impacts
students’ achievements (Leithwood et al., 1996; Leithwood and Jantzi, 2005; Chin,
2007; Leithwood and Sun, 2009). An apparent gap or deficiency in the literature is that
it largely focused on conceptualization and consequences of this leadership style. The
understanding of how key antecedents such as important social and cultural
determinants shape and influence these leadership styles has remained -elusive
(Leithwood and Jantzi, 2005). Dimmock and Walker (2005:74) highlighted this
important gap in the literature by contending that: “leadership models developed in

Western countries, including transformational leadership ... are insufficient in
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themselves to take account of the complexities of ... cultural diversity across
organizations located in different societies influenced by contrasting traditions and
educational values”. This concern was echoed by Sun and Leithwood (2012:440), who
suggested that “many recent TEL scholars largely accept, as necessary, the original
emotional and inspirational purpose of TEL but consider them to be insufficient because

they do not acknowledge the context in which leaders work™.

Indeed, there is systematic failure to consider or discuss the potential impact of larger
macro-societal cultural factors as the main antecedents of EL. The importance of
considering these determinants was first highlighted two decades ago, almost
simultaneously by Cheng (1995) and Hallinger (1995). Cheng (1995:99) maintained that
“‘the cultural element is not only necessary, but essential in the study of educational
administration’’. He continued to argue that the literature on organizational culture
should lead to intercultural understanding, ‘‘if (the) external cultural factors are taken
into account’’. This recognition prompted some educational scholars to consider the
influence of cultural factors on ETL. The limited available studies responding to the call
for further studies in this area (Begley, 2000; Walker and Dimmock, 2005; Walker,
2010), in particular have examined the potential impacts of cultural values developed by
Hofstede (1980, 2001) on the MLQ developed by Bass and Avolio (1995). For instance,
Walker and Dimmock (2005) argued that a combination of high power distance and
collectivism generates a rigorous interplay when applied to conceptions like
transformational leadership, which implies shared leadership seeking for empowerment.
However, this literature is fragmented, sparse and incomplete. This represents a major
gap in the current literature and thus the most significant contribution of this study is to
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narrow this gap by furthering our understanding of the cultural antecedents that are key

to shaping and influencing TEL.

A major factor causing this deficiency is that these studies were conducted in isolation
from advances that cross-cultural studies on leadership have recently witnessed. The
current cross-cultural studies on leadership particularly made a distinction between two
dominant approaches in this area of studies, being culture universal (etic) and culture
specific (emic). The etic approach assumed that the core idea of TL is a universal
phenomenon that should be similar or invariant across cultures. On this basis, the
proponents of this approach argued that Western instruments such as MLQ or
Hofstede’s national culture dimensions can be simply translated and applied to a non-
Western culture. Having said that, it becomes apparent that those studies considering the
effects of culture on TEL have followed largely an etic approach. The emic approach
reflects the view that certain leadership components are likely to be unique to a given
culture (Dorfman et al., 1997) and thus the many leadership theories developed in a
Western context may not be generalizable to leaders with different cultural orientations,
due to cultural contingencies (Hofstede, 2001; Smith et al., 1989). The advocates of this
approach particularly contend that for the investigation of leadership, researchers should
conduct in-depth and rich qualitative research in the cultural context within which it
occurs and looks at the phenomenon through the eyes of the people native to a particular
culture. Given that both approaches have been the subject of several criticisms, there is a
tendency among scholars to combine these two approaches. Reviewing 10 articles in
Leadership Quarterly's special issue on cross-cultural leadership, Hunt and Peterson
(1997) maintained that all 10 articles, in one way or another, combined both approaches.
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Among the studies that sought to combine emic and etic approaches, the Global
Leadership and Organisational Behaviour Effectiveness (GLOBE) project developed by
House et al. (2004) stands alone as the most comprehensive. This research combined
traditional questionnaire techniques with complementary ethnographic evidence. The
GLOBE’s authors suggest, therefore, that it would be valuable if a combined approach

were adopted.

Given these developments in broader cross-cultural studies on leadership, there is a
pressing need to utilise similar effective approaches in educational settings. In order to
achieve this, this thesis seeks to combines etic and emic approaches that adopt a mixed
method to investigate the potential role of culture on leadership in its specific context.

This is an important value that this study adds to knowledge.

Another important contribution of this thesis is to apply this conceptual framework in a
less-understood educational setting, namely, Vocational Education and Training (VET).
One reason for the limited understanding in this area is that the institutional setting of
VETs is extremely diverse. Karmel (2010:229) observed, “It is the most diverse
education sector, delivered in both the classroom and the workplace, and organized in a
variety of ways internationally”. Although this thesis is primarily concerned with the
examination of the potential impact of culture on leadership, it nevertheless attempts to
offer some insights on understanding of this specific sector in Saudi Arabia by looking
at its origins and evolution and particularly its current organizational arrangement. The
related studies on VET have pointed to a number of challenges associated with VET,

such as low status compared with higher education (Anlezark et al., 2006). However the



evidence as to leadership challenges of VET to date remains inconclusive. Those limited
studies considering VET leadership have scarcely addressed substantial questions of
VET leadership such as the dominant leadership style in VET and the main
demographic and cultural antecedents shaping and influencing VET leadership
(Boateng, 2012; Daughtry and Finch, 1997; Moses et al., 1992; Muijs et al., 2006). It
should also be reiterated that the boundary for the research has been set at the cultural
and social antecedents of VET leadership. Other VET challenges have, therefore, not
been included. Given that a generally accepted theory that will explain VET leadership
does not yet exist, this thesis makes a significant contribution to knowledge to narrow

this gap.

1.3 Research Objectives

In light of the above discussions, the main objectives of this thesis are: (1) to discover
the dominant Saudi VET leadership styles based on the TL full range theory, this
includes three subsidiary objectives; a) to determine any differences between self and
rater perceptions of leadership, b) to ascertain the impact of managerial level (defined as
dean and vice-dean), and c) to ascertain the impact of participants’ institutional
affiliation to the three different Saudi VET institutes. (2) To examine the possible
association of demographic variables (gender, age, educational level, and work
experience) of the leaders and subordinates with Saudi VET leadership styles; (3) to
investigate socio-cultural factors that may be associated with VET leadership style in
Saudi Arabia; and finally ; (4) to further our understanding of the development and

current situation of VET in Saudi Arabia.



A literature review is conducted in Chapter Two and precise research questions are

stated at the end that chapter, because they arise from a close reading of the literature.

1.4 Methodology

Drawing on an etic approach, quantitative data collection and analysis was applied in the
first stage of data collection, using Dorfman and Howell’s (1988) CV instrument to
measure the cultural values in Saudi Arabia. This instrument was adopted largely
because it measures those dimensions of culture that have direct impact on work-related
and management process issues and values. This particularly reduces the ecological
fallacies associated with Hofstede’s instrument (Bond, 2002; Dorfman and Howell,
1988). The MLQ was also used to explore the dominant leadership styles in educational
settings based on Bass and Avolio (1995). Then, through an extensive statistical analysis
the impact of culture (based on data gathered though Dorfman and Howell’s (1988) CV
instrument) on dominant leadership styles (based on data collected by the MLQ

instrument) was examined.

In the second stage of data collection and analysis this thesis draws on an emic approach
using qualitative data gathered by means of in-depth interviews/semi structured
interviews. The findings of the qualitative data shed further and different light on the
dominant leadership styles in the context under study. There also exists a body of
literature that sought to address the problem of cultural specificity by devising
leadership models for organizations in Muslim countries. Following an emic approach,

these studies predominantly focused on specific historical, cultural, and social factors of



these countries to generate culturally sensitive leadership (CSL) models ((Mimouni and
Metcalf, 2011). A further analysis undertaken in this thesis is to examine the extent to
which the results of qualitative data corroborate the CSL models. Ultimately, the overall
results of qualitative and quantitative analysis are merged together. To date, this

methodology has not been applied to leadership in an educational context.

1.5 Thesis Outline

Following this brief introductory chapter, the organization of this thesis is as follows:
Chapter 2 surveys the extensive literature on ETL and cross-cultural studies on
leadership and VET. Chapter 3 focuses specifically on the status of VET in Saudi
Arabia. This contextual chapter is placed here after the literature review because the
context draws upon conceptual ideas explicated by Hofstede, which are explained first
in Chapter Two. Chapter 4 captures the research methodology adopted, based upon the
specific data collection needs of this study. Chapters 5 and 6 report on the experimental
investigation conducted on quantitative and qualitative data. The data presented in
Chapters 5 and 6 are collated in Chapter 7, which presents an integrated analysis of the
data in the light of the research questions. The Conclusion provides summaries of the
findings and a discussion of their implications, as well as the conclusions to be drawn

from the Saudi Arabian experience.



Chapter 2: Literature Review

2.1 Introduction

The purpose of this chapter is to situate the main research question within broader
literature. As indicated in the introduction, the primary goal of this thesis is to discover
the potential impact of cultural and demographic antecedents on Saudi Arabian VET
leadership styles based on transformational leadership theories. To do so, this thesis
intends to provide new insight to the literature by bringing together a number of
interconnected strands of literature within leadership and educational studies. It also
seeks to apply a conceptual framework based on these trends of studies into a specific
sector of education, namely, VET. As such, the research envisages several subjects that
span a number of sub-disciplines, so there are elements of cross-over among all sections
within this chapter, as shown in Figure 2.1. The main areas that constitute the building
blocks for this literature review include Educational Leadership (EL), Transformational
Leadership (TL), and Cross-Cultural Studies in Organizational Research and VET
studies. In order to gain a clear picture of the subject under study, in the following lines
each main area of study is first discussed and then the areas where they interconnect

with one another are highlighted.

The departure point for this research is general educational leadership (EL) studies.
Thus, section 2.2 first outlines the genesis and evolution of EL. Before proceeding to
transformational_educational leadership (TEL), which is the main focus of this study, it

reviews the conventional approach to educational leadership, instructional leadership, in

10



section 2.2.3. The argument is that reviewing these backgrounds will contribute to better
understanding of TEL. Then the literature on TEL is discussed in further detail. In
particular, two important approaches are identified within this literature: those studies
that used generic TL instruments such as MLQ and those studies that applied a modified
version of the TL idea that suits the EL context. It will be discussed that both
approaches have advantages and limitations but this study follows the former approach
by using MLQ. Another striking conclusion that can be drawn from this literature is that
the majority of these works focused on the consequences of these leadership styles.
Antecedents of TEL, such as specific cultural context remains as an area that requires

further research.

Given that there is a general gap in the understanding of cultural antecedents of TEL and
that the required conceptual underpinnings are not developed within the educational
studies field, the next step is to lay a conceptual framework based on broader literature
on TL. Section 2.3 deals with this by unfolding general concepts and exploring the main
dimensions of TL as developed within this field. It then discusses how these dimensions
have evolved in the past years and how they relate to one another. Once a thorough
understanding of the TL concept and dimensions has been established, the chapter turns
to the main antecedents of TL. Section 2.4 captures such factors as gender, age,
education and managerial level as the most important demographic determinants of TL

by citing the results of individual early studies and of recently conducted meta-analysis.

Section 2.5 constitutes a major part of the chapter and is devoted to the second
antecedent of TL along with broader discussion on different approaches to cross-cultural
studies on leadership. This section firstly points out the dominant approaches to cross-

11



cultural studies in leadership as etic, emic and combined approaches and argues that the
majority of studies considering the effects of culture on TL have followed an etic
approach. Section 2.5.1 particularly reviews this literature, which predominantly applied
Hofstede’s CV and MLQ instruments. Given the domination of Hofstede’s dimensions
in this trend of literature, it is imperative to gain a better understanding of these
dimensions and thus this section goes further to make sense of Hofstede’s dimensions in
section 2.5.2. Section 2.5.3 seeks to shed some light on the studies conducted drawing
on the second approach of cross-cultural studies, by reviewing culture-sensitive

leadership models devised for organizations in Muslim countries.

Section 2.6 seeks to make sense of vocational education and training as a distinct
educational sector and to revisit the emerging literature on VET in order to situate the
main question of research, VET leadership, within this literature. To understand VET
better, this section begins with a general discussion on the genesis and evolution of VET
by tracing the historical roots that shaped the contemporary VET and discussing the
intellectual debates that have justified the need for it. It then outlines the diverse
terminology on and varied institutional settings of VET in different countries. Finally,
based upon these discussions a working definition of VET is offered for the purpose of
this study. This section is followed by a brief overview of the promises and challenges
of VET. Section 2.6.2 reviews the challenges of VET, in particular highlighting the
increasing importance of VET leadership. The rest of the section is devoted to
reviewing the limited attempts made to examine VET leadership. A map of literature is

presented in figure 2.1.
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Figure 2.1: Literature map of thesis
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2.2 Educational Leadership

2.2.1 Leadership and educational leadership defined

Before proceeding further, it is necessary to shed some light on the concept of
educational leadership. It is particularly significant because the new trends in
educational leadership challenged the older understanding of leadership. A practical
strategy in defining a compound term such as educational leadership is to break the term
into its components. Accordingly, the concept of leadership is first defined. As with
other terms in social science, the definition of leadership is neither easy nor
straightforward. In an extensive review of leadership definitions in 1974, Stogdill
proclaimed that the number of leadership definitions is as many as the people who have
attempted to define it. This is largely because these definitions echo the “individual
perspectives and the aspects of the phenomenon of most interest to them” (Yukl,
2012:18). Despite this disparity, there have been some attempts to offer a practical
definition by identifying a series of generally agreed components of leadership. In
particular, three key defining components of leadership are identified: (1) leadership is
an ‘influence process’, (2) it occurs within a group, (3) the group is working to attain a
goal (Yukl, 2012; Leithwood and Riehl, 2005). This definition is reflected in
Northouse’s (2013:5) definition of leadership as: “a process whereby an individual
influences a group of individuals to achieve a goal.” The GLOBE definition of
leadership follows the same logic by defining leadership as “the ability of an individual
to influence, motivate, and enable others to contribute toward the effectiveness and

success of the organizations of which they are members” (House et al., 2004:15).
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These definitions, however, are not immune from criticisms. They seem to be too
general, because influence may take a variety of forms such as force, coercion, or
manipulation, which would be beyond the scope of leadership. Indeed, in contrast to
other forms of influence, leadership is essentially consensual and subordinates agree to
do what is asked of them for a number of reasons. Subordinates may consider that
leaders are in a specific status position which automatically grants them the authority to
dictate a plan of action. Or, subordinates may believe that a person possesses all the
necessary personal attributes of a leader, or that the leader is trying to implement a
course of action that is right or reasonable (Fay, 1987).In this sense, the distinctive
characteristic of leadership is that the basis of the leader’s influence is either positional
authority (the authority given to a person or institution to require things of others is

accepted) or the rationality of what is accepted (Fay, 1987).

In defining leadership, an important distinction should also be made between leading
and managing. The overwhelming willingness of leaders to bring about change is the
most distinguishing feature of leadership, which sets it apart from managing. As
Bertocci and Bertocci (2009) assert, managers seek to coordinate day-to-day operations
and routines, while leaders tend to provide support for the reconsideration and
adjustment. Nevertheless, these two concepts overlap in many ways as managers require
leadership skills (to be influential) and leaders require management skills to push their

daily routines towards organizational goals.

Now that the concept of leadership has been somewhat clarified, it is time to offer a
definition of leadership in an educational context. One simple definition of educational
leadership is that it is a type of leadership carried out by persons in an educational
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context. However this definition is too simplistic because there are many leadership
activities in educational settings that are very similar to those in several other
organizational settings. An important feature of educational leadership that distinguishes
it from other forms of leadership is that it is concerned with leadership activities that are
aimed specifically at educational goals (Hallinger, 2005). In this sense, as stated by
Firestone and Robinson (2010:741) educational leadership captures those leadership
activities that “improve the quality of teaching and learning, either through direct
intervention into teachers’ work or through creating school conditions that do so
indirectly”. This notion of educational leadership places large emphasis on teaching and
learning as the main issues. Hence educational leadership is closely linked to

improvements in teaching and learning (EImore, 2000).

Another important consideration in the definition of educational leadership is the
distinction between conventional positional and distributed leadership in educational
settings. The majority of studies on educational leadership focused only on those
educational managers who hold the highest formal positions in educational
organizations. This notion of educational leadership concerns a predominantly
instructional leadership approach that assumes a single heroic leader. As will be
discussed in further detail in the following section, however, the distributed leadership
style, which overlaps with transformational leadership, views leadership as a series of
activities in which “the initiators and recipients of influence are constantly changing
depending on the task at hand, the available expertise, and the willingness and skill of

those involved” ( Firestone and Robinson, 2010:744).
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2.2.2 Genesis and evolution of EL

The history of educational leadership can be traced back to as early as the first decades
of the twentieth century when education management as a profession gained importance
in the United States. In those early years, educational scholars for the first time drew
attention to the managerial aspects of principals, as opposed to their instructional roles, a
conflict between the key responsibilities of school leaders that continues to this day.
Among the studies conducted in the subsequent years, the extensive research carried out
by Gross and Herriott (1965) in the study of elementary school principals in the United
States stands above others. The authors of this research proposed a series of criteria as
the key elements of executive professional leadership (EPL) and applied the related
measures in empirical research. The results of this study paved the way for subsequent
research on the role of principals in school change and reform during the 1970s.
However it was not until the 1980s that these studies gained more sophistication in
terms of both theory and methodology (Hallinger and Heck, 1996a). Following a review
of the literature on educational administrators in the early 1980s, Bridges (1982) cast
doubt on the value of such research, compared to its quantity. However, since Bridges’
observation, there has been sizeable improvement in the scope and quality of
educational leadership. Educational scholars have increasingly incorporated generic
theories from broader fields of management and leadership scholarship into their studies

(Lagemann, 2000).

These developments have been as a result of and in response to the changing demands

of educational society. In the early 1980s, the main concern of the educational
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community was to implement successful changes in order to improve the overall quality
of schools and ultimately to sustain effective schools. It was soon realised that skilful
leadership of school principals was an integral element of school effectiveness. In line
with this concern, the early studies of educational leadership grew out of the effective
schools literature (e.g. Andrews and Soder, 1987; Hallinger and Murphy, 1986; O’Day,
1983). This strand of literature, which was later known as instructional leadership,
identified a direct connection between principals who exerted a powerful form of
instructional leadership and schools that were instructionally effective (Hallinger and
Murphy,1985, 1987; Leithwood and Montgomery, 1982). Drawing on the findings of
these studies, policymakers in Western countries encouraged school leaders to adopt
instructional leadership characteristics in order to build more effective schools.
Although different aspects of this approach have been subject to a number of criticisms
(e.g., Barth, 1986; Cuban, 1988), nonetheless, this approach was dominant throughout

the 1990s in several Western countries.

With the advent of school restructuring, especially in North America, in the early 1990s,
a series of new educational leadership concepts and ideas such as empowerment, shared
leadership, and organizational learning came to the fore. These concerns necessitated an
innovative leadership style in educational contexts that fosters continuous change in the
organization’s normative structure (Leithwood, 1994). Once again, the research on
educational leadership kept pace with these developments. The application of the
concept of transformational leadership to the related studies was a timely response to
that growing demand (e.g. Bass, 1997; Leithwood and Jantzi, 2000; Silins and Mulford,

2002). Transformational educational leadership (TEL) has gained unprecedented
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popularity and worldwide acceptance in educational settings since then. The subsequent
empirical researches reveal that adoption of a transformational leadership qualities style
Is associated with greater student attainment than reliance solely on instructional
leadership elements (Marks and Printy, 2003). The following sections give a brief

review of instructional leadership and transformational leadership.

2.2.3 Instructional leadership

To understand better transformational leadership in education, it is imperative to have a
clear idea of the conventional approach to educational leadership, instructional
leadership. This section reviews briefly some theoretical aspects of this approach. The
potential role of the principal in developing curriculum and promoting instruction in the
school is the focal point of instructional leadership (Hallinger and Huber, 2012). The
instructional leadership concept has its roots in studies on effective elementary schools
or poor urban schools where ‘strong, directive leaders’ were an advantage (Hallinger
and Murphy, 1986; Leithwood and Montgomery, 1982). Instructional leaders were
characterised as heroic leaders who combined expertise and charisma, focusing on the
improvement of student academic outcomes and seeking to generate a culture fostering
high expectations and standards for students and teachers (Hallinger, 2003). Several
conceptualisations were developed for instructional leadership during the 1980s (see
Andrews and Soder, 1987; Leithwood and Montgomery, 1982), but the most frequently
used was the one proposed by Hallinger and Murphy (1987). According to Hallinger and
Murphy (1987) there are three key areas of ‘instructional leadership’: clarifying the

mission of the school, running a programme of instruction, and facilitating an
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environment dedicated to positive learning. The three areas cited include another ten
functions which together create ‘instructional leadership’. Firstly, clarifying the mission
of the school serves both to create a structure for the goals of the school and to
effectively communicate those goals. Via this function the heads of schools can be sure
that the school has a well-defined academic purpose which is conveyed to the teachers.
Secondly, running a programme of instruction involves supervising and synchronizing
all instruction and the implementation of the curriculum. This area includes three
functions of leadership: overseeing and assessing instruction, synchronizing the
curriculum, following the progress of students. On the basis of these functions, heads
can be very closely involved in the ‘instructional development’ of their schools.
Thirdly, facilitating an environment dedicated to positive-learning comprises a number
of functions: safeguarding time for instruction with the aim of encouraging professional
training, creating incentives for staff and making sure that they are made fully aware of
any employee rewards schemes that are available, designing employee incentives

schemes to improve performance (Hallinger and Heck, 1996a and b).

Due to the widespread acceptance of this leadership model during the 1980s, a
substantial body of research was generated (Bamburg and Andrews, 1990; Goldring and
Pasternak, 1994; Leitner, 1994). In their extensive review of the literature on
instructional leadership and its consequences, Hallinger and Heck (1999) contended that
instructional leadership was the most commonly studied model of school leadership in
the 1980s and the 1990s. The birthplace of instructional leadership was in the United
States; however the related studies have been widespread and spanned the continents

(Hallinger and Heck, 1999).
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Although instructional leadership corresponded well to the requirements of the 1980s
and the 1990s and lived up to the expectations of the public and the decision-makers
concerned with educational leadership, it was not free from criticisms. One of the
repeated criticisms of this model is that instructional leadership does not indeed define
the singular role of a school principal (Cuban, 1988). Instead, principals are expected to
serve a variety of managerial, political, instructional, institutional, human resource, and
symbolic roles within educational contexts (Bolman and Deal, 1992; Cuban, 1988). As a
result, some scholars argued that overemphasis on this single role as the most important
factor shaping student performance will have negative impacts for the principal (Barth,
1986; Cuban, 1988). Above all, the critics called into question the capacity of principals
to fulfil the defined heroic role. They argued that the majority of principals lack the
necessary combination of ‘will and skill’ to exercise the function of instructional
leadership (Barth, 1986). More importantly, the findings of several empirical researches
in educational settings revealed that the specific contextual and structural constraints of
schools require a less directive and more participatory role for principals (Barth, 2004;
Ogawa and Bossert, 1995). This fact is underscored by Lambert (2002: 37) who argued
that nowadays no-one expects a school to be run with one person as the ‘instructional
leader’. It is now recognized that a sole functionary cannot take on the instructional
leadership of a whole school without the involvement of other educational professionals.
Thus, a number of authors have attempted to incorporate the elements of engagement
and participation into the current conceptualisation of instructional leadership, calling it
‘shared instructional leadership’ (Donaldson, 2001; Jackson, 2000; Lambert, 2002;

Marks and Printy, 2003). Although the new conceptualization of instructional leadership
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has had some advancement, nonetheless it failed to provide a sound theoretical basis for
teaching and learning. To overcome the theoretical deficiencies, educational leadership
researchers chose to reach out to broader organizational theories. The formulation of the
rival concept of transformational leadership is a significant attempt which is unfolded in

the next section.

2.2.4 Educational transformational leadership (ETL)

The practical and theoretical shortcomings of instructional leadership in the mid-1995
led educational scholars and practitioners to infuse generic leadership skills and
knowledge with educational content to address these shortcomings. Transformational
leadership theories that had originated in studies of political and corporate leadership
proved to offer a sound theoretical foundation for educational settings as well
(Hallinger, 2003). Sergiovanni (1990) was among the pioneers who examined the TL
style of school principals and concluded that a moral authority arises that transcends
giving directions in an autocratic manner and joins subordinates in striving towards

higher-level aims, resulting in commitment and performance that surpass expectations.

Subsequent studies similarly contended that the core elements of transformational
leadership, including principals' vision, individualized consideration, and intellectual
stimulation, contribute to improve teachers' practices and students’ achievements.
Similar conclusions were reached about the positive association between effectiveness
and the elements of transformational leadership for chairpersons of university academic
departments (Brown and Moshavi, 2002), private school principals (Hoover, 1987) and

vocational education administrators (Daughtry and Finch, 1997).
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As will be detailed in section 2.3.1 transformational leadership is a very complex and
multi-faceted concept (e.g., Yukl, 1989). To overcome this complexity, several attempts
have been made to break down the concept into its constituent components and measure
them individually. A large body of literature on TL in non-educational contexts has been
devoted to the measurement of transformational leadership drawing on Bass’s work
(1985). In educational contexts, the extant literature has focused on either Bass’s (1985)
work or that of Leithwood and his colleagues (1999). Leithwood et al. (1999) have
developed a set of TL elements which enriched and extended Bass’s model in order to
better explain TL in specific educational contexts. Without denying the merits of
Leithwood, et al.’s model, this study relies explicitly on Bass’s model and uses Bass’s
Multifactor Leadership Questionnaire (MLQ) (Avolio and Bass, 2004) and thus this
literature review does not go into details of Leithwood et al.’s (1999) model. There are
a number of reasons for relying on the MLQ. Its applicability, reliability and validity are
well attested in a variety of cultural and institutional settings. Also MLQ has been the
subject of study and the data collection method in numerous doctoral dissertations,
theses, and research investigations in Europe, Asia, Africa, and elsewhere (Avolio and

Bass, 2004) including various aspects of the Saudi context.

In an extensive review of literature on ETL between 1995 and 2005, Leithwood and
Jantzi (2005) identified five specific trends concerning this type of leadership: (1) the
particular meanings transformational leadership has acquired in schools; (2) the factors
involved in the development of transformational leadership; (3) situations in which
transformational leadership is either facilitated or made difficult; (4) the ways in which

transformational leadership practices make their effects felt and (5) the quantifiable
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results of transformational leadership in school (Leithwood and Jantzi, 2005). Inspired
by this classification, the literature on ETL will be reviewed in the following lines under
two main headings of the conceptualization TL in educational settings: the

consequences of ETL and the antecedents of ETL.

2.2.4.1 Consequences of ETL

Given that the improvement of student achievement has become the primary goal of
policymakers in many countries across the world, the focus of many studies that
considered ETL has been the extent to which these types of leadership are effective for
this purpose (Witziers et al., 2003). Examining several studies on the impact of the

principal adopting ETL, Leithwood and Jantzi, suggested that:

transformational leadership had strong direct effects on school conditions (.80)
which, in turn, had strong direct effects on classroom conditions (.62). Together,
transformational leadership and school conditions explain 17% of the variation in
classroom conditions, even though the direct effects of transformational leadership
on classroom conditions are negative and non-significant. Transformational
leadership has a weak (.17) but statistically significant effect on student
identification: its effects on student participation are not significant.

(Leithwood and Jantzi, 1999:467)

Another comprehensive literature review by Leithwood and Sun (2009) provided a
synthesis of several studies examining the effects of transformational leadership
practices on four sets of outcomes—teachers’ emotions and beliefs, teachers’ practices,
school conditions, and student achievement among which studies concerned with
students’ achievement are abundant. Generally speaking, two types of student
achievements were conceptualized as dependent variables: students’ academic results
and students’ engagement. Academic achievement takes different forms: academic

scores, attendance, college-going rates, dropout rates, and graduation rates. The
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evidence about ETL effects on student achievement is “mixed but tending toward
positive” with a quite promising but limited amount of evidence (Leithwood and Sun,

2009:23).

The following table shows the results from six studies into the effects of ETL on
students’ achievement scores. The dependent measures included different types of tests

in a variety of subjects.
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Table 2-1: Results of the effects of ETL on students’ achievement scores

Dependent measures

Findings

Ross (2004) and
Leithwood et al.
2004).

Maths and language results
on state, province or
national tests.

ETL had significant positive
effects on maths and language
scores (Ross, 2004).
Leithwood et al. (2004) found
non-significant effects.

Heck and Marcoulides
(1996).

A standardized national

achievement test
Achievement measured
across a number of

curricular areas.

ETL was found to have non-
significant effects on student
achievement.

Silins and Mulford
(2002)

An examination at end- of-
high school with results
across five subjects.

ETL was found to have a
significant indirect relationship
with student attainment

Marks and Printy
(2003)

Student scores in social
studies and mathematics
when averaged out.

ETL was found to have
significant positive effects on
attainment.

Griffith (2004)

The performance progress
of students on standardized
test scores when averaged
out in each school.

Positive effects were recorded.

Day et al. (2001a;
2001b)

Test scores at both local
and national level.

Schools (and heads) that had
been selected yielded above
average scores using national
and local ~measures  of
attainment.

Source: information taken from Leithwood and Jantzi (2005), Leithwood and Sun

(2012).

The engagement of schools (participation and identification) provides a key variable in

itself and evidence indicates that it can also reliably predict student attainment as noted
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by Fredricks et al. (2004). A number of studies have looked at the ways in which
transformational leadership has an effect on the engagement of school students. For
example Leithwood et al. (1998); Leithwood and Jantzi (1999); Leithwood et al. (2003)
and Leithwood and Sun (2012) students were asked to respond to a questionnaire as the
method by which their engagement was measured. The questionnaire was based on a
model of student engagement comprising two dimensions: a behavioural dimension
(which focused on student engagement with activities in school and in class) and a
psychological dimension (which measured whether students identified the school as a

productive and meaningful environment).

2.2.4.2 Antecedents of ETL

Unlike literature on the consequences of ETL mentioned above, studies on the
antecedents of transformational leadership are limited and sparse. From a review of the
literature it becomes clear that only a very limited range of variables has been explored
to date and there is insufficient evidence about social and national variables that foster
or hinder ETL effects. Reviewing 32 studies conducted between 1995 and 2005 on
different aspects of ETL, Leithwood and Jantzi (2005) found only seven considering
antecedents to ETL. They reported that among them, only two studies provided
indicated leader’s gender and only one study described social and cultural context.

Dimmock and Walker highlighted this important gap in the literature by contending that:

Leadership models developed in Western countries, including transformational
leadership and human resource management, are insufficient in themselves to take
account of the complexities of: (a) cultural diversity within organizations; (b) cultural
diversity across organizations located in different societies influenced by contrasting
traditions and educational values.

(Dimmock and Walker, 2005:74)
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The limited available studies in particular have shown that the cultural dimensions
developed by Hofstede (1980, 2001), such as individualism/collectivism and power
distance, can generate national variations in ETL. The core in these studies is that
transformational leadership is more likely to appear in collectivistic cultures and those
with lower power distance. For instance, Koh (1990), after examination of school
principals’ transformational leadership style in Singapore, where the dominant culture is
collectivist, argued that in this context the leaders more readily identify with a group,
share responsibility for goal fulfilment, try to retain a harmonious group, and support
mutual interdependence in organizations. He then concluded that these behaviours are

consistent with what a transformational or charismatic leader seeks to achieve.

In the mid-1990s, the need for the recognition of the impact of larger macro-societal
cultural factors as the main antecedents of EL attracted the attention of more and more
educational scholars. Cheng (1995) and Hallinger (1995) were among the pioneers who
underscored the value of societal culture and its potential influence in furthering our
understanding of the complexity of educational leadership. Cheng (1995:99) maintained
that ‘‘the cultural element is not only necessary, but essential in the study of educational
administration’’. He continued to argue that the literature on organizational culture
should lead to intercultural understanding, ‘‘if (the) external cultural factors are taken
into account’’. This recognition encouraged educational scholars to consider the
influence of societal culture on ETL. In line with these studies, Walker and Dimmock
(2005) argued that a combination of high power distance and collectivism has strong

implications when applied to notions like transformational leadership, which implies
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shared leadership seeking for empowerment. They contended that high power distance
enhances the formal authority given to educational leaders, while collectivist features
determine the exercising of that power. In the educational setting, such interaction can
be viewed as a way of consensus-building adopted by educational leaders within the
dominant values and norms of their communities that generate the legitimacy required to
act. The actual manifestation of the interaction of these two cultural dimensions,
according to Walker and Dimmock (2005) is a smooth interaction of leaders with

teachers without engaging in open disagreement.

In another strand of research, Begley (2000) lamented the application of current Western
notions of democratic learning encouraged by the transformational leadership concept in
societies with large power distance, which emphasize vertical relationships. He argued
that in these contexts, democracy holds very different meanings and at best it may result
in confusion for school leaders. Similarly, Walker (2010) contends that high power
distance can have strong influence on social relations in educational organizations,
where subordinates accept differences in power as a normal characteristic of social life.
In these contexts, leaders and followers proved to be more respectful of status and

hierarchy than those in Western contexts.

2.2.4.3 General criticisms of ETL

It is generally argued that the normative beliefs encouraged by ETL may not be fully
translated into practice (Dimmock and Walker, 2000). A number of studies have
revealed that many teachers are fairly resistant to the idea of leadership participation

(Bishop and Mulford, 1996; Sheppard and Brown, 1996). This finding seems to be
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highlighted when ‘cooperation’ is a necessary factor in achieving ‘empowerment’ and
‘shared leadership’. According to Sheppard and Brown, (1996) transformational
leadership and instructional leadership are both equally difficult to carry out. Jackson
(2000) offers an additional caution regarding the characteristically uncertain nature of
shared leadership. Jackson warns that the personal abilities seen as integral to the notion
of transformational leadership are potentially more difficult to develop via a training
programme. In addition, as indicated in section 2.2.4.2 the cultural context is a
determining factor. Appropriate forms of leadership must adapt to them adequately

(Bottery, 2001; Dimmock and Walker, 2000).

2.2.5 Summary and implications for further research

Despite apparent pitfalls, transformational leadership, a well-recognised leadership style
that has been around for four decades, appears better-suited to the recent requirements of
educational settings such as empowerment and shared leadership. This is partly because
it offers a rather inclusive framework for examining a wide array of potential leadership
models by proposing three primary categories of leadership behaviours and partly
because the voluminous research literature on the multiple consequences of this
leadership style attests to a positive association between ETL and school effectiveness.
It was also indicated that the studies on the antecedents of ETL are few and far between.
Demographic factors have long been regarded as important determinants of leadership
behaviours. More importantly, the cultural context of education, which differs from one
nation to another, is of great importance. It is of special importance, not least because

any cross-cultural research into leadership will always come up against the apparently
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intractable issue of cultural difference. This raises the fundamental question of the
extent to which social and cultural factors play a determining role in leadership
behaviour. The next section seeks to develop a rigorous conceptual framework for the
study of the influence of contextual factors on transformational leadership based on

general literature on transformational leadership and cross cultural studies.

2.3 Transformational Leadership Unfolded

2.3.1 Conceptualization of transformational leadership

The idea of leaders as agents of change was first coined as transformational leadership
by Downton (1973, cited in Barnett et al., 2001) to capture a variety of leaders’
characteristics ranging from reformist to rebellious and revolutionary. However, the
concept of transformational leadership as it is widely known today is rooted in James
McGregor Burns’ (1978) leading book, Leadership. In this seminal work, Burns (1978)

identified three main characteristics of transforming leaders as a tendency of leaders to

o raise the followers' level of consciousness about the importance and value of
designated outcomes and ways of reaching them;

e get the followers to transcend their own self-interests for the sake of the team,
organization, or larger polity; and

o raise the followers' level of need from lower-level concerns for safety and security to
higher-level needs for achievement and self-actualization.
(Burns, 1978:38)

This understanding of leadership overlaps Weber’s (1947) concept of “charisma” as the
essence of both is a form of leadership that motivates followers to work toward moral
values rather than immediate self-interest. Indeed, the main characteristic of charismatic

leadership as defined by Weber is increasing focus of leaders on their emotional appeal
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in directing their subordinates (Conger, 1999). Most recent interpretations of
transformational leadership take into consideration at least one dimension reflecting
some sort of charisma. Only a few conceptualizations of transformational theory differ
considerably from the charisma concept. A notable example is Tichy and Devanna
(1990), whose main concern was the capability of institutions around the world to
transform continuously in order to succeed in global competitiveness, the process
through which transformation of the organization takes place and the potential role of
leaders in this change process. According to these authors, organizational transformation
could be brought about in terms of a ‘three act play.” This three-act “drama” includes
recognizing the need for change (Act 1), creating a new vision (Act II), and
institutionalizing change (Act IlI). This conceptualization of transformational

leadership, however, is not followed in this thesis.

Another important contribution of Burns® (1978) work in conceptualization of
transformational leadership is the identification of transactional leadership as opposed to
transformational leadership. In this notion of leadership, which was later known as
“two-factor theory,” Burns places transformational and transactional leadership
practices at two opposite ends of a continuum. According to Burns, transactional leaders
are those leaders who commonly use exchange of rewards for services rendered and
seek to maintain stability by encouraging consistent performance to meet agreed goals
(Bryant, 2003; Lussier and Achua, 2004; Barnett, 2003). This conceptualisation has
been drawn largely from the use of rewards and punishments in the form of economic

exchange transactions (Barnett, 2003; Gellis, 2001).
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Inspired by Burns’s leading work, a considerable amount of literature emerged to
explore different dimensions of this leadership type conceptually and theoretically.
Examples of significant attempts to develop the transformational leadership concept are
abundant, some of which are listed in the table below, although further details on them

are obviously beyond the scope of this thesis.

Table 2-2: Some examples of attempts to develop the transformational leadership
concept.

Author The core of attempts

Bennis and Nanus (1985) | Focused on leader behaviour strategies (e.g.
communication, developing trust, empowering), traits
(e.g., confidence, orientation toward empowerment,
vision), and organizational culture.

Kouzes and Posner Emphasized specific leader behaviours (e.g. challenging
(1995) the process, inspiring, enabling others to act)

Jaques and Clement, Concerned with leader cognitive capability and the match
(1991) between cognitive capability and organizational system or

factors

Kotter and Heskett Unpacked especially how leaders build and change
(1992) organizational cultures

Conger and Kanungo Focused on charismatic leadership behaviours (e.g.
(1988) visioning, going against the status quo) and

characteristics (e.g. sensitivity to environment and
followers’ needs, willingness to take risks)

Sashkin (1990) Proposed the concept of visionary leadership, which
examines leadership behaviours (i.e. communication,
trust building, caring, empowering) and characteristics
(e.g. self-efficacy, empowerment)

Source: Sun and Leithwood (2012)

Drawing on the work of Burns and others, Bass (1985) introduced the concept of

transformational leadership to business organizations. The works carried out by Bass
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and his colleagues stand out for being fully developed and well elucidated (e.g. Bass,
1985; Bass and Avolio, 1994; Bass and Riggio 2006). Like Burns, Bass (1985) draws on
“two-factor theory,” viewing the dimensional constructs of transformational leadership
as opposite ends of the same continuum. However, unlike Burns’ (1978) original view,
Bass (1985) claimed that transformational leadership supplements rather than substitutes
for transactional leadership. In this sense, most leaders can engage in practices at both
ends of the spectrum. As clarified by Yukl and Van Fleet (1992: 176), “Bass views
transformational and transactional leadership as distinct but not mutually exclusive
processes”. Bass (1985) contended that evidence has suggested that “the leadership of
great men (and great women) of history has usually been transformational, not
transactional” (Bass, 1985: 26). He notes, "[t]Jransformational leaders can be directive or
participative, authoritarian or democratic" (Bass and Riggio, 2006:13). He points to
Nelson Mandela, who was directive and transformational when he encouraged followers
to forget the past. He was participative and transformational when he was supportive,
consultative, and actively involved with his followers’ activities. He was directive and
transactional "when he promises blacks better housing in exchange for their votes and is
participative and transactional when he reaches mutual agreements about sharing power
with the white minority” (Bass and Riggio, 2006: 13). Waldman et al. (1990) argued that
transformational and transactional leadership are complementary rather than polar

opposites. In other words, the same leader can play all these roles.

Together, transactional and transformational leadership constitute the core components
of what is known as the full-range leadership theory (Avolio, 2011). The full-range

leadership theory differentiates between three different categories of behaviours that

34



leaders might exhibit: transformational, transactional, and laissez-faire. The theoretical
underpinning of full-range leadership theory seems to be independent (Bass, 1999) and
at the same time overlaps several traditional theories of leadership. Reviewing the
development of leadership research, Horner (1997) referred to a number of theories as
conceptual and theoretical underpinnings of transactional and transformational
leadership including Maslow's hierarchy, Herzberg's motivation theory, expectancy
theory, equity theory, goal setting, and reinforcement theories. Bass and Riggio (2006)
particularly describes the Leader-Member Exchange (LMX) as the main theory

underlying transformational theory when he states,

LMX unfolds in several stages in which trust, loyalty, and respect develop. In the
first stage, LMX is transactional. If the last stage is reached, it is transformational.
(Bass and Riggio, 2006:14).

This thesis, however, does not intend to enter into lengthy debates about the theoretical
underpinnings of transformational leadership. Of importance to this study is the way
transformational leadership is operationalized and measured, which will be considered

in the following section.

2.3.2 Transformational and transactional leadership dimensions

In order to effectively measure transactional and transformational leadership, Bass
(1985) identified four dimensions serving transformational purposes — charisma or
idealized influence, inspirational leadership, individualized consideration, and
intellectual stimulation. He also referred to three main dimensions as the main defining
elements of transactional leadership. Shortly after publication of Bass’s 1985 book, Bass

and Avolio published the Multifactor Leadership Questionnaire (MLQ), to measure the
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component factors of transactional and transformational leadership, illustrated in Table
2.3 below. This section summarizes these dimensions of transactional and
transformational leadership as outlined by Bass (1985) in his model of leadership and its
subsequent developments. The MLQ instrument will be discussed in further detail in the

chapter on methodology.

Table 2-3: The main components of MLQ

Transformational Transactional Laissez-Faire
Leadership Leadership Leadership
Factor 1 Factor 5 Factor 7
Idealized influence Contingent reward Laissez-faire
Charisma Constructive transactions Nontransactional
Factor 2 Factor 6

Inspirational motivation Management-by-exception

Active and passive
Corrective transactions
Factor 3
Intellectual simulation

Factor 4

Individualized

consideration
Source: Bass (1985)

Leaders characterised by Idealized Influence demonstrate conviction, focus on trust,
commitment, and resolution even when they confront difficult challenges (Bass, 1997).
Such leaders draw on deeply held personal values such as justice and integrity
(Humphreys and Einstein, 2003). Idealized influence can be classified into two key
groups: attributes and behaviour (Antonakis et al., 2003). When followers perceive the
leader as powerful, confident, ethical and consistent in a focus on higher-order ideals,

this is referred to as idealized influence (attributes). Idealized influence (behaviour) is
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characterized as the charismatic actions that elicit alignment between leader-follower

values, beliefs and sense of mission (Antonakis et al., 2003).

Leaders provide Inspirational Motivation when they demonstrate enthusiasm,
encouragement, and consistency in their communication of high standards and an
appealing vision of the future (Bass, 1997). As a companion to charisma (Conger and
Kanungo, 1988), the inspirational leader excites and transforms employees to a mindset
that greatness is attainable (Modassir and Singh, 2008). Whereas Idealized Influence
refers to motivating individuals, Inspirational Motivation refers to the motivation of an
entire organization (Hay, 2007) by communicating high expectations and increasing

team spirit and enthusiasm (Northouse, 2013).

In addition to building trust and inspiring followers, transformational leaders also
provide Intellectual Stimulation of the values and big ideas of others (Avolio and Bass,
2004). Through this stimulation, norms of operation are continually reviewed and
questioned so that new and creative methods for accomplishing the mission can be
explored (Barbuto, 2005). As it relates to the trust established through idealized
influence, followers are empowered to craft and propose new and even controversial
ideas without fear of ridicule (Stone et al., 2004). Followers are moved out of

conceptual ruts through a reformulation of the problem (Bass and Bass, 2008).

The fourth dimension of transformational leadership is Individualized Consideration,
which involves considering each person’s individual needs, abilities and aspirations
(Bass, 1997; Bass and Bass, 2008). The transformational leader who uses Individualized

Consideration listens, advises, teaches and coaches in order to further develop followers.
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People are treated differently and individually based upon their talents, knowledge and
experience (Shin and Zhou, 2003). The individually considerate leader attends to
differing needs for growth and achievement by personalizing interactions, encouraging
two-way communication, delegating tasks to develop shared leadership and recognizing

qualities in each person regardless of cultural differences (Bass and Bass, 2008).

According to Burns (1978), transactional leadership is the exchange relationship
between leader and followers aimed at satisfying their own self-interests. Its factors in
Bass (1985) were contingent reward and management by exception. The latter factor
was subsequently divided into active management by exception and part of passive
leadership and laissez-faire, the avoidance of leadership. Contingent reward is a
constructive transaction. The leader assigns a task or obtains agreement from the
follower on what needs to be done and arranges for psychological or material rewards of
followers in exchange for satisfactorily carrying out the assignment (Bass, 1998). It is
argued that contingent reward can be interpreted as a transformational leadership
element when the reward is psychological, such as praise (Bass and Riggio, 2006).
Management by exception is a corrective transaction. With active management by
exception, the leader monitors deviances, mistakes, and errors in the performance of the
followers and takes corrective action if a follower fails to meet standards. With passive
management by exception, the leader takes no corrective action until a problem comes
to his or her attention that indicates unsatisfactory follower performance (Bass, 1998).
In fact, in this situation, the leader waits for problems to arise in the follower's
performance before taking corrective action in the belief that ‘If it ain't broke, don't fix

it” (Avolio and Bass, 2004). The corrective action may be negative feedback, reproof,
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disapproval, or disciplinary action. Studies of management by exception show that the
behaviours fall into one of three categories including autocratic, status quo maintenance

and overregulation (Denston and Gray, 1998).

Since its introduction, Bass’s explanation of the dimensions of leadership types has
gained an unprecedented acceptance. Enormous numbers of dissertations, theses, and
research articles have been written, applying these dimensions in research on leadership
(Goethals et al., 2004). Bass’s initial work on transformational and transactional
leadership dimensions continued to be modified in the subsequent years. Antonakis et
al., (2003) proposed that Idealized Influence should be used instead of Charisma and
that it should be subsumed into two parts: Attributes and Behaviour. Hater and Bass
(1988) suggested that Management-By-Exception should be divided into two parts:
Active and Passive. Another important advancement in this conceptualization was the
identification of Laissez-Faire Leadership as a form of leadership separate from
transformational and transactional leadership (Antonakis et al., 2003). Laissez-faire
leadership is the avoidance or lack of leadership. Leaders characterised as laissez-faire

frequently avoid responsibilities and shirk duties (Avolio, 1999; Bass, 1998).

Judge and Piccolo’s (2004) meta-analysis particularly contends that transformational
and transactional leadership are so highly related that it is not easy to separate their
unique effects. This is consistent with Yukl and Van Fleet’s (1992: 176) proclamation in
that “Bass views transformational and transactional leadership as distinct but not
mutually exclusive processes”. This calls into question studies which measure leaders as

either transformational or transactional.
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Several authors who reviewed hundreds of related researches over the past twenty years
in the form of meta-analysis revealed that there has been consistent support for the four
main dimensions of transformational leadership (Lowe et al., 1996; DeGroot et al.,
2000; Dumdum et al., 2002; Judge and Piccolo, 2004). However, there is some
disagreement on the dimensions of transactional leadership. Avolio and Bass (2004),
Avolio et al. (1999), Geyer and Steyrer (1998), and Den Hartog et al. (1997) suggested
that Management-By-Exception (active) was more consistent with transactional
leadership, while Management-By-Exception (passive) was a better fit with laissez faire
as two subscales under the third type of leadership and used the term Passive/Avoidant
to describe this type of leadership. The results of multivariate tests on the relationships
between transformational and transactional leadership revealed that these two major
types of leadership were highly distinct but not mutually exclusive from one another
(Yukl, 1999). These results also increasingly support the idea that laissez-faire
leadership is sub-optimal, transactional leadership is a medium level of acceptable
leadership, and transformational leadership is characterised as the highest level of
leadership and the most effective type. Given that laissez-faire leadership is viewed as a
highly ineffective leadership style it is rarely considered in these studies. Rather, the
main focus of literature revolves on the comparison between transactional and

transformational leadership styles.

2.4 Antecedents of TL (I): Demographic Determinants

The effects of demographic qualities have long been an integral part of research surveys

examining the leadership styles. The differences between men and women and the effect
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of ethnic minorities are the most researched demographic issues in transformational
leadership studies. The latter, however, is less applicable to countries with a less diverse

ethnic makeup, like Saudi Arabia.

Initial findings of MLQ suggested that women tend to score higher in transformational
and lower in transactional leadership than men (Bass et al., 1996). The results of study
conducted on 23 New Zealand business and public agency managers in 1984, by their
direct reports applying an earlier form of the MLQ (Form 4), showed that female
managers were rated higher on each of the four respective transformational leadership
components compared to their male counterparts (Bass, 1985). These results were
irrespective of whether the subordinates were men or women. However, Yammarino et
al. (1997) suggested that the perception of the transformational or contingent style of
each female leader varied from one individual subordinate to another and could not be
applied to her group of subordinates as a whole. Southwick (1998) reported that a large
sample of female managers surveyed with the Multifactor Leadership Questionnaire
(MLQ) scored higher than men on all the transformational leadership scales and on
contingent reward (which contains a transactional component), whereas men scored

higher than women on all the transactional leadership scales.

In general, the results of existing studies are consistent with this pattern, with slight
differences among different components of transformational and transformational
leadership. For instance, the results of Bass’s (1985) observation mentioned above
indicates that subscale scores of charismatic leadership were higher among women than
men. This was consistent with Grove's (2005) finding that women leaders were higher in
charisma on Conger and Kanungo's (CK) scale. Telephone interviews of more than 100
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state and national elected officials and legislators ascertained that the women were more
transformational but they also rated themselves higher in active managing by exception,
which the men practised more passively (Bass and Harding, 1999 cited in Bass and
Bass, 2008). Tucker (1994) obtained similar results for 430 of the 1,517 women serving
in U.S. state legislatures in 1993-1994. Gillett-Karam (1994) reported similar findings,
determining that women were significantly more likely than men to exhibit four
transformational leadership behaviours: risk-taking, demonstrating caring and respect,

acting collaboratively, and building trust.

Two meta-analyses conducted in the following years confirmed these preliminary
results. The first, conducted by Eagly et al. (2003), was based on 45 studies included
large studies with thousands of managers as well as several smaller studies capturing
specific organizations or groups of organizations from business or educational settings,
using the MLQ to measure transformational, transactional, and laissez-faire leadership
factors. Their findings exhibited that female leaders engaged more in transformational
behaviour and contingent reward (from the transactional scale) than male ones. Male
leaders were more likely to be transactional and laissez- faire in style (Eagly et al.,
2003). The authors argued that the rationale behind the tendency of women to engage in

transformational leader behaviour is that it provides them

with a means of overcoming the dilemma of role incongruity—namely, that conforming
to their gender role can impede their ability to meet the requirements of their leader role.
(Eagly et al., 2003: 573)

Another large-scale study involving largely business leaders, which was conducted
around the same time, generated quite similar results (Antonakis et al., 2003). A review

of literature found that
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The characteristics of transformational leadership relate to female values developed
through socialization processes that include building relationships, communication,
consensus building, power as influence, and working together for a common purpose.
(Trinidad and Normore, 2005: 574)

In Mandell and Pherwani’s (2003) study of 32 managers, female and male managers did
not have significantly different transformational leadership scores on the MLQ.
However, these authors did find that emotional intelligence predicted transformational
leadership style, and that female managers had significantly higher emotional
intelligence scores than male managers. Still, gender and emotional intelligence did not
statistically interact to predict transformational leadership style, implying that emotional
intelligence distinct from gender influences transformational leadership style. However,
this study’s small sample causes its findings to be less credible than meta-analyses of

other research on gender and transformational leadership.

There exist comparatively very few researches on the effects of age or educational level
on TL styles (Barbuto et al., 2007) as most studies on age and leadership are largely
concerned with either retirement (e.g. Cusack, 1994) or adolescence ( e.g. Zacharatos et
al., 2000). Avolio (1994) conducted research on TL development by focusing on the
associations between leadership ratings and life events and experiences (e.g., high
school extracurricular activities, school experience, and positive work experiences). The
findings showed some correlations between some early life experiences and self and
raters’ scores of transformational leadership; however, the correlations were much
weaker than anticipated. Regarding age, tenure, and years in current position, Carmeli et
al. (2011) argued that older employees who have been with an organization longer are
more likely to have developed a higher quality of relationships with leaders, and

therefore rate them more favourably. Barbuto et al. (2007) examined the effects of
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gender, age, and education individually, in addition to the interaction of education and
age with gender, to explain differences in TL style. The findings of this study indicated
that gender and age alone did not affect TL styles, but there were gender- influenced

differences at the lowest level of education (high school).

Finally, managerial level of the leaders has been viewed as a potential important
demographic factor influencing TL. The results of a research based on MLQ (Form 4)
conducted on 56 New Zealand first-level supervisors and their second-level
management superiors by Bass et al. (1987) revealed that higher level leaders exhibited
more transformational leadership and contingent reward and slightly less management-
by-exception. Regarding organizational level of the manager, a meta-analysis conducted
by Lowe et al. (1996) reported that leaders at higher organizational levels are rated as
more transformational, while lower level leaders are more likely to be rated as more

transactional.

2.5 Antecedents of TL (Il): Cultural Determinants of

Transformational Leadership

One of the primary questions raised in the study of TL is whether and to what extent the
concept and dimensions of TL as they were developed in Western countries are
generalizable to culturally different contexts; in other words if the phenomenon is
universal or culturally contingent (Dorfman, 1996; Dickson et al., 2003). This is a

fundamental question in cross-cultural studies and three primary approaches have been
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developed to address this question: etic or “culture universal”, emic or “culture specific”
and combined or etic-emic approaches (Schaffer and Riordan, 2003). The rationale
behind the culture universal approach is that abstract concepts such as leadership are
generalizable across cultures. In this sense, the core idea of leadership is viewed as a
universal phenomenon that should be similar or invariant across cultures. On this basis,
Western instruments such as MLQ or Hofestede’s national culture dimensions can be
simply translated and applied to a non-Western culture. This approach has been called
imposed etic (Berry, 1969) because the applicability of the theory is imposed, rather
than tested, from one culture to another. An extended and modified approach is to
consider the universality of a concept as an empirical issue. Rather than assuming that
instruments developed in the West are entirely applicable to non-Western cultures,

researchers can adapt these instruments and test their validities.

The culture specific perspective, which is consistent with an insider perspective (Berry,
1990), reflects the notion that certain leadership components may be specific to a given
culture (Dorfman et al., 1997; Leung and Su, 2004). This approach is concerned
especially to examine the leadership concept in the cultural context within which it
occurs and looks at the phenomenon from the perspective of the inhabitants of a
particular culture. The core idea of this approach is that many leadership theories
developed in a Western context may not be generalizable to leaders with different
cultural orientations, due to cultural contingencies (Hofstede, 2001; Smith et al., 1989).
As a result, researchers should develop theories and instruments sensitive to local

contexts in order to enhance ecological validity.
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The etic and emic approaches have both been subject to several criticisms. The etic
approach is criticised on the ground that it takes the uniqueness of a given culture for
granted, while the emic approach is called into question because it falls short of
developing generalizable principles. Given these pitfalls, several scholars tended to
combine these approaches (e.g., Hui and Triandis, 1985). In doing so, they used both
approaches for data collection or scale development and ultimately combined data or

scales (e.g., Boyacigiller and Adler 1991).

Reviewing 10 articles in Leadership Quarterly's special issue on cross-cultural
leadership, Hunt and Peterson (1997) maintained that all 10 articles, in one way or
another, combined both approaches. Dorfman and Howell (1996) used both the culture
specific and culture universal approaches in an attempt to develop culture-based
predictions as to the incidence and effect of culture universal dimensions of leaders’
behaviour. Their findings revealed that there are similarities and differences in effective
leadership across cultures. Their results in two Western and three Asian countries
support Bass’s (1990) contention about the validity of both the universal and the culture-
specific perspectives of several leadership behaviours. Two dimensions related to
transformational leadership (leader supportiveness and charisma) revealed universal
confirmation in all five countries; and two dimensions related to transformational
leadership (participativeness and directiveness) appeared to exist only in the Western
countries. Boehnke et al. (2003) obtained similar inconsistent results in their research on
executives from America, Northern Europe, Southern Europe, Latin America, the Far
East, and the Commonwealth. They concluded that the main transformational leadership

behaviours are universal, but their applications proved to be in line with national
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differences. For example, Americans showed more team building behaviours than their

Far Eastern colleagues and more stimulating behaviours than southern Europeans.

Among the studies that sought to combine emic and etic approaches the GLOBE project
developed by House et al. (1999) represents the most intensive long-term study. This
comprehensive and ambitious research programme conducted with the contribution of a
network of 170 social scientists in 61 cultures across the continents (House et al., 1999),
used this approach to combine traditional questionnaire techniques with complementary
ethnographic evidence. The findings of the project supported a universal perspective on
the effectiveness of TL. The findings also indicated that some specific features of TL

appeared to be similar across the 61 cultures included in the study. These features

99 ¢ 29 ¢

include ‘“encouraging,” “positive,” “motivational,” “confidence builder,” “dynamic,”
“excellence-oriented” and “foresight”. Reviewing the GLOBE project, Northhouse
(2013) maintains that the combination of etic and emic approaches allowed the GLOBE
researchers to unfold new understandings about cross-cultural influences and how
culture impacts leader effectiveness and in a way that is generalizable between and

within different nations across the world.

2.5.1 The impact of cultural values on transformational leadership: an

etic approach

Given the existence of these commonalities and differences in TL prototypes across
cultures, a fundamental question that arises here is how cultural variations can account

for this discrepancy. A number of studies examined the impact of cultural dimensions on
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TL. These studies followed an etic approach as they predominantly used universally
accepted instruments such as MLQ and Hofstede’s national culture dimensions to
examine the possible impact of culture on TL. Based on Hofstede’s (1991) cultural
dimensions, Jung et al. (1995) noted that transformational leadership is more likely to

develop in some cultures than in others.

Yan and Shi (2003, cited in Bass and Bass, 2008) set forth that each of Hofstede's
(2001) five dimensions differentially relates to the adoption of Bass's (1985) original
dimensions of transformational leadership and acceptance by followers. Jung et al.
(1995) argued that transformational leadership was more likely to appear in
collectivistic than individualistic cultures because the cultural values of subordinates in
a collectivistic society are often more consistent with transformational leaders’ concern
with collective mission, goals, and responsibilities. In collectivist cultures like those of
China, Japan, and Korea, individuals more readily identify with a group, share
responsibility for goal attainment, try to maintain a harmonious group, and emphasize
mutual interdependence in organizations. These behaviours are consistent with what a

transformational or charismatic leader tries to accomplish.

Chiu (1997, cited in Bass and Bass, 2008) compared results obtained with 233 part-time
MBA students working in collectivist Hong Kong and the sample of individualist
Americans used by Bycio et al. (1995). He also compared in-group members in Hong
Kong, those who looked out for the welfare of each individual member in the group,
with out-group members. Hong Kong Chinese leaders were more likely to use
intellectual stimulation and individualized consideration with their in-group members.

American leaders were less likely than Chinese leaders to show individualized
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consideration to their subordinates. Compared to Americans, Hong Kong Chinese
subordinates and members of the in-group were more likely to perceive their leaders as
charismatic. Howell et al. (1994) reported that charismatic leadership correlated with
subordinate satisfaction in Korea, Taiwan, Mexico, and the United States, but not in

Japan.

According to Yokochi (1989), in collectivist Japan, managers at the chief executive
officer CEO level and several rungs below are much more transformational than
transactional. Their subordinates are likely to indicate on the MLQ that their leaders take
full responsibility for their actions (as a matter of tradition) and are generous in giving
concrete guidance. Leaders are highly respected and trusted. They encourage sacrifice
by subordinates and at the same time make extra efforts to assure subordinates of their
feelings and concern for the welfare of the subordinates and their families. Subordinates
are challenged with new ideas and tasks. As noted elsewhere, it is the firm or agency,
not the leaders, that provides unspoken rewards and promotions. Pereira (1986) found
similar results in collectivist India for 58 senior and middle-level managers from Larsen
and Toubro, an engineering firm. Again, Echavarria and Davis (1994, cited in Bass and
Bass, 2008) in the collectivist Dominican Republic reported similarly high correlations
of transformational leadership with effectiveness, satisfaction, and extra effort for 402

employees from two newspapers.

Walumbwa and Lawler (2003) collected survey data from 745 employees in banking
and finance in China, India, Japan and Kenya. They confirmed that transformational
leadership contributed to job satisfaction and commitment in all four collectivist

countries. In low-power-distance countries such as Australia, transformational leaders
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are participative in style (Ashkanasy and Falkus, 2004). In high-power-distance
countries, they tend to be more directive (Den Hartog et al., 1999). Howell and Dorfman
(1988 cited in Bass and Bass, 2008) suggested that charismatic leadership has a
significant impact on Mexican and American employees' satisfaction with work and
with supervision. The expected effects were positive on both samples although the
impact of charismatic leadership was greater on the American employees. They assumed
that some of the negative consequences of charismatic Mexican political leaders in the
past may have accounted for these results in the Mexican sample. This may partly
explain why Ardichvili and Kuchinke (2002) found more country specificity than
universality in transformational leadership in Georgia, Kazakhstan, Russia, and the
Kyrgyz Republic. The other study conducted by Kuchinke (1999) measured the
relationship between leadership styles MLQ and Hofstede’s VSM 94 between the USA
and Germany. The results revealed that cultural values have a small effect on leadership

styles.

Although Australia and the United States belong to the same Anglo-American cluster of
countries, Australians put even more of a premium on equality and individualism.
Transformational leadership had the same effects in both countries, but Australians
varied more in attributing it to their leaders. Transformational factors in Australia were
0.7 to 1.1 lower in standard deviation (Parry, 1994). However, according to Parry
(1996), Australians, more than Americans, expect charismatic leaders to take an interest
in the welfare of their followers—to be individually considerate. Australians expect far
more from their leaders than do Americans. High status is not enough to create respect;

respect has to be earned. Several studies on Asian people confirmed that the effects of
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transformational leadership are positive and strong in Asia. These results were aligned
with traditional values of these countries such as power-distance orientation,

collectivism, and conservatism (Jung et al., 2009; Schaubroeck et al., 2007).

2.5.2 Cultural dimensions unfolded

Taking a cursory look at the literature reviewed above, it becomes clear that the related
scholars focused on these general cultural predictions of national variations to examine
how and to what extent these cultural variations shape and influence TL. As such, it is
imperative to gain some knowledge about the way the culture is measured along these

distinctive dimensions.

2.5.2.1 National and organizational culture dimensions

From a brief review of cross-cultural studies in the management and business field, it is
evident that these studies focused on the specific effects of cultural values or dimensions
rather than culture per se. Indeed, culture in a broader sense is a single term capturing a
complex myriad of meanings. It includes a complex web of norms, values, assumptions,
attitudes, and beliefs that are distinguish a particular group from others, and that are
strengthened and continued through socialization, training, rewards, and sanctions (Lytle
et al, 1995). In order to conceptualise and measure this multifaceted concept, scholars
have grouped common societal values and beliefs within a number of specific categories
termed as cultural dimensions (Hofstede, 1991), and it is commonly held that
individuals can belong to these given categories (Kostova, 1997). Hofstede (1980) is
regarded as the seminal study in this area. Hofstede’s (1980) study differentiated
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national cultures in terms of the following dimensions: power distance, individualism
(versus collectivism), masculinity (versus femininity), and uncertainty avoidance.
Another dimension specific to Asian values was subsequently added: long- (versus
short-) term orientation (Hofstede and Bond, 1984). Two further dimensions (humane
orientation and performance orientation) were added as part of the GLOBE project by
House et al. (2004). With reference to Hofstede’s axis of collectivism versus
individualism, House et al. (2004) created an additional distinction between societal
level and group level norms. With reference to the single axis masculinity versus
femininity, the researchers altered the single dimension by creating two distinct axes for
gender egalitarianism and assertiveness. A third modification was made by
Trompenaars and Hampden-Turner (1998) as part of their study of managers in twenty-
three countries. Trompenaars and Hampden-Turner (1998:44) added the following
dimensions to identify national cultures: universalism (versus particularism);
individualism (versus collectivism); neutral (masking feelings, versus affective or
emotional); specific (emphasis on shared and public space, versus diffuse or emphasis
on private space); and achievement (versus ascription). Finally, Schwartz (1994) made
his assessments of cultural values at the individual level and then summed up these
differences at the national level. Schwartz was aiming to create a more nuanced
multidimensional to show the inter-relations between each axis. To this end, Schwartz
identified three polar value dimensions: autonomy versus embeddedness, egalitarianism

versus hierarchy, and mastery versus harmony.

It is noteworthy that the increasing body of empirical research into national levels of

cross-cultural differences provided the impetus for subsequent research attempts to
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assess the effects of culture at the organizational level. Organizational culture is
generally understood in terms of the shared system of norms that is adhered to by
individuals within the organization. This system of norms is frequently combined with
work-related environments and, as a result, it conveys the essence of a specific
management culture. There are a number of studies that provide frameworks for

distinguishing different features of organizational or management culture.

The initial cohort of studies emphasizes the cultural aspects of the work process.
Rousseau (1990) serves as one example here. Rousseau identified three distinct markers
of organizational values as follows: task-related values, interpersonal values, and
personal, or self-growth values. In a similar study Deal and Kennedy (1982) suggest that
organizational culture can be understood in terms of specific categories including
feedback response, risk-taking, and work hard or play hard tendencies. A study by
Hofstede et al. (1990) provides a number of categories for understanding organizational
culture. Hofstede et al. (1990) suggest that organizational culture can be thought of in
terms of process or results orientation, employee or job orientation, closed or open
system approach, tight or loose control, and normative or pragmatic orientation. By
contrast, in the second cohort of studies the researchers are examining the normative
behaviour of individual employees in specific cultural contexts. A study by O’Reilly et
al. (1991) can provide an example here. The researchers suggest that cultural values in
organizations can be understood in terms of nine categories which include innovation
and risk-taking, attention to detail, outcome orientation, assertiveness, and
supportiveness, emphasis on rewards, team orientation, and decisiveness. A third cohort

of studies offers an ontological perspective on organizational culture. An example here
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is Schein (2004). Schein (2004) classifies cultures in terms of how they understand the
universe and time. This framework is intended to convey specific cultural

understandings about the nature of truth, control, and human essence.

These studies imply that cultures are multi-layered. The studies into organizational
culture that were conducted by Hofstede and his fellow researchers revealed that the
national context of the organization was a significant factor in determining all of the
cultural value orientations within the organization. However, due to the distinction made
in the literature between the concepts of organizational and national culture, this study
specifically focuses on national culture concepts. Among these, Hofstede’s cultural
dimensions have been widely used by TL scholars to explain the effects of cultural
variations. In the following sections, Hofstede’s conceptualization of cultural

dimensions is unfolded in further detail.

2.5.2.2 Hofstede’s cultural dimensions

Hofstede’s (1980) initial work drew on some 116,000 IBM employees in forty countries
and used factor-analytic techniques to summarise four main dimensions of culture
related to work organizations, including uncertainty avoidance, power distance,
masculinity-femininity, and individualism-collectivism. Later, he added a fifth
dimension, long-term orientation, which is a part of Confucian Dynamism (Hofstede

and Bond, 1984). In the following lines each dimension is explained in further details.

Hofstede (1994: 28) defined the cultural dimension of power distance as "the extent to

which the less powerful members of institutions and organizations within a country
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expect and accept that power is distributed unequally”. The dimension responds to how
a society deals with levels of status or social power. Areas of inequality include physical
characteristics, social prestige, position, wealth, power, and rights or rules. They can

manifest in places such as work, politics, social norms, or school (Hofstede, 1994).

Hofstede et al. (2010) developed a power distance index (PDI) from the mean scores of

Hofstede's IBM research and composed country PDI scores, which

inform us about dependence relationships in a country. In small-power-distance
countries, there is limited dependence of subordinates on bosses, and there is a
preference for consultation (that is, interdependence between boss and subordinate). The
emotional distance between them is relatively small: subordinates will rather easily
approach and contradict their bosses. In large-power-distance countries, there is
considerable dependence of subordinates on bosses. Subordinates respond by either
preferring such dependence (in the form of an autocratic or paternalistic boss), or
rejecting it entirely. (Hofstede et al., 2010: 46)

Power distance in the workplace usually manifests in the type of relations existing
between boss and subordinate. In large-power-distance cultures, superiors and
subordinates consider themselves unequal, power is centralized to a few, and there is a
significant hierarchy with a lot of supervisory personnel (Hofstede et al., 2010).
Management is entitled to privileges, and the leadership style is often loaded with

emotions.

In a small power distance workplace, management and employees perceive themselves
as equals. The levels of management are designed for the system and appropriate roles.
Organizations tend to be flatter; they are less centralized and hold fewer supervisory
positions. Privileges for senior roles are frowned upon, and everyone uses the same

parking lots, toilets, and cafeteria. Management should be approachable and available to
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subordinates. Unlike in high-power-distance cultures, young managers are usually more

appreciated than older bosses (Hofstede et al., 2010).

Hofstede's (1997) second cultural dimension focused on individual- and group-related

cultural tendencies; he categorized them as Individualism/Collectivism:

Individualism pertains to societies in which the ties between individuals are loose:
everyone is expected to look after himself or herself and his or her immediate family.
Collectivism as its opposite pertains to societies in which people from birth onwards are
integrated into strong, cohesive in-groups, which throughout people's lifetime continue to
protect them in exchange for unquestioning loyalty.

(Hofstede, 1997:51)

In collectivist societies the interest of the group is most important, and the opposite is
true for individualist societies, where the interest of the individual prevails (Hofstede et
al., 2010). According to Dahl (2006), Individualism/Collectivism is one of the most
popular dimensions; however, while it is easy to grasp, it is sometimes confused with

other dimensions.

Hofstede et al. (2010:119) described the working relationship of an individualist culture,
where people are "expected to act according to their own interest, and work should be
organized in such a way that this self-interest and the employer's interest coincide". The
relationship between employer and employee in individualistic societies is highly
transactional, as in business; collective cultures see a moral commitment to the group,
similar to a family relationship. Loyalty becomes a critical characteristic of collectivism,
and poor performance is not enough reason for dismissal, as it is with individualism,
where "poor performance on the part of the employee or a better pay offer from another
employer are legitimate and socially accepted reasons for terminating a work

relationship™ (Hofstede et al., 2010: 120).

56



Hofstede's et al’s third dimension was categorized as masculinity/femininity and culled

a society as

masculine when gender roles are clearly distinct: men are supposed to be assertive, tough,
and focused on material success whereas women are supposed to be modest, tender, and
concerned with the quality of life. A society is called feminine when emotional gender roles
overlap: both men and women are supposed to be modest, tender, and concerned with the
quality of life.

(Hofstede et al, 2010: 140)

Hofstede et al. (2010) claimed that masculinity-femininity is the most controversial of
the cultural dimensions and is easily confused with individualism and collectivism. One
of the main reasons that masculinity-femininity is less acknowledged is because it is the
only dimension with no correlation to wealth; Hofstede et al. (2010: 145) stated, "There

are just as many poor as wealthy masculine, or feminine countries".

Regarding the workplace, Hofstede et al. (2010: 166) noted that “historically,
management is an Anglo-Saxon concept, developed in masculine British and American

cultures". They point out that the traditional American philosophy of leadership

distinguished two dimensions: initiating structure versus consideration, or concern for
work versus concern for people. Both are equally necessary for the success of an
enterprise, but the optimal balance between the two differs for masculine and feminine
cultures.

(Hofstede et al., 2010: 166).

In masculine cultures, it is believed that conflict should be resolved by fighting, winning
or losing, while in a feminine culture conflict is resolved through compromise and
negotiation. The feminine workplace will reward more on a basis of equality for
everyone's needs, while masculine societies use equity to recognize individual

performance. Hofstede et al. (2010) found in their research that industrial masculine
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countries do well in manufacturing, whereas feminine cultures perform better in service

industries such as consulting, transport, high-end agriculture, and biochemistry (Ibid).

Uncertainty avoidance is Hofstede's (1994: 113) fourth dimension, defined as "the
extent to which the members of a culture feel threatened by uncertain or unknown
situations”. The term came from American organization sociology familiar with such
trends of handling uncertainty in American organizations. The concept centres on the
cultural acceptance of uncertainty and how people choose to control or prevent personal
or shared anxiety, also referred to as the degree of tolerance a culture has for ambiguity
(Hofstede et al., 2010). Societies high in uncertainty avoidance seek to control factors as
much as possible in order to prevent uncertainties; therefore, Hofstede et al. (2010)

found

uncertainty avoiding societies have more formal laws and informal rules controlling the
rights and duties of employers and employees. They also have more internal regulations
controlling the work process.

(Hofstede et al, 2010:209)

In countries with low uncertainty avoidance, the opposite was true; people abhorred
formal rules. Hofstede et al. (2010:182) discovered that in such societies, "rules should
only be established in case of absolute necessity”. The culture of workplaces in low
uncertainty avoidance societies is normally associated with lower anxiety. Hofstede et
al. (2010) described workplaces with strong uncertainty avoidance by explaining that in
such workplaces, "people like to work hard or at least to be always busy. Life is hurried,
and time is money" (p.210). Hofstede et al. (2010) described weak uncertainty

avoidance workplaces as those where people
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work hard if there is a need for it, but they are not driven by an inner urge toward
constant activity. They like to relax. Time is a framework to orient oneself in, but not
something one is constantly watching.

(Hofstede et al., 2010: 210).

Hofstede's original 1980 research, however, did not incorporate China. Hofstede added a
fifth dimension based on the philosophy of Confucius. The dimension is known as long-
or short-term orientation. Long-term is defined by Hofstede et al. (2010:239) as "the
fostering of virtues oriented toward future rewards — in particular, perseverance and
thrift”. Short-term is defined as "the fostering of virtues related to the past and present -
in particular, respect for tradition, preservation of face, and fulfilling social obligations".
According to Dahl (2006), Hofstede collaborated with Michael Bond on the Confucian

philosophical dimension.

In a long-term-oriented environment, work and family are interrelated and are not
separated (Hofstede et al., 2010). In these cultures, extended networks involving
business and family are common. Long-term orientation is often associated with East
Asian countries and is uniquely suited to doing globalized business. Hofstede et al
(2010) found an East Asian trend toward de-emphasizing respect for tradition and face
because too much emphasis on traditional practices and face saving can impede

innovation and agility to move with changing markets.

Hofstede et al. (2010) studied a group of 60 senior business leaders from East Asia and
an equivalent group from the United States. Both groups were asked to rank their work
values. The top seven values chosen by the Asian leaders were “hard work, respect for
learning, honesty, and openness to new ideas, accountability, self-discipline, and self-
reliance” (Hofstede et al.: 244). The American leaders chose "freedom of expression,
personal freedom, self-reliance, individual rights, hard work, personal achievement, and
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thinking of oneself” (lbid: 244). Hofstede et al. (2010) found that managers of long-
term oriented cultures are allowed to build strong market positions at the expense of
short-term results, whereas in short-term-oriented cultures the recent bottom line results

are the constant focus.

2.5.2.3 Dorfman and Howell’s Critique of Hofstede’s cultural dimensions

Despite the widespread application of Hofstede’s cultural dimensions in cross-cultural
studies in the business and management field, they suffer from important shortcomings.
A commonly cited shortcoming associated with Hofstede’s cultural dimensions is that
Hofstede presents culture as a homogenous phenomenon throughout a nation. This
fallacious assumption regarding cultural homogeneity led to ignoring of intra-national
diversity that often exists in many nations. It is widely held that a wide range of cultural
norms and values can co-exist within a country (Lytle et al., 1995; Dickson et al., 2001).
The critics of Hofstede’s work faulted his findings on the ground that they can hardly be
generalized to the whole of a nation like the United States, characterised as a mélange of
different cultures. On this basis, Sondergaard (1994) stressed that Hofstede’s results
only represent ‘artifacts of his particular sample’ rather than a whole nation like the
United States. The same is true for other culturally “loose” countries (Triandis, 1995)
like South Africa with multiple cultures, or the former East Germany, where different

cultural norms from the former West Germany still exist.

60



In practice, this fallacious assumption led scholars to draw conclusions on individual
behaviour based on group- or aggregated data on a country level, which is commonly
known as ‘ecological fallacy’ (Bond, 2002; Dorfman and Howell, 1988). Dorfman and
Howell (1988:130) highlighted this problem, arguing that “the ecological level of
analysis severely restricts the meaningfulness and usefulness of the scales for those
researchers who operate at the micro-level of analysis”. In order to remedy this problem,
Dorfman and Howell proposed another instrument that is appropriately applicable to the
individual level or micro level of analysis (Dorfman and Howell, 1988). These
individual-level cultural orientation scales are more reliable than Hofstede's dimensions
in capturing work-related and management process issues and values (Grenness, 2012).
This method of measurement of cultural values bears resemblance to those methods
used by micro-level organizational behavioural scholars (Morris et al., 2000) in which
they conceptualize culture as existing on an individual basis rather than in overall

national structures and artefacts (Triandis, 1995; Dorfman and Howell, 1988).

2.5.3 Locally meaningful leadership styles in the Muslim

world: an emic approach

As indicated before, a number of authors contend that certain leadership components are
likely to be unique to a given context due to cultural contingencies (the emic or culture-
specific approach). They argue that the term management originated in Western
countries and the way in which the concept is understood and theorized is specific to
that context. Organizations and institutions are man-made and they reflect the dominant

beliefs and values of the wider society, which in turn affect the behaviour of individuals
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within the organization. Therefore they must take into account the history, religion and
specific social contexts and produce culturally sensitive and locally meaningful
leadership styles. The following lines review the literature that sought to address the
problem of cultural specificity by devising leadership models for organizations in
Muslim countries. Almost all the references in the following lines are from Metcalf
Mimouni and Metcalf’s (2011) seminal work, as it is currently the only substantial work
dealing with this issue. In the following sub-sections this literature is first reviewed and
then is the extent to which it substantiates the core dimensions of transformational

leadership theory is discussed.

2.5.3.1 Review of literature on culturally sensitive leadership models in Muslim

countries

The early works within this tradition were conducted by Khadra (1985) and Hawi
(1982). They argue for a model of leadership that is inspirational, based on the idea of a
heroic or prophetic leader. Underlying this model of leadership is the belief that the
Arab people need a heroic male to set an example and to encourage them to maximise
their potential. Sharafuddin (1987) suggests that an Islamic theory of organization
should incorporate both the material (socioeconomic) needs and the spiritual
(humanistic and spiritual) needs of individuals. Kalantari (1998) argues that the way to
improve Saudi public organizations is by ensuring that the fundamental Islamic values
are integral to the culture of administration in the Middle East. Kalantari contends that

the majority of public organizations in the Middle East have not maintained acceptable
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levels of efficiency and accountability despite the lengthy history of administration and

the rich cultural heritage.

Similarly, Abuznaid (2006) puts forward the view that the core Islamic values are vital
to improving the behaviour of managers. The five pillars of Islam are as follows: faith,
prayers, giving alms, fasting and pilgrimage. According to Abuznaid (2006), observance
of the five pillars can also, in turn, have a beneficial effect on organizational practices.
The author goes on to state that God's Divine Names can provide an inspirational

resource for Muslim managers.

The model of leadership devised by Ali (2005) centres on the inherent characteristics of
a Muslim leader in an exemplary cultural context. According to Ali, in both the Quran
and the teachings of the Prophet there is a focus on how things are (social cooperation)
and how things should be in a perfect world, or rather what individuals should strive
towards (idealism). Ali contends that models of leadership in the Muslim world need to
take account of this twofold message by reflecting the essence of Islamic teachings

whilst at the same time acknowledging the real nature of leadership in a Muslim context.

The model devised by Ali provides an explanation of how and why it is possible to
identify two main types of leaders in the Muslim context. The model comprises four
components: “personalism, idealism, great expectation, and culture” (Ali, 2005: 148).
Ali identifies personalism as one characteristic component of Muslim social relations.
Individuals generally interact with each other in a friendly and very familiar manner.
Ali is of the view that this style of interaction should be supported and commended.

Idealism can be understood as an aspiration towards an improved social community of
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Muslims. Idealism also pertains to character and behaviour in the sense that it can
describe the attitude of an individual who believes that it is possible to live in
accordance with high standards of honesty and moral behaviour. These ideals are
exemplified in the teachings of the Quran and in the behaviour of the Prophet. Great
expectation is a reference to the ideal state of affairs that will result from an
improvement in social relations and a cultural identity that is aspirational, based on
Islamic teachings. Ali contends that the prophetic model of leadership, which
emphasizes the ideal human characteristics and attributes, is the one most likely to
create a management culture that will ensure the longer-term development and success

of organizations.

By contrast, the caliphal model is unlikely to ensure the sustainability of organizations.
The caliphal leader is “a type of ordinary man” who does not display any special
qualities and is therefore not seen as an exemplar (Ali, 2005: 151). Caliphal leadership is
authoritarian and coercive and relies on submission from subordinates to maintain
power. Hence, within the institution, law and order is maintained through an exercise of
will on the part of the leader. This style of leadership results in a lack of
institutionalism. The caliphal model is frequently found in government organizations
but is not commonly found in business organizations. Variants of caliphal leadership can
be found in family-owned or small-business type organizations (Ali, 2005). Although it
IS not easy to assess the effectiveness of each model, if the goal is institutionalism then
prophetic leadership is preferred. According to Ali, there are “deeply rooted
shortcomings in Arab institutional structures” (2005: 151). As a consequence, Muslim

countries suffer economic stagnation and the absence of technological innovation and
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these problems have been traced to the will of the leaders, an absence of institutionalism

and little or no public participation (Ali, 2005).

The model devised by Ali provides a very neat link between the personal attributes of
leadership and the reciprocal dynamics of social relations. As far as the organization
itself is concerned, however, Ali fails to give an account of how the practices within the
institution contribute to its longer-term effectiveness (Mimouni and Metcalf, 2011). In
different aspects of his research Ali does examine certain practices such as power and
decision making in modern Arab societies. However, this aspect of his research
contemplates the Qur'anic teachings and the life of the Prophet: an approach which
serves to emphasize the contrast between a past that was ‘glorious’ and a present that is
paradoxically ‘backward’. Ali uses this analysis as a basis for theorizing about the ways
in which the basic tenets and core values of Islam can provide a foundation on which to

build societies that are healthier because justice and happiness prevail.

Ali's research provides an important source of scholarship on management from an
Islamic perspective and of the social dynamics within a Muslim organization. The
weakness in his approach can be attributed to the fact that he concentrates mainly on
social psychology. His interest lies in identifying the individual attributes of leaders. He
has frequently been critical of the political and social influences on the behaviour of
Muslim leaders both past and present. Ali’s critique is based on his belief that it is vital
to uphold the fundamental Islamic values and work ethic as the means by which the
Muslim world transforms itself into a modern developed nation (Mimouni and Metcalf,

2011).
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Noor (1999) is arguably the first author on modern management systems in the Muslim
world to devise an integrated model for organizational effectiveness that uses the
Prophet Mohammed as its leadership paradigm. Noor proposes three elements of this
paradigm as follows: alignment which originates from Tawhid and promotes a sense of
mission and purpose; attunement to the purpose and mission of the system: which
includes communal values such as commitment, trust, mutual respect and working for
the overall good; and empowerment, which attributes the leader with greater
responsibility and accountability for the community. On this view the leader is seen to
embody the role of the vicegerent (khalifah) of God on earth. Having identified the
main elements of the integrated model for leadership effectiveness, Noor (1999)
suggests a ‘set of competencies’ and a code of conduct to help leaders manage their staff
effectively and with good results. Noor sets out the eight competencies as follows:
“mutual consultation, justice, freedom of expression, personal integrity, the
enhancement of relationships, leadership efficacy, ethical conduct, and moral uplift
through spiritual knowledge” (Quoted in Mimouni and Metcalf, 2011: 184). Noor
(1999) uses a sequence of events and major stages in the history of Islam to illustrate
how Islamic beliefs and values have been embodied in the actions of past leaders; these
leaders are exemplary because their decisions and behaviours have led to beneficial

outcomes for the majority Muslim community.

Noor's (1999) leadership model is similar to the model devised by Ali’s in that the
emphasis is on social psychology, behavioural competencies and the basic tenets of
Islam. Noor’s model consistently uses Quranic ideals as the primary source and then

develops explanations based on assessing their contemporary relevance and their
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possible effects within modern organizations. Noor does discuss the need to ensure that
organizational vision flows down from the top to the bottom and the need for continual
monitoring. Again, Noor (1999) refers to the life and times of the Prophet Mohammed
and later events in Islamic history to reinforce his arguments. One problem with Noor’s
(1999) model is that it does not include any practical means for implementing these
requirements. Despite its shortcomings, Noor’s (1999) model continues to provide a
vital resource for dealing with certain management issues in the Islamic belief system

(Mimouni and Metcalf, 2011).

Musa and Saleh (2003) examined the notion of total quality management and came up
with an Islamic alternative: the Model of Islamic Total Quality. The Model of Islamic
Total Quality comprises nine parts which are classified into three dimensions: the
Process dimension includes process and design; the Implementation dimension includes
management and employees; the Guidance dimension includes rules/regulations, clients,
public and environment. The Model of Islamic Total Quality is founded on the belief
that an Islamic organization must have an internal system that is robust and an overall
responsibility for its external environment. The Model of Islamic Total Quality focuses
on the need for an understanding of the religious principles which are a pre-requisite of
the Guidance dimension and it emphasizes the work ethic, in which work becomes

synonymous with an act of worship (Mimouni and Metcalf, 2011).

Beekun and Badawi (1999) have also tried to examine the theory and practice of
leadership from an Islamic perspective. Beekun and Badawi (1999: 66) are primarily
concerned with the "ethical and moral aspects of leadership practice”. As a result, these

authors are interested in ‘core values’ which include Birr (fair dealing), Amanah (trust),
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‘Adil (justice), Mujahadah (self-improvement), and "Ahd (integrity and keeping one’s
word). The main argument put forward here is based on emphasizing the enduring
relevance of Islamic core values and their role in Islamic history. Again it is the Muslim
leaders of the past (at the time of the Prophet Muhammad) who are seen as providing

role models for leaders in the modern world.

Beekun and Badawi (1999) have an interesting approach which uses an Islamic concept
of leadership whilst simultaneously acknowledging the specific context in which the
leader takes action. The authors refer to the attributes of leaders, the attributes of
followers and the attributes of the situation or context. According to Beekun and
Badawi, if these three areas correspond and synchronize, as if in a ‘locus of three
circles’ (Beekun and Badawi 1999), then this ideal balance of attributes enables the
leader to take action in ways that are more productive (Mimouni and Metcalf, 2011).
Although Beekun and Badawi (1999) provide an analysis of leadership attributes, it
should be noted that their model lacks an integrated framework for organizational
effectiveness. Their analysis of leadership attributes is based on a type of heroic ideal:
the men and women who were instrumental figures in the birth of the Islamic nation
(Mimouni and Metcalf, 2011). Nevertheless Beekun and Badawi’s (1999) work
continues to provide a significant resource for researchers who are investigating the
impact and potential relevance of the Islamic belief system on management studies and

practice in the Muslim world.
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2.5.3.2 Comparison between CSL and TL models

The previous section offered a general account of the better-known CSL models for the
Muslim countries. This section discusses the degree to with these models are consistent
with TL core dimensions. As indicated in section 2.3.2 the first dimension of TL is
idealised influence. This dimension includes a number of components. Interestingly,
CSL authors referred to a number of leadership characteristics that are to a great extent

similar to the core components of this dimension.

An important component of this dimension is that the leaders appear as role models for
their followers. The idea of a heroic leader who sets an example (Kalantari, 1998; Hawi,
1982), the Prophetic model of leadership which emphasizes the ideal human
characteristics and attributes (Ali, 2005) and role models for leaders in the modern
world based on the Prophet’s tradition (Beekun and Badawi, 1999) bear closest
resemblance to this component. The second important component of idealised influence
is that leaders should be admired, respected and trusted. Attunement, a leadership
characteristic introduced by Noor (1999), which includes communal values such as
commitment, trust, mutual respect and working for the overall good, is akin to this
component. Another important component of leadership within this category is conduct
with high moral standards and in an ethical manner. The recommendation of CSL
authors to incorporate fundamental Islamic values and ethics to the culture of
administration (Kalantari, 1998; Abuznaid, 2006) is reminiscent of this component of
idealised influence. Other examples from CSL models that are more or less similar to

this component are the idealism principle set forth by Ali (2005), which encourages
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living in accordance with high standards of honesty and moral behaviour based on the
teachings of the Quran and the behaviour of the Prophet, as well as the Model of Islamic
Total Quality suggested by Musa and Saleh (2003), which emphasizes the work ethic in
which work becomes synonymous with an act of worship. Finally, leaders displaying
idealised influence were viewed as those leaders having a sense of purpose and clear
vision and mission. Again, Noor (1999) proceeds very much in the same way as to this
component, by suggesting a sense of mission and purpose to capture the term alignment

as a key characteristic of leaders.

The second dimension of TL is inspirational motivation. This characteristic of
leadership, which encompasses talking optimistically about the future and
enthusiastically about what needs to be accomplished and is visionary in the sense that
leaders articulate a compelling vision of the future, is not detailed by CSL authors. The
third dimension of TL is intellectual stimulation. The main component of this dimension
is to be creative and innovative and to challenge one’s own beliefs and values. The
heroic model of leadership, which encourages subordinates to maximise their potential
(Kalantari, 1998; Hawi, 1982), is more or less identical to this component. The fourth
dimension of TL is individualized consideration. The core idea of this dimension is to
treat subordinates differently according to each individual’s different needs. The
empowerment principle introduced by Noor (1999), which confers on the leader greater
responsibility and accountability for subordinates, very much follows what is indicated

in this dimension.

The fifth dimension of TL which is identified as the key characteristic of transactional

leadership and focuses on providing followers with psychological or material rewards in
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exchange for their efforts, is essentially the same as what is suggested by Sharafuddin
(1987) as the Islamic theory of organization, in which he urged Islamic organizations to
incorporate both the material (socioeconomic) needs and the spiritual (humanistic and
spiritual) needs of individuals. Finally management by exception (active and passive)
were identified as other main characteristics of TL theory, which encourage monitoring
and keeping track of mistakes and errors. There are some similarities with Caliphal
leadership, which is authoritarian and coercive and relies on submission from
subordinates to maintain power (Ali, 2005). In light of the above discussion, it is evident
that many aspects of TL can be found in the studies of those authors who sought to

formulate culturally sensitive leadership models for Islamic countries.

2.5.4 Summary and implications for further research

It has been indicated that cross-cultural studies on leadership have recently witnessed
several theoretical and methodological advances. An important development in these
studies has been the combination of etic and emic approaches and the adoption of mixed
methods to examine the possible impacts of culture on leadership behaviour (House et

al., 1999; Northhouse, 2013).

However, it was also indicated that most studies followed the etic approach, as they
predominantly used universally accepted instruments such as MLQ and Hofstede’s CV
dimensions to examine the possible impact of culture on TL. Given the prevalence of
Hofstede’s CV dimensions, these dimensions were unfolded and it was indicated that
they suffer from ecological fallacies. Other scholars such as Dorfman and Howell’s

(1988) have developed some instruments that seemingly reduce this problem (Bond,
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2002; Dorfman and Howell, 1988). It was also indicated that there is a body of literature
seeking to address the problem of cultural specificity by devising leadership models for
organizations in Muslim countries. Following an emic approach, these studies
predominantly focused on specific historical, cultural, and social factors of these
countries to generate culturally sensitive leadership (CSL) models. The insights from
CSL models were compared with the dimensions of TL. It was shown that these two

models overlap in many ways.

2.6 Vocational Education and Training (VET)

2.6.1 Making sense of VET

VET would be difficult to comprehend without some knowledge of its history and
philosophical underpinnings. For many centuries, education has been divided into two
types: education for work and education for culture. Generally, this distinction has been
maintained by separation through social class. Education for the purposes of work has
usually been delivered via hands-on experience using tools, and materials, while
education for the purposes of cultural acquisition was delivered via the medium of
books and formal training by tutors (Scott and Sarkees-Wircenski, 2001). More recently

educational professionals and policymakers have recognized that the distinction between
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education for work and education for culture cannot be rigidly maintained. With some
exceptions all education can be regarded as ‘vocational’ in the sense that it is
preparation for entry into the workplace (Wallin, 2010). In practice, formal vocational
education established itself as an independent sector of education. Some authors have
dated the origins of formal vocational education back to organized apprenticeships. In
England and France, and later in America these early apprenticeships were funded by
guilds. The earliest vocational instructors were craftsmen in self-organized groups who
passed on their skills (Wallin, 2010). In the beginning of the twentieth century, in the
USA, the industrialization process had brought major changes in the rural countryside of
the last century. The majority of students had access to universal education until grade
eight. The school timetable was mainly organized around preparing students to enter
tertiary level colleges and universities, although in reality, only a few students reached
their high school graduation. Perhaps it was in response to this situation that a
movement known as ‘the manual-arts movement’ began to gain favour as a way of
trying to address the subsequent social and economic problems. The manual-arts
movement was founded on the belief that people who are given training will work for
wages. People who earn wages can then afford to buy goods and services; hence they
become members of society who can contribute financially (Gordon, 2003, Wallin,
2010). Thus the ‘manual-arts movement’ can be viewed as offering a pragmatic solution
to a problem. The movement was in line with the pragmatism in which the concrete and
practical takes precedence over the abstract. Viewed from this perspective, which was
the dominant philosophical ideal in the USA at the time, education becomes more

scientific, and the staff can give students specific problem-solving tasks which require
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the practical application of skills (Wallin, 2010 ). In Europe, the same way of thinking
encouraged the development of VET. The European sector of VET acknowledges that
hands-on experience is necessary in order for students and staff to develop professional
skills (Leney and Green, 2005; Wallin, 2010). In discussing the benefits of VET in
Europe, Leney and Green (2005:269) clarified that “learning is not committing to

memory or fragmented and de-contextualized knowledge, but learning by doing”.

When compared with other educational settings, the VET sector is not well understood
(Misko et al., 2010; Karmel, 2010). Many other sectors of early childhood education,
primary and secondary schooling, and university education have a commonly
established terminology and create an immediate impression of specific activities and
institutional contexts. However, the same cannot be said of vocational education and
training (Misko et al., 2010). The variety of terms used to describe this sector of
education results from this general lack of understanding. For example, in Australia and
most of Europe, the term vocational education and training (VET) is used. The term
TAFE, which stands for technical and further education, has also been used in Australia.
The term CTE, which refers to career and technical education and vocational education,
is used in the USA. In the United Kingdom the term FE for further education is the term
used. In South Africa FET is used for further education and training, whereas the
majority of Asian countries commonly refer to TVET for technical and vocational
education and training. The same acronym TVET is used by UNESCO for technical
and vocational education and training. Similarly, the Organization for Economic
Cooperation and Development uses the acronym TVET (Karmel, 2010; Misko et al.,

2010).
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Another symptom of the lack of understanding of VET is that its institutional contexts
are extremely diverse. As Karmel (2010:229) observed, “It is the most diverse education
sector, delivered in both the classroom and the workplace, and organized in a variety of
ways internationally”. The sector is linked to the final years of secondary schooling in
certain countries, whereas in other countries it is available through post-school
education. It can be either classroom or work-based but might also be split between the
two settings. The level can range from elementary to advanced level (Karmel, 2010).
This discrepancy has made it difficult to offer a globally recognized classification for
VET. The most comprehensive and exhaustive typology of VET systems is the one
proposed by Leney et al. (2004) based on three criteria of their structure, processes and
outcomes. Drawing on these criteria, Ruth and Deitmer (2010) identified four distinct
categories of VET presented in Table 2.4. According to the classification, a structural
analysis reveals one group of countries with a mainly apprenticeship system. This
approach has been named the ‘dual system’ because it uses both theory and practice-
based learning in both school and workplace. Here, Germany, Austria, Denmark, and
Switzerland can be given as examples. However, some Asian countries including
Malaysia, Thailand, and Taiwan can provide international examples of a ‘dual-system’
model. The second group of VET schemes is made up of school-based systems. The
international standard classification of education (ISCED) suggests that these systems
can be distinguished in a number of ways. For example, one ‘sub cluster’ (e.g., Finland,
Sweden, France, and China), takes a vocational route ending in a qualification that is
acknowledged by the labour market. A different ‘subsector’ (e.g., Ireland and Greece)

takes a prevocational route towards a general level of education but with no
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acknowledgement by the labour market. A fourth group (e.g., the UK, Netherlands, and
Italy) is distinguished by a combination of ‘school-based and apprentice-ship/dual

systems’ (Ruth and Deitmer, 2010).

Table 2-4: Typology of VET

Predominantly dual system/apprenticeship routes Mix of school-based and apprenticeship routes
Examples: Austria, Germany, Swiss, and Denmark  Examples: UK, the Netherlands, and Italy

School-based (mainly vocational) School-based (mainly prevocational)
Examples: Finland, France, Sweden, and China Examples: Ireland and Greece

Source: Ruth and Deitmer, (2010:426)

This system of classification provides an account of the different routes towards a
common goal ‘employability’. It also lets us think about the possible outcomes of
different routes. For example, it would be reasonable to assume that individuals who
followed the dual system/apprentice-ship programme would achieve both practical and
theoretical competencies which in turn, would support processes of improvement and

development.

To this point, some discussion has been presented to clarify some aspects of VET. In the
light of these clarifications, a working definition of VET is now being offered for the
purpose of this study. It was indicated that the foundation of vocational education and
training is the apprenticeship, in which workplace experience and training is combined
with a programme of formal education. In this sense, the goal of vocational education
and training is to provide a skilled workforce for the labour market at a sub-professional
level. It was also shown that institutional settings of VET are extremely wide-ranging

and it takes place in both school and work environments and on an international scale it
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can be planned in diverse ways. On this basis, this study will use the term VET to
indicate education and training aimed at imparting skills useful in the labour market

below the level of professional skills and delivered in diverse ways internationally.

2.6.2 Promises and challenges of VET

Apart from the inherent necessity of VET in view of its focus on skills needed for the
workforce, there exists an extended literature considering several other promises of
VET. It is suggested, for example, that there is a skills shortage in the labour market —
VET is expected to find a solution (Saatti, 2007; Carneiro et al., 2010,) VET is given
the task of dealing with the struggle faced by disadvantaged groups in the labour market
(Taylor, 2010; Kriechel, 2010; Ferrier and Smith, 2010). It is called on to address
demand for a more sustainable economy (Pavlova, 2005). Yet, whilst VET is a
necessary sector in educational systems, it not free from disadvantages. For one thing,
when compared with higher education it is always perceived as low status. This situation
does not seem set to change, not least because jobs at management and professional
level are more highly rewarded financially. Hence, such jobs are held in greater esteem
than those occupied by tradespersons and para-professionals (Anlezark et al., 2006). An
added challenge is that when structural change does occur, it does not tend to advantage
traditional VET sectors. The demand for higher levels of education has put pressure on
the VET sector. For example, para-professional groups are hoping to become
professionals, and one way to facilitate this shift is for the higher education sector to
take over VET training. Therefore the VET sector may need to broaden the range of

qualifications on offer to avoid a decrease in its share of the market (Karmel, 2010).
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Rapid changes in technology pose another threat to the direction of VET. The skills that
are needed must keep pace with changes in technology. Generally speaking, analytic
skills are more easily transferable and easier to update than technical skills and VET
aims to develop the latter rather than the former (Hayward, 2010). Therefore VET is
facing many obstacles. The success of VET depends on its ability to constantly

overcome these obstacles and keep pace with changes.

2.6.3 VET Leadership

To this point, this section has examined what is considered to be VET as a sector of
education and what are the potential benefits and risks of this educational sector. This
sub-section seeks to situate the main concern of this thesis, VET leadership, within
existing literature on VET. As indicated in the introduction, for many disciplines and
fields of practice, leadership and leadership development have evolved into a significant
ongoing area of concern. VET also reflects this concern and leadership and leadership
development is an important issue in this specific educational setting as well. In the mid-
1970s, a committee in the USA organized to review and assess the research and
development activities of American VET concluded that “...a lack of coherent policy,
administration, and leadership in vocational education programs” as the most important
source of VET deficiency (CVERD, 1976: 2). Around three decades later McMurtry
(2005), in a comprehensive book on the status of VET leadership in USA titled
Leadership in Career and Technical Education: Beginning the 21st Century, echoed this
concern by saying that “it is clear the field [of VET] is in a situation nearing a crisis”

(McMurtry, 2005:108). He then called for an immediate reconsideration for new VET
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leadership in order to survive. Despite this importance, the studies on educational
leadership in VET are few and far between. Examining the status of further education in
UK, Muijs et al. (2006) emphasised the lack of sufficient studies in this respect and
called for more research into leadership development based in empirical data in this

area.

Reviewing the existing literature, it becomes evident that most of the studies that sought
to examine VET leadership have been the result of government funded projects. For
instance, research in Australia in this area is predominately supported by the Australian
National Training Authority (ANTA) and The National Centre for VVocational Education
Research (NCVER). These studies revealed two predominant themes in VET leadership:
change management and the requisite skills for professional development of VET
leaders (Crossman, 2012). An important issue that is widely discussed in VET
leadership research is whether formal methods of professional development including
short courses and postgraduate certificate were more effective than informal
professional development such as meetings and self-directed reading for VET leaders
(Coates et al., 2010; Callan et al., 2007; Mulcahy, 2003). The results of these studies are
mixed but a more recent study found that often these leaders can lead very effectively
with no prior formal training and “[I]eadership can be both learned and taught” (Coates

etal., 2010:14).

The UK further education (FE) sector has only a small number of executive managers
with formal management qualifications, professional development programmes are
scarce and there is limited research into what factors are involved in their effective

leadership development (Loots and Whelan 2000; Loots and Ross 2004; Muijs et al.,
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2006). A large proportion of British research originated in the managerialist reforms
during the early 1990s. This research was often in conflict with prevailing educational
values and generally reflected an organisational culture perspective (Briggs 2005;
Lumby 2001; Simkins and Lumby 2002). In Britain, gender studies tend to be popular
with researchers and many authors take the view that FE tends to be ‘masculine,
paternalistic and competitive’ (Cole, 2000; Hughes, 2000; Kerfoot and Whitehead
2000). On the other hand, Deem et al. (2000) regard FE institutions as comprising by
both feminine and masculine characteristics. Muijs et al. (2006) considered the
leadership styles of FE in UK and concluded that transformational leadership seemed
well supported by respondents in these organizations, followed by distributed
leadership. However, he stressed that these results might reflect the perceived

desirability of traits rather than actual behaviours (Muijs et al., 2006).

In contrast to Australia and the United Kingdom, the United States has a substantial
amount of literature on leadership in its community colleges. Crossman (2012) divided
the trends of these studies into five main groups: (a) participation; (b) gender and equity;
(c) managing change; (d) professional development and (e) the status of leadership. The
first group on participation plus the second group (particularly research focused on
Hispanic equity issues) are hardly generalizable to VET in the other parts of the world
but the other three groups could be significant. The group on change noted different
change models mostly taken from the corporate world and the need for effective
communication was also mentioned (Ayers 2005, 2009; Eddy 2010). With respect to
professional development, the USA literature was mainly given over to defining

necessary leadership skills and how to acquire them. When compared with Britain and
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Australia, American community colleges have a vast number of short courses and
postgraduate degrees in leadership (Haynes 2009; Wallin 2006). In the US, it is
increasingly the case that senior leaders are expected to hold postgraduate degrees.
However, questions have been raised regarding the relevance of certain doctoral study

areas (Brown et al., 2002; Hull and Keim 2007).

The National Centre for Research in VVocational Education (NCRVE) in America carried
out a comprehensive research examining the status of leadership in American VET.
Although this research did not explicitly refer to leadership style, the leadership serotype
it recommends as an effective VET leadership reflects in many ways the characteristics
of transformational leadership. NCRVE viewed the issue of VET leadership as ‘both a
process and as a property’ (Moss and Liang, 1990:27). ‘Leadership as a process’ can be
described as recognising the need for change and exerting influence on a group in ways
that are non-coercive such as ‘persuasion and example, in efforts towards goal setting
and goal achievement’(Moss and Liang, 1990:10). Leadership as a property describes a
situation in which group members regard an individual as a leader because they believe
the person to be in possession of certain attributes or character traits. For example,
group members will let an individual lead and influence them if the behaviour of the
person in question corresponds with group notions about appropriate leadership
behaviour in a particular situation. The notion of leadership as a property means that its

power lies with the beholder, as noted above (Moss et al., 1994; Boateng, 2012a).

The NCRVE conceptualisation gives a further perspective on the role of leaders. A
system for classifying leadership effectiveness was created, founded on NCRVE’s

philosophical view of leadership and a literature review. The system comprises three
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main classifications founded on three types of ‘outcomes or consequences’ suggested by

Yukl in 1989. The main classifications are as follows:

» The extent to which the leader’s behaviour is perceived to improve the quality of
the group process,

= The extent to which the leader’s behaviour is perceived to have had a personal
impact on followers , and

» The extent to which the leader’s behaviour is perceived to have helped the group
or institution perform its tasks successfully and attain its goals (Moss and Liang,
1990).

These three classifications were sub divided into categories of criteria and then each
category was illustrated by a specific sample of criteria. In light of these criteria, when
assessing whether or not leadership is effective in VET, it is vital to take into account
how leaders are perceived by their potential followers or subordinates or peers, which is

the essence of transformational leadership (Boateng, 2012a).

Based on these criteria, Moss et al. (1991) carried out a study to establish what types of
criteria are used by VET instructors when judging the leadership effectiveness of their
administrators. The findings indicated that out of a total of one hundred and fifty-four
behavioural events, the criteria most often used by instructors when measuring
leadership effectiveness were those that fulfilled the job-related needs of the instructor.
The other four frequently used criteria were all group process outcomes. Based on these
findings, the researchers stated that leadership by consultation, persuasion, and
inspiration is the way to achieve maximum group productivity (Moss et al., 1991).
Therefore, the role of a leader is to give clarity to the vision, mission, and values of an

organization so that it can adapt to the environment; to ensure that individuals are
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committed to the organization and to encourage their development through personal

motivation (Moss et al., 1991; Boateng, 2012a).

Moss et al. (1994) stated that if VET is to remain a relevant form of education in a
changing environment, then it must begin a process of transformation. The authors
contend that in a rapidly changing context, VET needs leaders who can plan new

pathways and influence others. Hence, transformational leadership is a necessity.

In another contribution to this trend of studies, Daughtry and Finch (1997) used MLQ to
reveal both self and rater’s perceptions of effectiveness and leadership style. An
interesting finding of this study was that the women teachers were seen as more
transformational. However, VET leaders in this study engage in transformational
leadership behaviours more often than transactional behaviours regardless of their
gender or ethnicity. Given that gender and ethnicity did not significantly influence the
leadership style or behaviours of VET leaders in this study, the researchers concluded
that gender and ethnicity did not contribute to the leadership style of VET leaders.
Indeed the results show that women and people of colour in this study utilized the same

leadership styles as white men.

Another finding of this study was that VET leaders used both leadership styles,
transactional as well as transformational. This result led the researchers to conclude that
effective leadership provided by local vocational administrators is essential if
educational change is to be successfully carried out. They suggest that if vocational

administrators are to effectively lead and move others through the transformation, of
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vocational education, they need to adopt a creative approach to change and to create an

ethos conducive to opportunity for all.

Finally Boateng (2012b), in a recently published study, examined the effective leaders
needed to manage vocational technical educational institutions in Ghana. The main
motivation of Boateng (2012b) in conducting this study was to provide some insights
into leadership development programmes for vocational technical leaders in this context.
The results of this study showed that the VET leaders were perceived in general to be
carrying out leadership roles effectively using a mixture of transformational and
transactional leadership styles in performing their roles. However, most were rated as

more transactional than transformational.

2.6.4 Summary and implications for further research

This section first underlined that the VET sector is not widely understood in view of
diversity in terminology, institutional setting and conceptualization of VET. Yet, based
upon descriptive accounts of the development and typology of VET, this section has
succeeded in offering a working definition for the purpose of this thesis. This section
also reviewed literature that highlighted the promises and challenges of VET. An
important conclusion that can be drawn from these discussions is that although VET has
turned out to be a necessary educational sector, it is not free from pitfalls, which result
from several sources. This discussion points to the crucial role of leadership as an

important factor in overcoming these challenges. The case was made that there exist
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only limited studies on this specific sector of education. What is known about VET is
largely based on government sponsored research projects and their main focus has been
the practical implications of these researches for development of VET in the respected
countries. Taken together, although these studies have gone some way towards
enhancing the understanding of VET leadership, they did not provide any definite
answers to substantial questions of VET leadership, such as the dominant leadership
style in VET and the main demographic and cultural antecedents shaping and
influencing VET leadership. Bearing in mind these limitations, the discussions unfolded
in previous sections on educational leadership will be used as a conceptual basis to

address these questions in the VET setting.

2.7 Summary and Main Questions of Research

This chapter concludes with a discussion serving to recapitulate briefly those aspects of
the sections most directly pertinent to the conduct of the original research captured in
this thesis. The chapter has revealed that educational leadership scholarship has gone
through several advancements by incorporating theories and insights from the
mainstream literature on management and social science (Robinson, 2006). An
important step in line with these developments has been the application of TL model to
educational settings. It was argued that the TL model, also known as the full-range
leadership theory (Avolio and Bass, 1991, Avolio, 1999; Avolio, 2011), sets forth an

arguably comprehensive framework for understanding a wide range of possible
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leadership models by differentiating among three primary leadership styles:
transformational, transactional, and laissez-faire. Given this fact, it is plausible to use
this framework to identify and explore the dominant leadership styles of the context
understudy. On this basis the first main question of this thesis can be formulated as

follows:

Q1: What are the dominant leadership styles of VET in Saudi Arabia based on the full

range leadership model?

This question includes three ancillary questions:

a. Is there any statistically significant difference between the total scores of the
self-assessment of leaders and the total scores from other-rater assessment on the
MLQ (5XShort Form)?

b. Is there any significant difference in the leadership styles of Saudi VET in terms
of the managerial level denoted as Dean and Vice-Dean?

c. Is there any significant difference in the leadership styles of Saudi VET in terms
of the institutional affiliation of leaders to TC, VI or TCG?

Q2: Are the demographic characteristics (gender, age, educational level, and work

experience) of leaders and subordinates related to their perceived leadership styles?

Moreover, it was indicated that despite these advances, serious shortcomings apply to
studies in this field. In particular, these studies fail to consider the potential impact of
larger macro-societal cultural factors as the main antecedents of ETL. It was discussed
that it is particularly important because EL models developed in Western countries,

including transformational leadership, scarcely capture the complexities of cultural
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diversity across countries (Cheng, 1995; Hallinger, 1995; Dimmock and Walker, 2005;
Sun and Leithwood, 2012). Drawing on this discussion, the next research question is as

follows:

Q3: Are national cultural factors in Saudi Arabia related to VET leadership styles and, if

so, how and to what extent?

It was also indicated that the existing limited studies were conducted in isolation from
theoretical and methodological advances that cross-cultural studies on leadership have
recently witnessed. It was shown in section 2.5.1 that in the field of education the
authors have mainly utilized an etic approach by using universally accepted instruments
such as MLQ and Hofstede’s cultural values dimensions to examine the possible impact
of culture on TL (Begley, 2000; Walker and Dimmock, 2005; Walker, 2010). However,
within broader cross-cultural leadership studies, the combination of etic and emic
approaches and the adoption of mixed method have been used to examine this possible

impact (House et al., 1999; Northhouse, 2013).

Having acknowledged the possibility of the application of insights from these studies to
the context of educational setting, the next step was to discuss and consider this
application to educational settings. As such, it was explained that drawing on an etic
approach, in this study, quantitative data collection and analysis will be applied by using
Dorfman and Howell’s (1988) CV instrument to measure the cultural values in Saudi
Arabia. This instrument was chosen because it particularly reduces the ecological
fallacies associated with Hofstede’s instrument (Bond, 2002; Dorfman and Howell,

1988). The MLQ will also be used to explore the dominant leadership styles in
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educational settings based on Bass and Avolio (1997). Then, through an extensive
statistical analysis the impact of culture (based on data gathered though Dorfman and
Howell’s (1988) CV instrument) on dominant leadership styles (based on data collected

by MLQ instrument) will be examined.

In addition, drawing on an emic approach, qualitative data will be gathered to offer
locally meaningful insights on the dominant leadership styles in the context under study.
It is also indicated that there is a body of literature seeking to address the problem of
cultural specificity by devising leadership models for organizations in Muslim countries.
Following an emic approach, these studies predominantly focused on specific historical,
cultural, and social factors of these countries to generate culturally sensitive leadership
(CSL) models ((Mimouni and Metcalf, 2011). A further analysis undertaken in this
thesis is to examine the extent to which the results of qualitative data corroborate the
CSL models. Ultimately, the overall results of qualitative and quantitative analysis are
merged together. To date, this methodology has not been applied to leadership in

educational context.

Finally it was indicated that this thesis focuses on a less-understood educational setting,
namely, Vocational Education and Training (VET). Although this thesis is
predominantly concerned with the examination of the cultural determinants of ETL, it
nevertheless attempts to offer some insights on understanding of this specific sector in
Saudi Arabia by looking at its origins and evolution and particularly its current
organizational arrangement. Based on this argument, the next question can be

formulated as follows:
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Q4: How have VET institutions originated and evolved in Saudi Arabia?

This review has established an understanding of the main concepts of interest in this
research. The research gaps were identified and the research questions formulated
accordingly. Drawing partly on the cultural concepts introduced in this chapter, the next

chapter provides a description of the context in which the research was carried out.
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Chapter 3: Saudi Context and VET

3.1 Introduction

This chapter seeks to offer general insights on Saudi’s Arabia national culture and
educational systems and explore the evolution of VET in this context. In order to
explain the context in which VET takes place, an overview will first be provided of
Saudi Arabia’s demographic and geographical location, as well as Saudi Arabia’s
national culture. This section proceeds with a brief description of the educational
systems of Saudi Arabia. The historical background of vocational and technical training,
as well as its evolution into its current state, will then be addressed in detail in
subsequent sections. Two sections in particular focus on the institutional setting and
managerial hierarchy in VET in Saudi Arabia. This discussion will conclude with
particular attention to the challenges presently facing technical and vocational education

in the Saudi context.

3.2 An overview of the Saudi Arabian context

3.2.1 Demographic and geographical background

The Kingdom of Saudi Arabia occupies the majority of the Arabian Peninsula, the
original land of the Arab people and of Islam. The total population of Saudi Arabia for
2009 was estimated as 25,370,000 including 6,830,000 non-Saudi nationals who worked
and resided in Saudi Arabia (Ministry of Economy and Planning, 2010). According to
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the Saudi Arabian Monetary Agency (SAMA, 2006), 60% of the Saudi Arabian
population is below the age of 18. The same source reports that the number of
employees in the government sector is slightly less than 783,300, while in contrast the
number of employees in the private sector is 5.4 million. The majority of the employees
in the private sector are expatriates who represent 88.4% of the labour in this sector,
while the percentage of Saudis does not exceed 11.63%. This indicates that Saudi
Arabia is extremely dependent on foreigners in all private and public sectors in order to
fulfil the labour shortage. Therefore, in searching for a long-term remedy to this
situation, the Saudi Government has focused on educating and developing the native
human resources necessary for effective participation in national development and

progress (Alzalabani, 2002).

Geographically, the kingdom is bounded to the north and north-east by Jordan, Iraq and
Kuwait; to the east by the Arabian Gulf; to the west by the Red Sea; and to the south and

south-east by Yemen, Oman, the United Arab Emirates and Qatar (see Fig. 3.1).

91



Figure 3.1: Map of Saudi Arabia
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Saudi Arabia occupies an area of approximately 868,730 square miles (2,250,000 square
kilometres). The huge area of the Kingdom of Arabia, its varied topography and harsh
geographical conditions in many areas, and the large distances between towns and cities
all contribute to the difficulty of providing accessible education for all. This is
particularly so as there is no railway network in the country, apart from a single line

connecting Dammam and Riyadh.

In 1993, in order to facilitate administrative work and development across the Kingdom,
Saudi Arabia was divided into 13 provinces. Each province is divided into governorates,

of which there are 118 in total, including the 13 provincial capitals. The latter are
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classed as municipalities and are headed by mayors. Each governorate is further
subdivided into sub-governorates. The Technical and Vocational Training Corporation
has a council in each province that oversees technical and vocational training institutions

across the governorates.

3.2.2 National culture

The national culture in Saudi Arabia is very unique and very different from those found
in the other parts of the world. The existing studies on Saudi Arabia national culture can
be divided into two important groups, which is in line with the approaches of cross-
cultural studies discussed in section 2.5. The first strand of studies, which adopt a
culture-specific approach, focuses predominantly on three elements of Islamic, tribal
and family values and oil culture as the main determinates of Saudi Arabia national
culture. The second strand of literature, which is consistent with the culture universal
approach, uses Hofstede’s cultural dimensions to explore Saudi Arabia national culture.
For the purpose of this thesis, these two important strands of studies will be reviewed

briefly in the following lines.

3.2.2.1 Culture specific studies on Saudi Arabia National Culture

The studies that considered Saudi Arabia’s national culture largely argued that the socio-
cultural values and attributes of the country are deeply rooted in Middle Eastern Islamic
and Arab and tribal history, as well as the oil-boom experience (Badawy, 1980; Anastos
et al., 1980; Al-Twaijiri, 1989; Yavas and Yasin, 1999). For the purpose of this thesis,

the three elements of Islam, tribal and Arab tradition and oil culture are reviewed briefly.
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It should be noted that the boundary between Islamic and tribal and family values in
Saudi Arabia is blurred as most tribal and Arab values in Saudi Arabia are shaped and

influenced by Islamic teachings.

a) The Influence of Religion (Islam)

In Saudi Arabia the Islamic religion provides the overarching framework for shaping
managerial attitudes and practices. Islamic teaching places a high value on obedience to
leaders and this is greatly encouraged. As a result, it is taken for granted that leaders or
managers will have the right to exercise power and that subordinates will respond by
being respectful and obedient to those above them. Islam also places great significance
on the ability to forgive, kindness and sympathy. According to Atiyyah (1999) the
values of Islam focus on harmonious, collaborative and fraternal associations. Dissent is
not encouraged and is avoided or repressed. Al-Habshi and Ghazali (1994:38) identified
the central values of Islamic management as follows: every act should be accompanied
by intention (niyat); conscientiousness and knowledge in all endeavours (itgan);
proficiency and efficiency (ihsan); sincerity (ikhlas); passion for excellence (al falah),
continuous self-examination; constant mindfulness of the Almighty - piety {tagwa),
justice (adl); truthfulness (amanah); patience (sabr); moderation; keeping promises;
accountability, dedication; gratefulness; cleanliness; consistency; discipline; and

cooperation.

Relationships between management and employees are also influenced by the practices
of Islam. Prayer meetings provide an example here. Muslim managers and workers at

all levels of the organizational hierarchy gather together to pray on two or more
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occasions throughout the day. To date, no observational and verifiable research has been
undertaken to discover how these daily meetings affect the individuals concerned. It
seems reasonable to contend that this type of social interaction might narrow the
physical and psychological gap between management and employees Al-Habshi and

Ghazali (1994).

b) The Influence of Arab culture and tribal traditions

According to Badawy (1980) and Abdalla (1997), Arab culture is shaped by traditional
beliefs and values and, as such, it fosters reliance on family members and friends
(Hofstede, 1984). Historically, Arab tribes were nomadic and ruled by the basic need to
ensure their animals were fed and watered and to find food for other tribal members.
During this time very little manual labour was available. In order to ensure their
physical safety the early Arab nomads relied on the strength of their tribal clan networks.
A person’s tribal origins are seen to confer self-respect and social position and great
pride in tribal origins is still widely held in contemporary Saudi society; the majority of
Saudi families continue to use their tribal name as a surname. Manual work has
acquired a stigma because it is regarded as an occupation that is only undertaken by
individuals who do not have tribal roots. This view of manual labour prevails despite the
fact that the teachings and values of Islam encourage manual labour. A motivation
towards manual labour is in keeping with the behaviour and principles of Mohammed
(peace be upon him). Nevertheless, in many areas it seems that tribal norms and customs

have greater influence than the teachings of Islam.
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C) Oil culture

One of the most significant contemporary issues affecting Saudi social attribute and
overall national culture is the oil culture. Before societal changes began fifty years ago,
most of the Saudi population were nomadic or semi-nomadic. They lived by agriculture
and subsistence farming, manual work, animal husbandry and serving the pilgrims who
come to visit the holy places. The discovery of oil played a major role in the
modernization process. The sudden wealth generated by oil rapidly changed society and
created new values; particularly important in this context is the capacity for fast earning
and wealth without effort, coupled with the absence of an appreciation for technical and
manual work. This has meant that Saudi society lacks industrial values, such as a work
ethic and respect for time. Instead, it has developed into a consuming, non-producing
culture that does not yet accept the need for manual, vocational and industrial work
(Urabi and Al Umri, 2001). This effect of oil culture has been changed somewhat by the
development and increase of education and the size of the workforce, but the above

mentioned values have not been entirely eroded.

3.3.2.2 Culture universal studies on Saudi Arabia National Culture

Those studies that explored Saudi national culture from a culture-universal perspective
have largely used Hofstede’s cultural values. The first study by Hofstede surveyed a
sample of seven Arabic-speaking countries (the United Arabic Emirates, Egypt,

Lebanon, Libya, Kuwait, Irag, and Saudi Arabia) in 1969 and in 1972. When he tried to
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extend the country list in 1982, it emerged that IBM had not only inadvertently wiped
the tape with the raw survey data; it had destroyed the data printouts as well. The only
data printouts that were saved pertained to the region as a whole, so Hofstede was forced
to treat these countries as one cluster (Hofstede, 2001). The table below show the results

of all studies related to cultural values using Hofstede’s Values Survey Model (VSM94).

Table 3-1: Studies on Saudi Arabia national culture based on Hofstede cultural
values

Study Sample and place Cultural Values
Dimensions Scores
PD | UA | IND | MAS
Hofsede (1980) 141, Egypt, Lebanon, Libya, | 80 | 68 38 |53
Saudi Arabia, Iraq, Kuwait
and UAE
Bjerke and Al-Meer. 38, MBA students 73 |74 41 |43
(1993) (KFUPM)
21 co-workers
At-Twaijri and Al- 204, oil company 61 |88 41 |53
Muhaiza(1996)

Sources: Hofsede (1980), Bjerke and Al-Meer. (1993) At-Twaijri and Al-Muhaiza
(1996)

Possible scores for each dimension range from zero to 100, with 50 as the mid-point.
From the table it can be seen that the PD score was 80 (1980), 73(1993), 61 (1996). The
differences could be attributed to the differences in places and dates when the research
was conducted, and could be also related to changes in the Saudi economy, which led
the country to engage in business with most countries, especially the West. Political
developments may also help to explain the change in PD. The Kingdom used to be ruled
by royal decrees, which are considered to have the force of law, especially when they
depend on religious principles. At-Twaijri and Al-Muhaiza (1996) pointed out that the

result is centralized politics, which encouraged power distance. In 1993, however, the
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Consultative Council, called the Majlis Al-shura, was established. It is composed of a
chairman and 120 members who are chosen by the king, with a four-year tenure
renewable for a further period. Its main purpose is to monitor the working of the
government, to interpret laws, and to suggest policies and plans in order to improve and
develop the Kingdom (Al-Farsy, 1996). This means that issues will be debated by
groups before a decision is made (At-Twaijri and Al-Muhaiza, 1996). This step has
helped Saudi Arabia to move toward decentralizing. Moreover, Saudi Arabia is
inevitably affected by globalization. Albsher (2008) indicated that the social movement
in Saudi is moving rapidly towards a generally positive reception to the latest
developments of globalization. This can be measured by comparing the positive

reactions compared to twenty or thirty years previously.

Another consideration in interpreting differences in PD findings between the studies is
that Bjerke and Al-Meer’s (1993) and At-Twaijri and Al-Muhaiza’s (1996) studies were
carried out in King Fahad University of Petroleum and Minerals and an Oil company
respectively. Employees in such locations usually have a high education and chances to
study abroad, which can contribute to reduce the PD. The more exposure to Western
education and multinational management they have, the less likely native Saudi
supervisors are to behave entirely according to the cultural patterns (Moran et al., 2011,
At-Twaijri and Al-Muhaiza (1996). Despite these trends, however, the PD in Saudi
Arabia remains relatively high. The high power distance in Saudi culture shapes the
behaviours of the whole community; administrators, teachers, students, and parents, so
they must always express high respect towards those of senior status in all social

relationships.
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The findings can be suggested to reflect a strong respect for authority amongst Muslims,
which is characteristic of Islamic societies. Islamic and Arabic social structures are
hierarchical in nature. As a result, Muna (1980) suggested that the decision-making
processes of Saudi managers are likely to be autocratic and paternalistic as opposed to
consultative and democratic. This point needs further explanation, because it is true that
Arabic/lslamic tradition and custom requires managers to consult with business
colleagues, friends and relatives within the organization or on a day-to-day basis. It is
also correct to say that Arab managers are highly averse to rigid and bureaucratic
concepts such as "business is business"”. Instead, they favour a more casual and personal
manner. However, Muna (1980) asserts that this “open-door policy” does not apply to
everyone equally. The consultation process usually includes only a chosen few and this
practice is not likely to be openly challenged by lower ranking individuals. In light of
this situation, there seems little chance that the policies and practices of Arab
management systems will be changed to allow for more equitable decision-making

(Muna, 1980).

High uncertainty avoidance is confirmed by all three studies, and is higher in the Arabic
studies than in  Hofstede’s study. High uncertainty avoidance indicates that Saudi
people are strongly bound by traditions, rules, and regulations. They show a stronger
tendency to maintain stability than to be creative. There is a common proverb,
“Something you know is not like something you do not know”. People in high UA
cultures find change disruptive and more disturbing than people in lower UA cultures.
Hofstede (1991:112-113) confirms that uncertainty is a key concept in modern

organisational theories. Technology, rules, and religion are among the means used to
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reduce uncertainty. Other mechanisms used in organisations for this purpose include
memos and reports, accounting systems, planning systems, control systems, and
consultation of experts. According to Adler and Gundersen (2008), employees in
cultures characterized by high power distance and high uncertainty avoidance perceive
their organisations in hierarchical terms rather than as families. There are formal vertical
lines of communication and accountability which are known to everyone, and in this
way management reduces uncertainty by emphasizing authority relationships; this is
also the case in Saudi Arabia. People usually apply to the person with senior authority in

order to get their papers processed, their needs fulfilled or complaints resolved.

The individualism scores of Saudi culture are low, indicating a tendency towards
collectivism. Despite the slight change in scores in the later studies, Saudi culture
remains collectivistic. Without a doubt, Islam plays a major rule in emphasizing unity.
Individuals are encouraged to look after others and to give assistance when needed: the
IDV findings revealed this aspect of Arabic/Islamic tradition as a key factor. Social
ordering is also a significant factor because Arab society is categorized in terms of tribal
origin, family name and geographical region. Arabs identify themselves in terms of

these collective categorizations, which symbolize solidarity.

From the table above, the MAS scores for the three studies are 53, 43, and 53 which
means that Saudi culture in Hofstede’s study (1980) and in At-Twaijri and Al-Muhaiza
(1996) study had the same score 53. This score indicates a somewhat masculine culture,
which means Saudi culture is more masculine than feminine. On the other hand, Bjerke
and Al-Meer’s (1993) result indicated a somewhat feminine culture (43). Islamic
teachings and the tribal system stress the concept of caring and cooperation among the
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people, which characterize feminine societies. At the same time, the Saudi Arabian
culture ascribes distinct gender roles to men and women, which is more typical of
masculine societies. These characteristics may explain why in all the studies, Saudi

Arabia’s MAS scores are relatively close to the mid-point.

3.2.3 Educational System in Saudi Arabia

Formal education in the Kingdom was established by King Abdul-Aziz, the founder of
the Saudi state, and developed by subsequent rulers. The first phase, between 1899 and
1924, was characterised by a focus on religion and literacy. Education was traditionally
conducted in mosques, in the form of “halagah”, where students sat in circle with the
teacher in the centre. The halagah varied in approach, course content, size and quality of
teaching. Teaching methods typically relied on lectures and memorization. This form of
education still occurs alongside official education in Saudi Arabia. Another approach to
learning was the “kuttab”, informal education provided in the majority of Islamic cities,
under the patronage of city governors and wealthy philanthropists. Kuttabs were
normally held in a room attached to a mosque or in a nearby house, and run by religious
leaders. They varied considerably in regulation and course content, but commonly
taught Arabic language, the Holy Quran, writing, mathematics and morals. Children
studied for five to six years, in mono-gender environments. The idea that more kuttabs
existed to provide for boys than girls (Bin Duhesh, 1986; Alnaiem, 1999) however, is a
misconception, with nearly 339 kuttabs for girls being offered in cities across the
peninsula (Al-Zahhar, 2003). This type of education was popular throughout the Islamic

world. Its particular popularity in Mecca and Medina may have been because the Holy
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mosque and Prophet’s mosque attracted scholars, and because Ottoman leaders and rich
Muslims made endowments to support scholars and students in these cites (Uthaymin,
2009). King Abdul Aziz supported kuttabs through the provision of books and teachers

(Aldhalaan, 1999).

The second phase of education, from 1924 until the death of King Abdul-Aziz in 1953,
was marked by the creation of a Department of Education under the Ministry of the
Interior (Ibrahem, 1985). In 1953, the Department of Education became the Ministry of
Education, an independent body with vested power to develop education. However, the
new Ministry faced challenges due to the huge size of the country, shortage of funds,
and the need to import all educational resources, including textbooks (Ministry of
Education, 1957). State primary education, for boys only, began in 1925. The first
secondary school opened a year later. After four years of in secondary education,
graduates could work as primary teachers. The first college was established in Mecca in
1949. Educational provision continued to expand under King Abdul-Aziz’s successors.
In 1960, formal education for girls was introduced under the supervision of the
Presidency of Girls’ Education, which remained separate from the Ministry of Education
until 2002 (Al-Hamed, 2007). By 2012 there were 13845 primary schools, 8241
intermediate schools, and 5658 secondary schools in the Kingdom (Ministry of

Education, 2012), in addition to 24 state universities and nine private universities.

Currently, general education in Saudi Arabia consists of three main levels: primary
schools, secondary schools and high schools. Primary school education lasts for six

years and is followed by three years of secondary schooling. At the secondary schools
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students receive the Secondary School Certificate, while those continuing at high school

level receive the High School Certificate.

Having provided an overview of the Saudi context and the broad phases into which its
education is divided, the next section of this chapter will address the specific areas of

VET in this context.

3.3 VET in Saudi Arabia

3.3.1 The genesis of Vocational Education and Training in Saudi

Arabia

This section will provide a detailed discussion of the historical development of
vocational education within the kingdom, in order to provide a basis with which to fully
understand the context of modern VET in Saudi Arabia. Some authors traced the genesis
of vocational education as far back as the Al-Hejaz era, before King Abdul-Aziz unified
the Kingdom of Saudi Arabia in 1932 (Al-Shamekh, 1982, Aldhalaan, 1999; Al-Hamed,
2007). At the time, the Arabian Peninsula was under the ruler of the Ottoman Empire
until 1916, during which the Ottoman government opened many schools to teach a range
of subjects, including painting, book keeping, arithmetic, religious studies and social
sciences. Unfortunately, because most of the teachers were from Istanbul (Al-Subaiy,
1987), the people resisted these schools in an effort to protect their identity (Alnaiem,
1999). During the subsequent Al-Hashmy era (1916-1924) many schools were
established in Al-Hejaz, providing tuition in agricultural and military disciplines

(Musleh, 1982).
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Yet the beginning of actual vocational training in the Kingdom dates from 1963, when
the International Labour Organisation established the first vocational centre in Riyadh
(GOTEVOT, 1989; Aldhalaan, 1999). The emergence of VET was due primarily to the
increased orientation of the Kingdom toward industrialisation and the desire to increase
the well-being of citizens and help them to achieve self-sufficiency. The first VET
institution was established in Jeddah in 1949, followed by agricultural education in 1955
(under the Ministry of Agriculture) (Albonyan, 1991). Since then, the VET sector has
been under a process of constant change and revision, particularly through continued
structural, regulatory and supervisory developments. The VET sector initially came
under the auspices of the Ministry of Education, which supervised its three primary
strands: industrial, commercial, and agricultural education. The last of these strands only
came under the remit of the Ministry of Education in 1959, as prior to this time it was
supervised by the Ministry of Agriculture (Alzalabani, 2002; Alkhateeb, 2008). Before
1980, the Ministry of Work and Social Affairs also played an important role in the
supervision of technical education and vocational training. This arrangement was
changed with the formation of the General Organization for Technical Education and
Vocational Training (GOTEVOT), an independent agency with the responsibility for the
regulation of financial and administrative matters in this area. Since 2007, this agency

has been known as the Technical and VVocational Training Corporation (TVTC).

Taken together, six main phases of development in technical and vocational education in
Saudi Arabia can be identified. The first phase was the foundation period between 1946
and 1964, characterised by the creation of nine technical schools, five agricultural

intermediate schools and four industrial intermediate schools, which offered four year
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courses. Technical intermediate schools aimed to meet the need for specialised skilled
workers (Aldhalaan, 1999). Examination of the Saudi Arabian educational system’s
abilities to respond to the needs of the country resulted in the growth of industrial
activity in the Kingdom and an increased number of students in secondary industrial

schools (Aldhalaan, 1999).

The second phase, from 1965 to 1969, involved the unification of supervisory bodies
into one consolidated organisation, the General Administration of Technical Education
under the Ministry of Education. Another key development was entry into cooperation
treaties with the governments of France and then West Germany (as it then was) for the

development of technical education and vocational training (Aldhalaan, 1999).

The third phase of educational development refers to the period of growth from 1970 to
1975, which coincided with the initiation of socioeconomic development planning. The
government strove to further technical education and vocational training, in order to
expedite the development process. Special emphasis was placed upon commercial and

technical training in agriculture for boys (Aldhalaan, 1999).

In the fourth phase, from 1976 to 1980, increasing concern to meet the demand for a
trained national workforce within the local market led the Saudi authorities to invest
heavily in technical education, concentrating upon expansion of enrolment and
specialisms, provision of evening classes in commercial education and the introduction
of new programmes and topics in a number of disciplines, including electronics,

technology, petro-chemistry and mechanics (Aldhalaan, 1999; Alkhateeb, 2008).
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The main features of the fifth phase (1980-1985) were the creation of the GOTEVOT, as
it seemed beneficial to consolidate all technical and vocational training areas under one
umbrella. Therefore, the Royal Decree No. (30/M) in 1980 stated the establishment of
the General Organization for Technical Education and Vocational Training, including
all technical institutes and vocational training centres under this single organization.
This was linked with the Saudization policy of programmes to replace administrative
and supervisory staff with natives (Ministry of Planning, 1980; Ministry of Planning,
1985). Nevertheless, enrolment declined, with the majority of students preferring

secondary general education (Ministry of Planning, 1980).

During the sixth phase (1985-onward) problems emerged. Companies reported that
those workers who had graduated from the VET institutions were inadequately trained
(Ministry of Planning, 1990). The government attributed this to the nature of the work of
these companies, rather than the capacities of graduates. The problem was complicated
by lack of studies of market needs (Ministry of Planning, 1990). Subsequently, the
TVTC has made many changes in its plans, strategies, and programmes in an attempt to
ensure that its goals are achieved (TVTC, 2009). As a result of these changes, all VET
institutions in the Kingdom were merged into three main distinct institutions: separate
Technical Colleges for boys and girls and Vocational Institutes for boys. These three

types of institutions are the focus of this study.

3.3.2 Institutional setting of VET in Saudi Arabia

At all stages of general education indicated in section 3.2.3 students can join VET

institutions which offer different ranges of vocational and technical courses. Table 3-2
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explains the eligibility of students from general education to join vocational institutes

and technical colleges.

Table 3-1: The relationship between general education and technical vocational

and training
The general | Type of Technical and vocational training unit
education certificate
stage Vocational Technical college
Institutes Diploma Bachelor’s | Diploma
degree (girls)
(boys) (boys)
Primary Primary | Studying
school 29
Start age 6- programmes
12 ]
6years
Secondary Secondary | Studying 29
school programmes
Start age 13 -
15 -1
3years
High school High
Start age 16 school
to 18 diploma
3years

Source: author

The courses offered by VET institutions are varied in terms of contents and duration.
After the consolidation of VET institutions under the umbrella of GOTEVOT in the
early 1980s, the institutions began to provide courses through two special training
programmes. The first type of programme runs in the mornings over 12-18 months, in
order to meet the needs of trainees in 21 different specialisms, including mechanical
engineering, electrical engineering, electronics, audio-visual, printing, construction,

hairdressing and sewing. The second type of programme runs in the evenings over 6
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months and is designed to meet the needs of those who are already working, in either the
private or public sector, and who wish to develop their professional skills (GOTEVOT,
1989). The evening programmes offer 15 specialisms, such as car mechanics, welding,
carpentry, tin-smithing, and digital technology (GOTEVOT, 1994). In 2004, as a result
of the development of GOTEVOT programmes, all vocational training centres were
upgraded to vocational institutes (GOTEVOT, 2007). Earlier, in 1973/74, under the
auspices of the General Presidency for Girls' Education, two training centres were
established in Riyadh and Alhasa. These centres offered a two year course providing
theoretical and practical training in cutting and sewing. These centres came under the
supervision of GOTEVOT in 1980 (General Presidency for Girls' Education, 1999,
Alkhateeb, 2008). In 2003, these centres were upgraded to Higher institutes for girls,

which became technical colleges in 2007 (TVTC, 2009).

3.3.3 The status and level of managers in VET in Saudi Arabia

The highest authority in VET institutions is the dean or head teacher. Dean is a term
basically used in technical colleges. Each dean has two deputies, one for training and the
other one for trainees’ services and a head of financial and administration services. In
the vocational institutes, the term head teacher is used instead of dean, but they have the

same hierarchy as the technical colleges; the only difference is in the terminology.

In 2011, as a result of the increasing numbers of vocational institutes and technical
colleges, the General Directorate for Training Evaluation published a guide for all
deans/ head teachers and the deputies of technical colleges and vocational institutes.

This guide sought to guarantee the quality of leadership and training, as well as to
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ensure the convergence of performance by removing any confusion from the absence of
uniform standards (TVTC, 2011). Head teachers and deans have widespread supervisory
responsibilities for trainees’ admission, teaching and assessments in accordance with
pre-determined plans. They are accountable for ensuring that staff fulfil their duties, and
for ensuring their training and development needs are met. They provide the institute’s
interface with other entities, receive and submit progress reports, and have general
oversight of technical, financial and administrative issues. The vice-dean for training is
responsible for planning and following up all aspects of training activities, including
developing practice and identifying trainers’ training needs. She/he monitors the
maintenance of equipment and facilities, takes responsibility for occupational safety and
prepares progress reports for the dean/head teacher (TVTC, 2011).

These include supervision of admissions procedures and preparation of training
schedules, securing training and job opportunities for trainees, providing statistics on
trainees including an annual report to the supervising training activities and dean/head
teacher and solving trainees’ problems. In 2002, GOTEVOT established 13 councils
throughout Riyadh and other cities, based on an examination of other experiences
around the world, particularly those of Australia and New Zealand, in the fields of

technical education and vocational training (GOTEVOT, 2007).

The membership of these councils includes the leaders of training units (Technical
Colleges, Vocational Institutes) and the representatives of joint training centres, national
training centres and community services. Each council is presided over by the Dean of
the Technical College in each city, county or region. The members of each council are

expected to provide general supervision and follow-up of the training and educational
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processes in the local governmental training centres. They should also ensure the
optimal utilization of these training centres and the provision of the best teaching and

technical staff in the city (GOTEVOT, 2007).

3.4 The challenges of VET in Saudi Arabia

As indicated in section 3.2.1, the majority of the employees in the private sector are
expatriates who represent 88.4% of the labour in this sector, while the percentage of
Saudis does not exceed 11.63%. Given the fact that the history of technical and
vocational training goes back more than fifty years, it seems that there has been little
progress in technical education (Mellahi, 2006; Saatti, 2007). In this situation a question
arises as to the reasons for the failure of VET institutions to meet its objective of
preparing a technically skilled workforce able to fill the private sector posts currently
occupied by expatriates and calls have been made for serious reform, starting with
developing technical and vocational training (Achoui, 2009). The following sections
outline some of the reasons suggested by critics for the continued difficulties facing
such efforts. These challenges have adversely affected enrolment numbers in many
technical schools, with students showing a clear preference for general and technical
secondary education (Albonyan, 1991; Aleisa, 2002). Students enrolled in technical
education fluctuate between 3-5% of the total number of students in general education

(Alkhateeb, 2008; Metwalee, 2007).

110



3.4.1 Negative attitudes towards vocational jobs

In 1987, research revealed a lack of knowledge among both parents and students about
technical education in the Gulf States. They found relatively little understanding of the
link between technical education and the national development of the country, as well as
ignorance about how technical education could fulfil the specific needs of the students
themselves. It was generally perceived that technical education was intended for
students who had failed to make the grade in general education (Albonyan, 1991). Saudi
society still looks down on vocational jobs (Achoui, 2009; Alkhateeb, 2008; Metwalee,
2007; Saatti, 2007). Due to the widespread oil and tribal culture indicated in section
3.2.2 Saudi people have negative social and cultural perceptions and attitudes towards
manual and low-status jobs (Ramadi, 2005; Alkhateeb, 2008; Metwalee, 2007; Achoui,
2009; Alameena, 2004). Indeed, Saudis generally regard working in management jobs in
the public sector as being prestigious, which may be a reason why most Saudi people do
not undertake technical jobs and the majority of these roles instead are held by low
social status expatriates (Mellahi, 2006; Alkhateeb, 2008). Al-Salamah and Wilson
(2001) claim that despite technological developments having changed the way these
jobs are carried out, Saudi society still stereotypes them as menial and low status roles.
Posts that are not of a managerial nature, such as technical jobs, are therefore not

attractive to young Saudis (Alameena, 2004).
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3.4.2 Lack of focus towards the future market requirement

The mismatch between the skills developed and the skills needed by the economy is
another factor in the many changes occurring in VET. One of these changes was the
involvement of the Chambers of Commerce in the development of the vocational
curriculum, which was ineffective in ensuring the provision of the skilled workforce
required by the country (Mellahi, 2006). VET curricula still remain inadequate, causing
many companies to be reluctant to employ graduates from these types of institution
(Metwalee, 2007; Alkhateeb, 2008). Furthermore, many programmes offered by
technical colleges award a diploma, rather than graduate qualifications, which

disadvantages technical college graduates in the job market (Alkhateeb, 2008).

Some experts have suggested separating technical education from vocational training,
which led the TVTC to change its name and its stated aims. There has been much debate
regarding this issue in the newspapers, with discussions between those who are satisfied
with and optimistic about these changes and those who assert the importance of just
technical education (Alrshood, 2009). It has been claimed that the TVTC should not
have isolated technical education without ensuring that another party or authority would

assume responsibility for the provision of this kind of education (I1bid).

Another possible reason for a lack of focus could be the rapid development of global
economics, which has meant that the plans for infrastructure development require a huge
number of skilled workers. This puts technical education under pressure to respond,
leading to many changes being made to solve the shortage of skilled and semi-skilled

indigenous workers. It has been claimed that imbalances can be seen in the structure of
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education, particularly in terms of technical and vocational training, leading to the
failure of graduates from this sector to achieve the skills necessary to meet the demands
of the Saudi job market (Achoui, 2009; Alkhateeb, 2008; Metwalee, 2007; Saatti, 2007).
In contrast, Al-Masnad (1999) has claimed that Saudi Arabia suffers from shortages in
skilled and unskilled personnel. According to Achoui (2009), this could be due to
cultural issues such as traditional values. Social values are also believed to hamper the
human resource development strategy of Saudi Arabia (Alkhateeb, 2008; Mellahi, 2006;

Metwalee, 2007).

3.4.3 Absorptive capacity

The technical education and vocational training institutions do not currently have
sufficient capacity to meet the continually increasing need for workers to update their
skills. In 2008, the absorptive rate was estimated as being almost 51% of total
applications, including enrolments across a variety of training courses. In terms of
enrolment, the TVTC statistics for 2008 show that only 32% of male applicants and 8%

of girls were admitted to vocational training units (Ministry of Planning, 2010).

3.5 Summary

This chapter has provided a general background to Saudi Arabia, looking at its location
and population, the particular geographic context and climate, and its education. It was
discussed that the Kingdom has seen considerable development in technical and
vocational education, especially in terms of the range of available specializations and

the number of institutions that have opened. However it was indicated that despite this
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long history of technical and vocational training, VET has witnessed little progress in
technical education. A number of concerns have arisen regarding the quality of
education provided and the proficiency of its graduates, as illustrated in numerous
efforts to restructure these technical educational provisions. This has been complicated
by significant challenges, such as the widespread oil culture, negative cultural attitudes,
inadequate absorptive capacity and poor overall and efficiency. These obstacles have led
the government to announce ambitious plans for the development of this field of
education, including restructuring the TVET. To this end, educational leaders have been
assigned a variety of administrative and supervisory roles in VET institutions, although
these seem to be more focused on bureaucratic duties than on the provision of
educational leadership. For these reasons, it is imperative to reconsider the VET
leadership in Saudi Arabia by application of the latest leadership theories and styles
developed in the broader educational leadership discipline. The next chapter will
discuss the philosophical underpinning of this research, and the methods by which data

were collected.
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Chapter 4: Methodology

4.1 Introduction

This chapter aims to describe the research methodology chosen in this thesis, providing
a rationale for choosing a particular mixed method design and its philosophical
underpinnings required to critically examine the issues under study. Once these are
established, the appropriate methods and procedures for collection and analysis of
information are provided in two quantitative and qualitative strands. It is discussed that
the underlying research philosophy for this thesis is pragmatism and a two-phase mixed
model was adopted in which collection of quantitative data was followed by collecting
qualitative data. It is also indicated that the priority is given to quantitative data and the

qualitative only used to shed further light on the quantitative results.

This chapter therefore starts with a brief review of the research philosophy that provides
a basis for the research design. It then proceeds with discussions on the main research
objectives and questions. This is followed by a section (4.4) on the issues related to the
population and sampling. The two next subsequent sections (4.5 and 4.6) deal with the
instruments, quantitative and qualitative, used for data gathering. The rest of the chapter

discusses the detailed procedures in collection and analysis of data.

4.2 Research Philosophy

It is widely established that the choice of methods is determined by philosophical

(ontological and epistemological) assumptions (Brannen, 2005) and thus the very first
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task of the researchers in a given research is to clarify their basic philosophical stance.
This concept is often aligned with the term 'paradigm' which tells us how science
should be done and it includes aspects of epistemology, philosophy, theory and
methods (Hussey and Hussey, 1997). In line with other fields in social science, in
educational studies, three dominant paradigms or philosophical stances are usually

identified: positivism, phenomenology (or interpretivism) and pragmatism.

A distinction is commonly made between the positivist and phenomenological
paradigms. A researcher who adopts a positivist paradigm will assume that it is
possible to obtain direct knowledge of the world. It is assumed that the world exists
independently of the researcher and that it can be measured and seen: positivism is
based on a realist ontology/positivist epistemology. In contrast, a researcher who adopts
a phenomenological paradigm will assume that it is not possible to obtain direct
knowledge of the world. From a phenomenological perspective, the world is constructed
through accounts and observations. Thus, ‘knowledge’ is gained through a process of
interpretation and the researcher is part of this process: a phenomenological paradigm is
based on a constructivist ontology/interpretive epistemology (Collis and Hussey, 2009).
The underlying beliefs concerning what constitutes reality and how we acquire
knowledge will have implications for the research process. For example, a researcher
who uses a positivist paradigm will concentrate on facts and will try to establish causal
relationships or identify fundamental patterns that can be tested. A researcher who uses
a phenomenological paradigm will try to form a complete understanding of the research
phenomena by immersing him/herself in the research context. This approach

acknowledges that there are multiple realities which are mind-dependent and have
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meaning within a specific context but are not objectively verifiable. The task of the
researcher is to understand how people interpret their experiences; this requires a

process of interpretation which often requires multiple methods of data collection (see

Table 4.1).

Table 4-1: Key Features of Positivist and Phenomenological Paradigms

Aspects Positivist Paradigm Phenomenological Paradigm
Basic belief: The world is an objective  The world is a social construction
reality. and mind-dependent.
Researcher exists Researcher interacts with what is
separately being researched.
Science is neutral. Science is value laden and biased
Researcher Concentrate on facts. Concentrate on interpretation
should: Establish relationships of Make an effort to comprehend
cause and effect. events.
Phenomena should be Observe the situation holistically.
reduced to fundamental Use induction to generate concepts
parts. from findings.
Hypotheses should be
developed and tested
Preferred Concepts should be put Adopting multiple methods to
methods into operation so that they  provide multiple views of research
include: can be assessed subject/object.

Large samples should be
obtained.

Small scale in-depth investigations
over a long duration.

Source: Easterby-Smith et al. (1991:27)

In the field of social research, positivist and phenomenological paradigms tend to be
associated with two different research methods: quantitative and qualitative.
Quantitative studies tend to rely on larger quantities of data because the aim is to
measure and analyse relationships of cause and effect between variables. Quantitative
studies are not concerned with processes (Denzin and Lincoln, 2000). Quantitative
research methods use mathematical models, graphs and statistical tables. By contrast,
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qualitative research studies are usually undertaken in specific contexts and the aim is to
understand phenomena using a variety of empirical methods. Qualitative research
methods utilize case studies, observations or interviews (Saunders et al., 2009; Bryman,
2012). Quantitative research tends to be based on a positivist paradigm, whereas
qualitative research tends to be based on a phenomenological paradigm. However,
Hussey and Hussey (1997) point out that the two are not mutually exclusive and a
positivist approach may come up with qualitative results and the reverse applies. A
number of researchers including Creswell and Clark (2011) assume that a quantitative
paradigm will inevitably be positivist and a qualitative paradigm will inevitably be
interpretivist: an approach which automatically implies an acceptance of the respective
axiological, rhetorical and methodological assumptions that characterize the two

paradigms (see Table 4.2).
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Table 4-2: Assumptions characterizing the quantitative and qualitative paradigms

Assumption Question Quantitative Qualitative
Ontological What is the form Reality is singular Reality is mind
of the social and it exists dependent. There is
world? separately from the more than one reality
researcher. and it depends upon

Epistemological ~ What relationship
does the researcher
have to the
research

subject/object?

What role does
value play?

Axiological

Rhetorical What type of
language is used in

the research?

Methodological ~ What procedure is

being followed?

Researcher is
separate from what is
being researched.

Not value laden and
therefore unbiased.

Formal. With rigid
definitions. Uses
words specific to
quantitative research.

Works by deduction
Seeks causal
relationship. Fixed
design categories
singled out before
study. Non-
contextual. Relies on
generalisations to
make predictions.
Accurate and reliable
through validity and
reliability.

individual
perceptions.

Researcher is part of
research process

Value-laden and
biased.

Informal. Decisions
emerge. Uses
qualitative words.

Inductive process.
Context-specific.
Design-categories
not pre-planned but
emerge as part of
research process.
Accurate and reliable
through verification.

Source: Creswell and Clark (2011:24).

Interest in the paradigm debates had begun to wane by the mid-1990s and this situation
continued into the 21 century (Patton, 2002). According to Smith (1996) this lack of

interest was due to the fact that the majority of researchers were focused on finding
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practical ways to facilitate their research. As a research philosophy, pragmatism is
concerned with finding practical solutions to problems (Patton, 2002). Pragmatists advise
that rather than focusing on theory or principle, researchers should concentrate on the
research problem and use all the practical resources that are available. From a pragmatic

perspective it is entirely appropriate to combine quantitative and qualitative approaches.

Indeed, a pragmatic approach provides one way of justifying bringing together
qualitative and quantitative approaches. In this sense, pragmatism is almost an 'anti-
philosophical’ philosophy, which fosters dealing with the research rather than
philosophizing. This notion of research philosophy, in essence, provides a pragmatic
justification for adopting a realist stance (Rescher, 2000). Robson (2011) underscored

two features of the realist approach as follows:

First, a general issue research very commonly seeks to provide explanations. Answers to
‘how' or ‘why' questions — how or why did something happen? Realism addresses these
issues directly, providing a helpful language for this task. Secondly, an issue which
looms particularly large in real world research. This is that virtually all real world
research takes place in ‘field’, rather than laboratory, situations. Realism provides a way
of approaching such open, uncontrolled situations.

(Robson, 2011:50).

A distinctive feature of the realist-pragmatist approach is its association with mixed
method research designs. Indeed, this approach is very important in mixed research
designs because it gives flexibility and practicality to the researcher to integrate the
quantitative and qualitative aspects at different stages of the research process (Bryman,
2006). According  to Creswell et al (2003), integration can
be defined as the mixing of quantitative and qualitative research methods within a given

stage of research an investigation.
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In light of the above discussion, it can be argued that the present research lies somewhere
between positivism and phenomenology and thus it adopts a pragmatist-realist
philosophy which is aligned with a mixed method design. There are several justifications
for choosing this approach as the research paradigm for this study. According to
Antonakis, et al. (2004), leadership researchers often use a combination of quantitative
and qualitative methods. A mixed methods approach provides a more complete
framework for understanding the complicated nature of leadership. As indicated in
section 2.5 this thesis combined etic and emic approaches which required combining
traditional questionnaire techniques with complementary ethnographic evidence (House
et al., 1999). This is in line with the recommendation of many scholars who viewed this
approach as the most appropriate method for the study of leadership (Bryman et al.,
1996; Bryman, 2004; Antonakis et al., 2004; Currie and Lockett, 2007). In examining
research methods, Bryman (2004) found that quantitative methodology was dominant as
compared to qualitative methodology with respect to research in leadership. Nonetheless,
Bryman (2004) believes that qualitative researchers on leadership are able to make their
findings more credible by combining them with quantitative methods. He went on to
argue that a small number of leadership studies had employed the mixed methods
approach and every single mixed methods study has enhanced our understanding of the
leadership phenomenon from multiple perspectives and methodologies. Antonakis et al.
(2004) particularly argue that leadership is context specific and also complex. Therefore
it is important to use both the qualitative methods which produce indigenous theories and

the quantitative methods which are used to test theories. They particularly argued that
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this is the most suitable method for studying leadership across nations (Antonakis et al.,

2004).

The importance of the application of mixed methods is clearly recognized when it comes
to the study of the effect of culture on leadership. The GLOBE project explained in
section 2.5 is an example of the studies on culture and leadership (House et al., 1999)
which adopts a predominantly quantitative approach for the purposes of scientific
validity, but simultaneously, within a multi-phase, multi-method project, incorporates
qualitative data from interviews, focus groups, and published media to offer richly
descriptive culture-specific interpretations of the cultural influences on leadership (House
et al., 1999). Considering the GLOBE project, Northhouse (2013) argued that a purely
quantitative approach would not provide such a rich understanding of cultural context,
and that many aspects of leadership studies could benefit from the results of such

contextualized understandings.

4.3 Research Design

4.3.1 The variants of research designs

Several classifications can be offered to describe the different forms of mixed method
designs. These classifications are largely based upon two criteria: (1) the sequence of
and (2) the priority given to the data collections methods. Based on the first criterion,
Tashakkori et al. (2009) identified four families as the most basic forms of mixed
method designs including parallel (or concurrent), sequential and convergent. A fourth

family (fully integrated) includes combinations of these three basic types (Tashakkori et
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al., 2009). In parallel or concurrent designs, two sets of data (one qualitative and one
quantitative) are collected and analysed independently at the same time, or with an
interval, and then compared or related to one another in order to answer a mixed-
research question. In sequential designs, the second round of data collection and
analysis follows up or is built on the results of the first set. In convergent mixed designs,
qualitative data are transformed (quantified) into numerical indicators that may be
analysed separately using statistical techniques. Alternatively, in these studies,
quantitative indicators (e.g. test results) might be transformed (qualitised) to deliver
qualitative data (e.g. profiles) that can then be analysed separately as if originating from
a separate sample (Teddlie and Tashakkori, 2009). In practical terms, many mixed-
methods studies are a combination of the three approaches. The term for this particular
study design is fully integrated mixed studies using an iterative mixed-methods design

(Ibid).

Based on the second criterion, the priority, also, mixed method designs, can take
different forms. The priority is defined as the greatest emphasis the researcher places on
one type of data than on other types of data in the research and the written report
(Creswell, 2010). Johnson and Christensen (2012) called it ‘paradigm emphasis’ and
classified mixed methods research designs according to this criterion and the timing or

sequence of data collection. Figure 4.1 represents mixed methods research designs.
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Figure 4.1: Four-dimension matrix of research designs.

Time Order Decision

» Concurrent Sequential
2 | Equal QUAL — QUAN
S | Status QUAL + QUAN QUAN — QUAL
5
5
g QUAL + quan QUAL — QUAN
@ | Dominant qual - QUAN
Status QUAN + qual
QUAN — QUAL
quan — QUAL

Source: Johnson and Christensen (2008:242). Note: + indicates the simultaneous or
concurrent collection of quantitative and qualitative data. — shows the sequential
collection of quantitative and qualitative data. Upper case letters indicate a priority for
either the quantitative or qualitative data. Lower case letters indicate a lower priority for
either the quantitative or qualitative data.

Creswell (2010) divided the sequential design based on the sequence of qualitative and
quantitative data collection methods and the priority or increased weight given to them.
On this basis, two important sequential designs can be identified: explanatory sequential
and exploratory sequential design (Creswell, 2010). The explanatory sequential design,
which is also called a two-phase model (Creswell and Plano Clark, 2011), consists of
first collecting quantitative data and then collecting qualitative data to help explain or
elaborate on the quantitative results. Creswell (2010) suggested that the primary
justification for using this type of study is that a generalized picture of the research

problem can be obtained using data from quantitative analysis. However, data from
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quantitative analysis can be added to provide a more in-depth and refined understanding

of the problem.

In the exploratory sequential design type of study, qualitative data collection takes
precedence. The design sequence is as follows: the first stage involves collecting
qualitative data in order to explore a research problem. The second stage involves
gathering quantitative data to provide an explanation for whatever relationships were
discovered in the qualitative data. Creswell and Plano Clark (2011) indicated that this
design is usually applied to explore a phenomenon, find out themes, design an
instrument, and afterwards test it. Researchers use this design when existing
instruments, variables, and measures may not be known or available for the population
under study. In this design the greater emphasis is placed on the qualitative data

collection.

This research adopts an explanatory sequential design because, as discussed in further
detail in section 4.5, two existing predefined questionnaires (MLQ and Dorfman and
Howell’s (1988) Cultural Values) were employed to collect the majority of the data.
This stage serves to offer a generalized picture of the research problem. In addition a
number of interview questions were formulated to gather qualitative data in order to

enrich the quantitative ones and shed further light on the results.

4.3.2 The implications for research questions

An important implication of design form in mixed methods is the way in which the

research questions are formulated.
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Creswell (2014:149) identifies three methods for formulating mixed method research

questions as follows:
i) To write separate quantitative questions or hypotheses and qualitative questions.

ii) To write separate quantitative questions or hypotheses and qualitative questions and

follow them with a mixed methods question.

iii) To write only a mixed methods question that reflects the procedures or the content

rather than include separate quantitative and qualitative questions.

Tashakkori and Creswell (2007) stated that writing mixed method questions, which they
called “hybrid” or “integrated” questions, is more common in parallel or concurrent
studies than in sequential ones. Given that this research adopted a variant of sequential
mixed design, it does not formulate an integrated question and instead, following the
first classification set out by Creswell (2014), separate quantitative questions and
qualitative questions are formulated. Table 4-3 outlines the main objectives of the

research, as indicated in chapter 1, along with qualitative and quantitative questions.
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Table 4-3: The main objectives of the research, along with qualitative and

guantitative questions

MLQ (5X-Short Form)?

Research main objectives Quantitative research | Qualitative research
questions questions

To ic_ient:ifj,' and extplnre the | What are the dominant | How do VET Saudi leaders

damman_t leadqshp s‘Fyles leadership styles of Saudi | and raters percerve the

of VET in Saudi Arabia VET Leaders based on | leadership styles?

To determine any differences
between self and rater
perceptions of leadership, to

Are there any significant
differences mn the
perception of Saudi VET

In what ways are VET
Saudi leaders and raters’
perceptions on leadership

educational level, and work
experience)

leaders and subordinates in

perceptions of leadership

styles based on MLQ (3X-
short Form?

ascertain impact of | leaders and raters asz to styles consistent or
glanagejal_lev;l {dffme'j alsl leadership styles? otherwise with TL and CSL
ean and vice-dean), as we models?

as their institutional

affiliation to the three

different Saudi VET

institutes.

To examine the possible What 1z the difference | N A

association of demographic between dﬂm?g:raph_tc

characteristics (gender. age, | Zroups of Saudi VET

To examine the possible
association of cultural factors
with Saudi VET leadership
styles.

What are the dominant
Saudi Arabia  national
culture dimensions based

on Dorfman and Howell's
CV as perceived by Saudi
VET leaders?

What 15 the correlation
between  Sandi Arabia
national culture based on
Dorfman and Howell’'s CV
and Saudi VET leadership
styles based on MLQ (3X-
short Form)?

How do Saudi VET leaders
and raters perceive cultural
values dimensions and their
associatton with Saudi
VET leadership styles?

To further our understanding
of the development and
current situation of VET 1n
Saudi Arabia.

NA

How have VET institutions

originated and evolved in
Saudi Arabia?
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Figure 4.1 (below) presents a schematic view of the research process. The first stage
comprised a literature review to make sense of generic cross-cultural studies in
leadership and their application in education settings. A couple of exploratory
conversations were also conducted with key respondents, which helped to provide a
better understanding of the context under study. These ultimately helped to furnish the
study with an initial framework. As discussed earlier in this section, the adoption of
mixed methods required qualitative and quantitative data to be collected in a sequential
order. Quantitative data were collected through a structured questionnaire survey of 173
Saudi VET leaders and 593 Saudi VET subordinates, while qualitative data were
collected in 11 semi-structured interviews, conducted with Saudi VET leaders and
subordinates. The remainder of this chapter provides details of the various stages of the
data gathering process, both quantitative and qualitative, beginning with the instruments

used in the quantitative survey, followed by the semi-structured interviews.
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Figure 4.2: Schematic view of the research process

Source: author

|
Literature review and Exploratory
Discussions
Former studies mainly based on the generic theories

of leadership and cultural values

l

Provide theoretical basis for formulating the
main themes and questions for pre-defined
questionnaire and interviews

l

1
Quantitative Reserch

Questionnaire Survey

173 Saudi VET 593 Saudi VET
Leaders Subordinates

l

11
Qualitative Research

Semi-structured, face-to-face
with women, phone interviews
with men

8 Saudi VET 3 Saudi VET
Leaders Subordinates

l

The integration of findings and
discussion on results
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4.4 Population and Sampling

An important component of conducting empirical research in social science is to make
sense of its target population, which is “the entire set of individuals to which findings of
the survey are to be extrapolated” (Levy and Lemeshow, 2008:11). This target population
is considered to be the ideal population to be studied, but this ideal is hardly ever
achieved in practice, largely because of cost constraints associated with conducting
research with a large number of cases. Instead, researchers choose to study a desired
number of units, which is technically termed a sample of the population. To execute a
real-life social research, researchers also need a sampling frame, which is a listing of
elements in the population from which a sample can be drawn. Both quantitative and
qualitative research involves sampling people. The main ideas are the population (the
target group about whom the researcher is trying to say something) and the sample (the
group of people who are the subject of the study and from whom the data is collected).
The quantitative sample enables the researcher to analyse the data collected from the
sample and to generalize the results to the target population. A sample might be a
household or just one person, an administrative record such as a mailing list or a record
of telephone numbers. An institution could also provide a sample. “Sampling frames” are
usually taken from existing records, which is beneficial for the researcher because the
information is easily accessible (Bautista, 2012). However, the findings are based on the
research sample, which raises concerns about the extent to which they can be generalized
to the target population. Also a researcher might not be able to access a “sampling
frame”, in which case information would need to be collected from print resources and/or

digital databases.
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The present study was conducted in several selected VET units: Technical Colleges (TC),
Technical Colleges for Girls (TCG) and Vocational Institutes (VI) in Saudi Arabia.
Before embarking on the data collection process, the researcher had to first identify the
target population for the study and sampling frame. As discussed in greater details in
Chapter Three, technical and vocational education in Saudi Arabia is provided under the
umbrella of TVTC. The researcher found TVTC very supportive and helpful (see
appendix A). The Directorate for Research and Studies of TVTC provided the researcher
with a complete list of VET institutions’ leaders and subordinates, and their institutional
affiliation (2011). In total there are 112 VET units in Saudi Arabia, which had 336
leaders (Dean\Head teacher and Vice-Dean\Vice-Head teacher) and 7447 trainers at the
time of conducting the research ( September 2011). These constituted the main sampling
frame of the study.

Table 4-4: The sampling frame and sample size

Leaders Subordinates
Institutional Level of Population Sample size  Population Sample size
Category managers
Dean of TC 35 35
TC Vice-Dean 70 70 3650 350
for TC
Head for VI 63 63
Vi .
Vice-Head 126 126 2907 378
for VI
Dean of TCG 14 14
TCG .
Vice-Dean 28 28 580 140
for TCG
Total 336 336 7137 868
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Once the target population and sampling frame had been broadly defined, the next step
was to carry out the sampling. In mixed methods research, the specific sample should be
adopted that suit this design best. The sampling for mixed methods is commonly known
as a mixed sampling design and several mixed methods authors offered broad guidelines
appropriate to the different mixed methods designs. For instance, Teddlie (2009)
suggests that sequential mixed methods sampling involves a sequential use of
probability and purposive sampling strategies (QUAN — QUAL), or vice versa (QUAL
— QUAN). Similarly Kemper et al. (2003) noted that in sequential mixed models
studies, information from the first sample (typically derived from a probability sampling
procedure) is often required to draw the second sample (typically derived from a

purposive sampling procedure).

However, Onwuegbuzie and Collins (2007) warned that most researchers have fallen
into the notion of false dichotomy because they often tend to associate random sampling
techniques with the quantitative strand, and non-random sampling techniques with the
qualitative strand, while the most common combination in mixed methods research is
that of non-random sampling techniques (Onwuegbuzie and Collins, 2007).
Onwuegbuzie and Collins (2007) have presented a matrix of types of sampling scheme
that represents how often mixed methods research and researchers combine random

sampling techniques with non-random sampling techniques. This is shown in Figure 4.3.
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Figure 4.3: Matrix crossing type of sampling scheme

Qualitative Components

@« Random sampling Non-random sampling
§ Random
g sampling Fgl?re C(imblnatlon Occasional combination
5 (Type 1) (Type 2)
O
s
= Non-random
=S sampling Very rare combination Frequent combination
S (Type 3) (Type 4)
@
Source: Onwuegbuzie and Collins (2007:284)

Onwuegbuzie and Collins (2007) emphasized that Type 4 is the most common
combination of sampling schemes used in current mixed methods studies. Similarly,
Teddlie (2009) stated that a well-known mixed method sampling type is stratified
purposive sampling. The stratified nature of this sampling procedure is similar to
probability sampling, and the small number of cases it generates is characteristic of

purposive sampling. In this technique,

the researcher first identifies the subgroups of the population of interest and then selects
cases from each sub group in a purposive manner. This allows the researcher to discover
and describe in detail characteristics that are similar or different across the strata or
subgroups.

(Teddlie, 2009:186).

Another common mixed method sampling technique is random purposive sampling
which involves taking a random sample of units in the purposefully selected target
population (Kemper, et al., 2003). The logic behind using random sampling with

purposive sampling is to add trustworthiness, and not generalizability, to the findings.

In order to address the focus of the thesis comprehensively, an attempt was made by the

researcher to make the sample as inclusive and as representative as possible. For the
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leaders, the number of cases in the population was 336 leaders in total. Therefore it was
manageable to send a total number of 336 questionnaires to all leaders and thus the
sampling design was not considered. For the raters, however, random purposive
sampling was employed. This particular technique of sampling allows the researcher to

specify some demographic features such as institutional affiliation (TC, VI and TCG).

With respect to the qualitative strand, a stratified purposive sampling technique was used.
Stratified purposive sampling involves dividing the purposefully selected target
population into strata with the goal of discovering elements that are similar or different
across sub-groups (Kemper et al., 2003). According to Patton (2002) ‘a stratified
purposeful sample’ aims to reveal variations in data as opposed to revealing a common
core. However, whilst stratification produces random samples, it might also produce

samples which are quite homogeneous.

Another important consideration for mixed method sampling is the relationship between
the samples of quantitative and qualitative strands, which is called the ‘sample
relationship criterion” (Onwuegbuzie and Collins, 2007; Johnson and Christensen,
2012). Four different relationship criteria between the quantitative and qualitative
samples are involved in a mixed methods study: identical relationship, parallel
relationship, nested relationship and multilevel relationship. The samples involved in
this study had a nested relation, which means that “the participants selected for one
phase of the study represent a subset of those participants who were selected for the
other phase of the study” (Johnson and Christensen, 2012:238). In this thesis, first a

survey was conducted with a large number of leaders and subordinates in the
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quantitative strand of analysis and then a subset of those participants with particular
characteristics was chosen for further qualitative investigation. This will be discussed in
greater detail in Chapter Six. At the end of all questionnaires, respondents who were
willing to participate further were invited to give their contact details or contact the

researcher by email or mobile phone.

4.5 Survey Instruments

In this study, the researcher used two main research instruments for collecting
quantitative data: the Multifactor Leadership Questionnaire (MLQ 5X rater form) and

Dorfman and Howell’s (1988) Cultural Values.

4.5.1 Multifactor Leadership Questionnaire (MLQ 5X rater form)

A short time after Bass’s 1985 book was published, Bass teamed up with Avolio and the
authors published the “Multifactor Leadership Questionnaire (MLQ)”. Since its
publication the MLQ has been subject to a number of revisions in order to improve its
evaluation of the constituent parts of transactional and transformational leadership. It
was instrumental in revitalizing the existing literature and it made a substantial impact
on the field, as it provided researchers with improved access to an easy to use and well-
tested questionnaire. The MLQ has been widely criticized but nevertheless it has
become the key leadership questionnaire amongst researchers (Bass and Avolio, 1989).
The MLQ has been revised three times and the current version (MLQ-5X), has been
implemented in all imaginable organizational settings, at all levels, and across most

continents. It would be accurate to state that hundreds of dissertations, theses, and
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research articles on leadership have been based on the MLQ (Goethals et al., 2004,

Avolio and Bass, 2004).

The first published version of the MLQ contained 67 items measuring the full range of
leadership model, which includes the components of transformational, transactional, and
laissez-faire leadership. Included in this model were 37 items assessing transformational
leadership, along with nine items measuring outcomes. The current version of the MLQ
is the MLQ (5-X Form). There are two versions of this survey instrument: (a) the short
version and (b) the long version. The MLQ (5-X Short Form) version contains 45 items
and is recommended for organizational surveys and research purposes (Avolio and Bass,
2004). The MLQ 5-X Long version contains 63 items and is recommended for
leadership development and training programmes, as well as for providing feedback to

individuals during these programmes (Avolio and Bass, 2004; Bass and Riggio, 2006).

The instrument selected for this study is the MLQ (5-X Short Form). In comparison to
the first published version of the MLQ, the MLQ (5-X Short Form) has been refined
substantially. Of its 45 items, the first 36 evaluate the nine leadership components that
were also included in the first published version (Avolio and Bass, 2004), four items for
each component. These leadership components also represent the independent variables
in this study. The nine leadership components include (a) idealized influence (attributed
charisma), (b) idealized influence (behaviour), (c) inspirational motivation, (d)
intellectual stimulation, (e) individualized consideration, (f) contingent reward, (Q)
management-by-exception (active), (h) management-by-exception (passive), and (i)
laissez-faire (Avolio and Bass, 2004).
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Table 4.5 describes the components of transformational leadership and the item number
in the MLQ (5-X Short Form) linked to these transformational components. A sample
item that the leader answers is also provided for the first three components (Avolio and

Bass, 2004).

Table 4-5: MLQ (5-X Short Form) Items Linked to the Components of
Transformational Leadership in the Leader Form

Transformational Item Number Sample ltem

Leadership Component

Idealized Influence 10, 18, 21, 25 I instil pride in others for being
(Attributed Charisma) associated with me.

Idealized Influence 6, 14, 23, 34 | talk about my most important
(Behaviours) values and beliefs.

Inspirational Motivation 9, 13, 26, 36 | talk optimistically about the future.
Intellectual Stimulation 2,8,30,32

Individualized 15, 19, 29, 31

Consideration

Table 4.6 describes the components of transactional leadership and the item numbers in
the MLQ (5-X Short Form) linked to these transactional components. A sample item

that the leader answers for two components is also provided (Avolio and Bass, 2004).

Table 4-6: MLQ (5-X Short Form) Items Linked to the Components of
Transactional Leadership in the Leader Form

Transactional Item Number Sample ltem

Leadership

Component

Contingent Reward 1,11, 16, 35 | express satisfaction when others
meet expectations

Management-by- 4,22,24,27 | keep track of all mistakes

Exception (Active)

Management-by- 3,12,17,20

Exception (Passive)

137



In addition to these 36 items, there are nine additional items that measure three
leadership outcome scales. They include (a) the leader's effectiveness, (b) satisfaction
with the leader, and (c) extra effort on part of the followers (Antonakis et al., 2003;
Avolio and Bass, 2004; Bass and Riggio, 2006). These, however, were not included in
this research, as the outcomes they measure are outside the scope of the research

questions.

The MLQ (5-X Short Form) uses a five point rating scale, "with anchors ranging from 0
= Not at all to 4 = frequently, if not always" (Bass and Riggio, 2006: 20). The MLQ (5-
X Short Form) scale scores are “average scores for the items on the scale. The score can
be derived by summing the items and dividing by the number of items that make up the
scale” (Avolio and Bass, 2004:107). For example, the average score for intellectual

stimulation would be the total sum of the items divided by four.

The short and long versions of the MLQ 5-X are available in two formats. The first form
is the Leader Form, where the leader rates his/her own leadership behaviours. The
second form is the Rater Form, where the leader's associates rate the frequency of the
leader's behaviours. Both leader and rater forms use the same five point rating scale to
assess the leader's transformational, transactional, and laissez-faire leadership

behaviours (Bass and Riggio, 2006).

It is important to note that in order to fully examine the leadership styles, both Leader
and Rater Forms should be completed. Bass and Riggio (2006: 20) state that “research

has shown that self-ratings of one's own leader behaviour are prone to bias. Therefore,
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the more important version of the MLQ is the Rater Form” (Bass and Riggio, 2006:20).
They continued, “The Rater Form is most commonly used in research to measure
transformational and transactional leadership” (Bass and Riggio, 2006: 20).
Interestingly, this bias is the result of a phenomenon referred to as the Hawthorne effect.
The effect is named after the famous Hawthorne Factory Studies conducted in the late
1920's. Researchers found that factory workers performed better because they knew they
were being observed (Cooper and Schindler, 2006; VVon Ber, 2004). The same effect
applies to the administration of survey questionnaires. VVon Ber (2004:47) states that
“just because subjects agree to participate and know that you are observing them, their
performance might improve”. Therefore, in order to minimize the Hawthorne effect in
this study, it was important to survey both leaders and raters with the respective MLQ

(5-X Short Forms).

The researcher obtained the copyright to reproduce the MLQ 5X (rater form) from Mind
Garden Incorporated, which holds the licence to distribute the questionnaire. Due to the
copyright control over the questionnaire, the researcher was only able to show five
sample items in this thesis. The questionnaire was designed in English. However, an

Arabic version of the questionnaire was already available.

Avolio and Bass (2004) suggest that the greater mean score on any of the leadership
dimensions would most likely represent the preferred leadership style of the groups or
individuals being investigated. For optimal leadership, a mean of 3.0 or higher should be
reflected on all of the five transformational leadership dimensions (Bass and Riggio,

2006). The mean rating of CR and MBEA should ideally be about 2.5, while the MBEP
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and LF leadership should average 1.0 or below (Bass, 1998).
Avolio and Bass (2004) also state that the MLQ has been thoroughly scrutinized

regarding reliability and validity. During tests, MLQ Form 5X revealed

good to excellent internal consistency, with alpha coefficients above the .80 level for all
MLQ scales, using the most recent version of the MLQ across a large sample.
(Bass and Riggio, 2006:22)

This study used the Arabic version of MLQ. Consequently, the researcher was of the
opinion that internal reliability checks were crucial. The details of a reliability check

using alpha coefficients for this study are indicated in Chapter Five under section 5.3.1.

4.5.2 Dorfman and Howell’s (1988) Cultural Values Scale

Dorfman and Howell's (1988) scales measure five cultural dimensions. Four of these are
similar to the first four dimensions identified by Hofstede (1980): power distance,
uncertainty avoidance, individualism/collectivism, and masculinity/femininity (see
Appendix D).The most obvious difference is the formulation of a paternalism
dimension, added to Hofstede’s classification. In addition, as indicated in section 2.5.2,
Hofstede’s survey was formulated predominantly to measure cultural values at the
national (macro) level while Dorfman and Howell’s (1988) cultural values scales can

measure different levels of analyses.

The instrument is a revised version of the culture scale reported in a 1989 article in
Advances in International Comparative Management. Items use a 5-point response
format ranging from 1 = strongly disagree to 5 = strongly agree. Six items measure power

distance; five items, uncertainty avoidance; six items, individualism/collectivism; five
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items, masculinity/femininity (gender roles), and seven items, paternalism (which was

not used in this study).

In addition to the original study, in which Dorfman and Howell’s (1988) used this
instrument to measure the cultural dimensions of Chinese, American in Taiwan,
Mexican, and American in Mexico nationalities, the instrument was validated by Segal et
al. (1998) on data collected from six distinct nationalities of students in the United
States: American, Columbian, Filipino, Haitian, Trinidadian., and West Indian.
Furthermore, Robertson and his colleagues (2002) have utilised Dorfman and Howell’s
(1988) instrument to discover the relationship between Arab values and work beliefs in
three Arab countries, Saudi Arabia, Kuwait and Oman. Factor means of these studies by

cultural group and cultural dimensions are presented in Table 4.7.
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Table 4-7: Studies using Dorfman and Howell’s (1988) instrument to measure
cultural differences

Cultural PD UA  IND/CO MAS/FAM
Groups
Dorfman and = Chinese 2.99 4,71 4.25 3.69
Howell (.80) (.57) (.65) (81)
(1988) US in Taiwan 2.52 3.67 2.25 1.69
(.59) (.67) (.27) (.84)
Mexican 2.58 418 3.32 2.65
(.65) (.70) (.70) (.86)
US in Mexico 1.86 3.41 2.19 2.78
(.62) (.96) (.47) (.77)
Segal et al. US 2.13 4.17 3.29 1.86
(1998) Columbian 3.01 4.27 3.73 2.96
Filipino 2.39 4.55 3.79 2.64
Trinidad 2.12 4.42 3.44 1.63
West Indian 2.24 4.48 3.16 1.48
Robertson et Saudi Arabia, 2.61 4.49 4.07 3.02
al. (2002) Kuwait and (.83) (.54) (.72) (1.12)
Oman

Sources: Dorfman and Howell (1988:137), Segal et al. (1998), Robertson et al. (2002)

The scale’s reliability has been satisfactory and consistent in studies performed with both

Mexican and Chinese managers. The reliabilities (Cronbach’s o) for the current study, and

those for Dorfman and Howell’s 1988 study of Chinese managers (in parentheses) are as

follows: individualism/ collectivism .57 (.63), masculinity .77 (.80), power distance .62

(.63), and uncertainty avoidance .62 (.73). Segal et al. (1998) examined the instrument's

reliability using coefficient alpha for the instrument as a whole and by cultural group.

The results appear in Table 4.8. Overall reliabilities ranged from a low of .69 for power

distance to high of .90 for sex roles. They report that the reliability estimates for the

scales across cultures are relatively consistent.
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Table 4-8: Reliability Analysis Coefficient Alpha by Scale and Cultural Group in
Segal et al. (1998)

PD UA IND/CO MAS
All Cultures .69 .80 73 .90
American 57 75 .79 .85
Columbian 90 .84 .68 .95
Filipino .69 .62 .76 .87
Haitian .69 .79 .56 .78
Trinidad .76 .76 A7 .84
West 54 .70 .69 .93

Indians

Source: Segal et al. (1998:38)

There is no need for permission from the authors to use Dorfman and Howell’s (1988)
CVS. The English-language questionnaire was professionally translated into Arabic then
translated back from Arabic to English by the Department of Translation in the Public
Administration Institute, and reviewed voluntarily by Translation Department in King
Saud University, to ensure that the terminology corresponded to that used by the target

population.

4.6 Interview

The interview is a sort of conversation with a purpose. It is ranked the method most used
for gathering data in social research. This could be because the interview appears to be a
quite straightforward and non-problematic approach to finding things out (Robson,
2011). This method of data collection involves oral questions by the interviewer and

oral response by the interviewee (Gillham, 2005). The main goal of interviewing is to
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realize what is in and on someone else’s mind (Collis and Hussey, 2009). In social
research there are four forms of interview used. These forms are the group interview
(focus group), structured, semi-structured and unstructured interviews. In moving from
the structured interview to unstructured interview, researchers move from a situation
where the researcher controls the interview through predetermining questions, to a more
natural style of conversation in which the respondent is encouraged to answer a question

in his or her own words (May,2001).

A structured interview is similar to a questionnaire and has similar advantages and
disadvantages. The main advantage of semi-structured and unstructured interviews, in
contrast is their flexibility. They allow the researcher to adapt and alter interview
questions to suit the situation or respondent. In addition, there are sufficient
opportunities to explain the overall research aims, issues, and clarify any vaguest points.
The flexibility of this method allows questions to be changed, omitted or added as

required, which is not possible in the case of a questionnaire.

The second advantage to this method is that the researcher can gain many detailed
responses to the questions which will contribute to meaningful results because it gives
the respondents ability and freedom to think aloud and reflect on events by expressing
their opinion. Thirdly, it allows the researcher to ask follow up questions, which is not

possible with a questionnaire (Collis and Hussey, 2009).

On the other hand, the interview method has disadvantages. The whole process of the
interview could be labelled as costly and time consuming, especially if there are a large

number of respondents to be interviewed in dispersed geographical locations. It needs
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analytical skills and patience; due to the rich data from this method, it can be extremely
difficult to analyse and tabulate. Transcription takes many times the duration of the
interview. Researchers should not underestimate the amount of time needed to transcribe
the data. Finally, a number of data quality issues can be identified in relation to the use
of semi-structured and in-depth interviews, related to reliability; forms of bias; validity

and generalizability (Collis and Hussey, 2009; Hall and Hall, 1996).

4.6.1 The Semi-Structured Interview Schedule

In this study, the semi-structured interview was chosen as an appropriate approach to
obtain the deep data needed to complement the questionnaire. Interview participants
consisted of 11 Saudi VETSs leaders and subordinates. Drawing on the main research
aims, two strands of questions were formulated. The first strand of questions sought to
elicit information on leadership practices and styles from the perspective of the leaders
themselves. Drawing on Herman and Egri's (2002) approach to constructing interview
questions, the researcher developed the questions with the focus on eliciting
respondents' opinions on what they believed would be the most important leadership
styles and skills needed to be effective and successful in their units. These questions
were largely intended to gain insight into their behaviour and leadership styles. It was
hoped that the interviews would provide information on a culturally contingent concept
of the leadership styles as perceived by Saudi VET leaders and subordinates. The second
strand of questions concerned cultural factors. They first asked respondents about their
perceptions of cultural values in the workplace, and the extent to which they thought

these shape and influence their leadership styles. These questions asked about issues
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related to the core concepts of cultural values dimensions (excluding paternalism) as
developed by Dorfman and Howell (1988). The list of interview questions is included in

Appendix E and F.

4.6.2 Translation of interview schedule

When the semi-structured interview was ready, it was translated from English into
Arabic, because the intended participants of this study were native Arabic speakers. The
technique of back-translation was used. The researcher benefited from the expert

translator working in the translation department in the King Saud University.

4.6.3 Conducting pilot interviews

A pilot test of the semi-structured interview schedule was conducted in order to find out
whether it was usable and could provide the needed information. Researchers have
argued that all types of questionnaires and interviews must be pilot tested (Fink and
Kosecoof, 1998). When the draft of the schedule was completed, the researcher
distributed copies of it to selected staff and PhD students in the field of management in
Hull University and in the Institute of Public Administration in Saudi Arabia. The
researcher asked them to give their opinion as to whether the schedule was clear and

easy to understand, and whether they had suggestions or recommendations to improve it.

Similarly, copies of the schedule were given to two academics specialising in
management after completing the translation from English to Arabic. One of them was
from King Saud University and the other one from the Institute of Public

Administration. They were asked to assess the content of the schedule and whether the
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interview questions were appropriate for the people who were to be interviewed. Also,
they were asked whether they had any additional comments or suggestions. Two pilot
interviews were conducted to help estimating the length of time interview would take
and to find out whether there were any ambiguities. These measures were taken to revise
the contents and formats of questions as well as to improve the researcher’s knowledge
and skill in using the voice recorder (i.e. how to open files in the recorder, record the
interview, pause when disturbed by visitors or incoming calls, gauge the average

recording time and related issues).

4.6.4 Quality Issues of Semi-Structured Interviews

Using semi-structured interviews has been identified with some quality issues related to
reliability, validity and forms of bias (Saunders et al., 2009). Semi-structured interviews
may demonstrate or permit a lack of standardisation (Easterby-Smith et al., 2002). The
lack of standardisation of semi-structured interviews leads to reliability concerns, such
as the issue of bias (Easterby-Smith et al., 2002). Saunders et al. (2009) pointed out
three types of bias. The first is related to researcher or interviewer bias, which includes
comments, tone or non-verbal behaviour of the interviewer. These could create bias in
the way that respondents respond to the questions being asked. The second type is
related to interviewee bias, which could result from prejudging the interviewer. The last

type is related to the nature of individual or organizational participants.

In this study, every effort was made to avoid interviewer bias due to the comments, tone

or non-verbal behaviour which could influence the way that respondents responded to
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the questions being asked. Interviewees’ bias was also reduced by gaining their trust and
emphasising confidentially. It is worth mentioning that all the participants were given
freedom to answer questions in their own way, with no constraints imposed. The
researcher probed and asked the respondents to elaborate on certain responses and asked
the same questions in different ways in order to validate their earlier responses. The

researcher controlled the time with care, as advised by Ghauri and Grouhaug (2002).

Moreover, since the researcher works outside the VET sector, she had no vested interest
in presenting a particular pattern of responses, and no power to affect participants’
careers or work conditions. Thus, participants had no reason to fear the consequences of

expressing their views, and no incentive to give supposedly ‘desirable’ answers.

Bryman and Bell (2007) pointed out that whereas reliability in the positivist paradigm,
quantitative research, aims to determine whether a similar interpretation would be made
on different occasions, by different observers, there are arguments regarding the concept
of reliability in qualitative research. The reasons behind this debate are related to the
nature and complexity of the phenomenon under investigation. Easterby-Smith et al.
(1991) assert that reliability is concerned with whether alternative interviews would
disclose similar information. However, the general consensus among qualitative
researchers is that it is preferable to apply alternative criteria, as dependability,
trustworthiness and authenticity (Collis and Hussey 2009; Bryman and Bell 2007).
Dependability is about merit and trustworthiness in qualitative research. Trustworthiness
concerns the degree to which a study can be checked. Authenticity is related to the

ability of the investigation to grasp a consensus of interpretations (views) on what is to
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be regarded as truth.

Overall, these criteria reflect the soundness of qualitative research, which is like the
concept of reliability in quantitative research. Also, they improve the validity of the
research, as pointed out by Creswell and Miller (2000). Indeed, throughout the whole
investigation, all measures were taken to ensure that these criteria were met. Every

effort was made in this study to eliminate or minimize bias.

Another problem associated with qualitative data collection and analysis is internal
consistency which arises because of the possibility of bias and error in the data (Ward
and Street, 2010). This can be caused because an individual has a biased view that
produces inaccuracies in the collected data. In a qualitative analysis, such problems can
be reduced by the use of multiple sources and types of data (Yin, 2008). In this thesis,
the qualitative and quantitative data were gathered through interviews and
questionnaires collected from a number of different VET institutions and from leaders in
two different managerial levels, as well as raters. In this way, the problem of internal

consistency is minimised.

4.7 Data Collection Procedure

This section explains the data collection procedure involved in this study. The
researcher carried out a field trip to Saudi Arabia for the data collection process. The
data collection process for the survey lasted four months and for the interviews took one
month to complete. Because the research utilised the sequential mixed methods research

design, the data for the quantitative strand was followed by the qualitative strand within
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the time period.

4.7.1 Ethics

Any researcher has a responsibility to ensure the physical, social and psychological
well-being of research participants, along with their interests, sensitivity and privacy.
Burgess (1989) mentions some ethical principles: whether there is harm to participants;
lack of informed consent; invasion of privacy; and deception. In this study, some people
might view the topic as sensitive. Therefore, at the data collecting stage the researcher
ensured that in the cover letter accompanying the questionnaire and before conducting
the interview, the purpose of the study and the importance of its contribution were
pointed out. Also, the meaning and limits of confidentiality were made clear to
participants. In addition, the researcher gave assurances that the identity of individuals
would be separated from the information they gave. The procedure that the researcher
used to ensure anonymity was not to require names and other means of identifying
participants to be given in questionnaire responses. The researcher tried to establish trust
and credibility. Participants were assured that the information would be used for
academic purposes, and that they had the right to withdraw at any time. Moreover, the
researcher promised to protect the participants’ identity and place of work.
Confidentiality was assured at the very outset of the research process. The researcher
worked consistently throughout all stages in the research process to ensure high

standards in all these areas.
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The researcher provided her telephone number and e-mail address on the cover letter of
the questionnaire to enable respondents to call her if they had any questions or wished to

clarify any ambiguity.

4.7.2 Pilot Study

Johnson and Christensen (2008) recommend that questionnaires should be piloted to
make sure they work before they are used as part of the research study. Cohen et al.
(2011:402) state that a pilot questionnaire can add to the “reliability, validity and
practicability of the questionnaire.” A pilot study can also help to clarify any questions

that are unclear or ambiguous.

According to Avolio and Bass (2004), the MLQ is easily administered and takes an
average of 15 minutes to complete. Bearing this in mind, the researcher targeted a
maximum of three days for the participants to answer the questionnaire. The Arabic
versions of the MLQ Form5X leaders’ and raters’ questionnaires were also given to a
number of trainers and PhD students. Also, Dorfman and Howell’s (1988) Cultural
Values forms were given to the same people who had the leaders’ form. The pilot study
was conducted mainly to ensure the clarity of the Arabic questionnaire items. Since no
revision to the questionnaire was suggested, it was assumed that questions were clear

and there was no need to change any words.

4.7.3 Administration of the Questionnaire

The researcher obtained a support letter from the Saudi Cultural Bureau, which

identified her as a PhD student, and explained the purpose of this study and how the
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personnel of those departments could contribute significantly to this study by
answering the questionnaire. With the aid of this letter, the researcher approached
the Vice-governor for Planning and Development of TVTC. He agreed to allow the
researcher to distribute the questionnaire and offered help from the Department of
Research and Professional Studies (see appendix A). To help obtain the cooperation
of respondents, a cover letter was also attached to the questionnaires. This was

prepared bearing in mind that the cover letter should be

eye-catching (yet professional), clear (but brief), and compelling (but neutral). The
letter must stand out from the welter of junk mail most people receive and must speak
for the researcher to the respondent, addressing the key obstacles to cooperation.

(Czaja and Blair, 1996: 82).

Czaja and Blair (1996) recommend that a researcher should send a polite and well
written covering letter including a personal greeting (whenever possible). The letter
should give an outline of the proposed research study, an account of what is
involved and the reason for approaching the specific stakeholders, clear guidance,

an assurance that confidentiality and anonymity will be respected, and lastly details
about how and where the researcher can be contacted should be given. For the
purposes of this study, the confidentiality clause was highlighted as this served to
protect anonymity and acted as a form of reassurance to participants, which in turn,
increased their willingness to take part in the survey (Bryman and Bell, 2007,
Saunders et al, 2009).

The issue of timing was a vital consideration because of its potential effects on response
rate. Gillham (2000: 46) suggests that holiday times or times when organizations tend
to be closed should be avoided, as should “exceptionally busy” periods. In this respect,

the summer months seemed to be problematic, because all trainers and most leaders
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were likely to be away on holiday. The periods shortly before or after term exams might
also cause problems, as most trainers would be preparing exams or marking the
students’ assignments. In the case of leaders, however, this timing seemed less
problematic. In view of these observations and considering the timeframe of the study, it
was decided to approach Saudi VET leaders and raters at the beginning of September

2011, thus avoiding both the summer months and exam times.

The method of delivery for the questionnaires was another issue to resolve. Delivery
options included either in person or by post. The main method was by post. A package
which included a covering letter, a questionnaire and a postage-paid return envelope,
was sent to all respondents. This method was judged as the most efficient and it
complies with the convenience factor as noted by Hague (1992). The mailing package
included an endorsement letter from the TVTC Vice-governor for Planning and
Development. The researcher was also very fortunate to have the informal support of the
Council of Technical and Vocational Training in encouraging the VET institutions to
complete the questionnaires. In fact, the Council pre-notified the managers of VET by
telephone and emails. These procedures helped to reassure respondents and to increase

the level of participation.

There were two distinct phases to administration of the questionnaires: preparation and
posting. Lists were made of the addresses and names provided in the sample frame, then
questionnaires, covering letters, requests forms and return envelopes were printed three
weeks before distribution. A total of 1204 questionnaires, including MLQ Form5X
leader plus Dorfman and Howell’s (1988) Cultural Values questionnaire (336) and rater

forms (868) were posted to the addresses of 112 VET institutions in Saudi Arabia in
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September 2011. In the first instance, 234 completed questionnaires were returned,
which was considered an unsatisfactory response rate. A record of names and addresses

was compiled.

A number of authors including Hague (1992), Saunders et al, (2009) and Bryman and
Bell (2007) have emphasized the importance of follow-up letters as a way of increasing
levels of participation. Based on Hague (1992), the researcher produced a second cover
letter designed specifically for the second mailing. The second letter reiterated that
contributions from participants were highly valued and it restated the aims of the
research. An apology was included with this letter as it was possible that the reminder
might cross with a response to the first request. The second letters were all sent by post
in late October 2011. The researcher contacted some units (from which, still, no
responses were received) to ask about the questionnaires. Some of the units, located
away from the main cities reported that the mail had only just arrived and the return
might take a long time, so, some respondents scanned their questionnaires and sent it by

email. After that, the overall response rate was satisfactory.

These measures resulted in the return of 532 additional questionnaires. All in all, 770
questionnaires were returned. Of 770 responses, 766 were usable. Four were eliminated
because there were too many blanks (uncompleted items) in the questionnaire. The
number of questionnaires distributed and the number of questionnaires received is

presented in Table 4.9.
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Table 4-9: The response rate for all participants in TVTC

Surveys distributed  Surveys received Response rate

Deanof TC 35 17 49%
Vice-Dean for TC 70 34 49%
Head for VI 63 34 54%
Vice-Head for VI 126 50 40%
Dean of TCG 14 14 100%
Vice-Dean for TCG 28 24 86%
Total of Leaders’ 336 173 51%
Questionnaires

TC Trainers 350 162 46%
VI Trainers 378 301 79%
TCG Trainers 140 130 92%
Total of Raters’ 868 593 68%

Questionnaires

As presented in Table 4.9, the response rate for leaders and raters in all the institutions
involved in this study ranged from 49% to 100%, with a total of 51% for the leaders and
68% for the raters. Although a response rate of 70% and higher is considered desirable
(Johnson and Christensen, 2008), Baruch (1999) examined 175 different studies and
found that on average, most of them yielded a response rate of 55.6%, with a standard
deviation of 19.7. Baruch (1999) suggested that the acceptable response rate for any
study directed toward organizational personnel such as rank and file or middle level
managers should be 36%, with a standard deviation of 13. Hence, the response rate for
this study can be considered acceptable.
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4.7.4 Interview Process

It was indicated that for the qualitative strand, a stratified purposive sampling technique
was applied in which some subgroups in a population are first identified and then from
each subgroup a number of cases are purposively selected. It was also discussed that the
relation between the two stands of sampling is the nested one in that the respondents
selected for one phase of the study represent a subset of those participants who were
selected for the other phase of the study. Based on these principles, the information
generated through the quantitative strand was used to select participants with particular
characteristics for the qualitative strand. The interviews involved 11 participants. All
participants answered the first category of interview questions concerning the
perceptions of leaders and raters as to Saudi Arabia VET leadership styles. The
participants were divided into two main sub-groups of leaders and raters. Based on the
information gathered in the quantitative stage, four additional categories were identified
among them: five leaders who had the highest scores on the self-perceived
transformational leadership style; three leaders who had the highest scores on the self-
perceived transactional leadership, two raters who gave the highest scores for perceived
transformational style leadership style and one rater whose highest score was for

perceived transactional leadership style.

Once the participants were chosen based on the criteria indicated above, the researcher
asked permission from the Directorate for Research and Study of the TVTC to conduct
some interviews with a number of men and women, as he had background information
on the research and already had a copy of the questionnaire. As it was clear that further

co-operation was needed from a number of participants, he said there was no need for
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permission as emails could be sent to arrange suitable times to interview women in their
offices in their units, and men by phone. The researcher checked their availability by e-
mail, detailing the position of the researcher, what the study was about and how the
information obtained from the interview would be highly beneficial to the study. Copies
of the interview schedules for leaders and raters are attached as Appendix E and F. The
researcher made it clear that participation was voluntary. When the participants
confirmed their agreement, the researcher arranged convenient dates, depending on their

schedules. All interviews were conducted on different days.

Before each interview session began, the participants were given assurance that all
information gathered from the interview would be analysed in such a way as to maintain
the anonymity of the participants. The participants were also told that they could
withdraw at any stage of the study without having to give any reasons, and that their

withdrawal would not have any implications for them, their institutions or to this study.

The interviews were carried out over a three-week period, and conducted shortly after the
results of quantitative analysis were available to the researcher. All interviews were
conducted at the participants' offices for women and by phone for men and in strict
confidentiality. No other person apart from the respective interview participant was
present when the interviews were conducted. All interviews were audio taped except
one, as the participant concerned preferred not to be recorded but this participant
allowed note-taking. Field notes were also taken by the researcher to highlight some of
the more important points of the interview. It is important for the researcher to record

interviews by using a tape recorder or taking notes. The advantage of note taking is that
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it is straightforward without need for any technology, which may go wrong.
Nevertheless, the interview notes should be written up immediately while the
information is still fresh in the researcher’s mind. Another major advantage of taking
notes is that the amount of data is reduced compared to what is that yielded by the tape
recorder. However, the disadvantage of taking notes is that it makes the interview less
interesting, with pauses for writing, and some silence. The writing up will be lost if there
is a delay (Hall and Hall, 1996). The use of audiotape to record interviews was one of
the techniques utilised by the researcher to improve rigour in this study. Mays and Pope
(1995:110) believe that "one of the advantages of audiotaping or videotaping is the
opportunity the tapes offer for subsequent analysis by independent observers”. The
disadvantage of using a tape recorder is that the data is in a mass, which then has to be
transcribed fully. In some cases some people may find the tape recorder
constraining/inhibiting and not wish to record conversation. Therefore, it is necessary to
ask the permission of respondents before using a tape recorder (Collis and Hussey:

2009).

The researcher, after each interview, wrote out a transcript then sent it by email to the
participant, asking them to check it and give approval or delete anything they did not

approve.

4.8 Data Analysis Procedure

The data obtained from the questionnaires and interviews were analysed separately. The

results of the analysis formed the basis of this study's discussion and conclusion.
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4.8.1 Quantitative Analysis

The data obtained from the questionnaires was analysed using the Statistical Package for

Social Science (SPSS) version 19 software. The analyses included:

1.

Cronbach Alpha - to determine the internal consistency and reliability of the
questionnaire.

Descriptive analysis - to analyse the demographics and background of the
respondents.

T-test - to determine any significant differences between the leadership styles as
perceived by leaders and raters

ANOVA test - to determine any significant differences in demographic
characteristics of leaders and raters.

Simple Multiple Regression — to analyse the correlation between CV and

leadership styles as perceived by leaders.

The details of quantitative data analysis are discussed in Chapter 5.

4.8.2 Qualitative Analysis

The process of data analysis for qualitative data gathered through interviews carried out

through integrated three-step analysis detailed as follows:

Step 1: Transcription and translation

After the interviews had been carried out, the tapes were transcribed using word-

processing software. The literature largely suggests that interviews can be transcribed by

other people than the researcher. It is argued that it increases the ‘interpretative validity
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of the study’. Interpretive validity refers to “accurately portraying the meaning attached
by participants to what is being studied by the researcher” (Johnson and Christensen,
2012:587). However, all the interviews were transcribed by the author herself due to
time and resource limitations and also in order to get a feeling for the data. The
transcripts were then translated into English. Nikander (2008) described transcription
and translation as a process of ‘double rendering’” which add an extra layer of
complication to the accuracy of data. In order to remedy this problem, he recommended
comparing and refining transcripts and translations in groups. Taking this advice in
mind, in the second version of these transcripts, the service of two postgraduate students
majoring in linguistics and TESOL were used to verify the original transcripts with the

audio taped interview and translated transcripts.

Step 2: Coding and categorising

The transcribed interviews were read through several times to familiarise the researcher
with the data and the content. Once the researcher had made sense of the data, the
coding process commenced. Gibbs (2007) distinguished between two different
approaches as to coding: concept-driven and data-driven coding. Concept driven codes
come from the research literature and are applied to data while in data-driven coding a
researcher does not start with such preconceptions but rather seeks to build concepts
from data (Gibbs, 2007). Although qualitative research typically focuses on data-driven
coding, in practice researchers tend to take an iterative analytical stand which lies

somewhere between pure inductive data-driven coding on one extreme and pure
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deductive concept-driven coding on the other extreme. As Chamberlain (2012) notes

social researchers

tend to start inductively before gradually moving backwards and forwards between
their empirical data and the research literature surrounding their topic as data
analysis progresses and they seek to refine their emerging analytical framework.
Chamberlain (2012:83)

For the purpose of this study an iterative process was used which combined concept-

driven and data driven coding methods.

Step 3: Developing interpretations by comparing and contrasting

The individual statements or constructs coded within specific categories were then
compared with each other in order to filter differences and/or similarities. In cases in
which categories were broad, they were refined. While some researchers prefer to define
a category so narrowly as to ensure one-for-one mappings to a single construct, at times
defining a category as a word or set of words was not possible and thus the researcher
chose to define a category as a coherent group of sentences. It was largely because this
exposes the coder to the broader context of the discussion and is more likely to yield
reliable coding. In some cases it was also impossible to disentangle a category into
leadership dimensions or cultural dimensions without breaking important linkages. As
practitioners can generally not be expected to use advanced academic language (as used
in specialist discussion on leadership or cultural values) to describe their world, in field
research, it was the researcher who related specific practices to underlying technical
terms. It should also be mentioned that, on several occasions, the researcher tracked

back and forth between transcripts and literature to inform later interviews.
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4.5 Summary

This chapter has examined the methodological considerations applicable to a study of
this kind and described in detail the choices made and procedures followed at each stage
of the research design and implementation. It began by discussing the central conceptual
issues, taking research philosophy and design. The choices made at each level were set
out and explained. It was indicated that the main research design adopted here was an
explanatory sequential design in which extensive quantitative data collection was
followed by collecting qualitative data to help explain or elaborate on the quantitative
results. There was then a description of the qualitative and quantitative data collection
methods used, including the selection of a research sample for the fieldwork and the
administrative procedures followed. After a description and justification of the data
analysis procedures which were adopted, the chapter ended with a consideration of the
data analysis procedure. The results of the data analysis are set out in detail in the two
chapters which follow, beginning with the quantitative data gathered by questionnaires

with VET leaders and raters in Saudi Arabia.

162



Chapter: 5 Data Analysis and Results

5.1 Introduction

The previous chapter explained that this follows a mixed method design based on
quantitative and qualitative methods. Analysis of the quantitative data will be provided
in this chapter, with aim of addressing the quantitative aspects of the research questions.
The subsequent chapter deals with the qualitative data analysis, which primarily pertains
to qualitative aspects of the research questions, As detailed in Chapter 1, the objectives
of this thesis are: (1) to discover the dominant Saudi VET leadership styles based on the
TL full range theory, this includes three subsidiary objectives; a) to determine any
differences between self and rater perceptions of leadership, b) to ascertain the impact of
managerial level (defined as dean/head teacher and vice-dean/head teacher), and c) to
ascertain the impact of participants’ institutional affiliation to the three different Saudi
VET institutes. (2) To determine of the possible impact of the demographic variables of
the leaders and subordinates. This was divided into four objectives: (a) to determine
whether, and to what extent, the gender of both leaders and subordinates is related to
self-perceived leadership style, (b) to determine whether, and to what extent, the age of
both leaders and subordinates is related to self-perceived leadership style, (c) to
determine whether, and to what extent, the educational level of both leaders and
subordinates is related to self-perceived leadership style. (d) To determine whether, and
to what extent, the work experience of both leaders and subordinates is related to self-

perceived leadership style. To address the three objectives of thesis, the self and rater
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versions of the MLQ (5XShort Form), with added demographic questions, were used

(see Appendix B and C).

(3) To ascertain the relationship of cultural values to leadership styles to address the aim
of this thesis, Dorfman and Howell’s (1988) modification of Hofstede’s (1980) cultural
values survey was used for leaders. In summary, 173 leaders (including 65 deans and
108 vice-deans of VET institutions) and 593 raters (all drawn from VET trainers)
completed the self and rater versions of the MLQ (5XShort Form), respectively. 173
leaders (including 65 deans and 108 vice-deans of VET institutions) also responded to

the cultural values survey.

5.2 Characteristics of VET Leaders and Raters

Demographic information was collected from both leaders and subordinate Saudi VET.
While the demographic questions were voluntary, all of the related questions were
completed by all of the participants. These demographic characteristics were utilised for
leaders: level of management (dean/head teacher or vice-dean/head teacher),
institutional affiliation, gender, age, level of education, and years of experience. The
same demographic characteristics except level of management were used for
subordinates. The following sections profile simple descriptive statistics in terms of
frequency and percentage on these demographic variations of VET leaders and

subordinates who participated in this study.
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5.2.1 The demographic characteristics of leaders and subordinates

Perhaps the most distinctive demographic characteristic of Saudi VET leaders is their
current position as Dean or Vice-Dean. As shown in Table 5.1, 65 (37.6 percent) of

participants were deans, while the remaining 108 (62.4 percent) were vice-deans.

Table 5-1: The current position of Saudi VET leaders who participated in the study

Category n Percent
Dean/Head teacher 65 37.6
Vice-Dean/- Head teacher 108 62.4
Total 173 100.0

An important demographic characteristic of the Saudi VET leaders and subordinates is
their institutional affiliations. As explained in Chapter 3, there are three major VET
forms in the Kingdom: Technical Colleges (TC), Vocational Institutes (VI) and
Technical Colleges for Girls (TCG). The majority of leaders who participated in this
study were from VI (n=84, and 48.6%) followed by TC (n=51, and 29.5%) and TCG
(n=38, and 22.0). Similarly the majority of raters who responded to the questionnaires
were from VI (n=301, and 50.8%) followed by TC (n=162, and 27.3%) and TCG

(n=130, and 21.9%) (See Table 5.2).
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Table 5-2: The institutional affiliations of VET leaders who participated in the
study

Leaders Subordinates
N % N %
Category
TC 51 29.5 162 27.3
VI 84 48.5 301 50.8
TCG 38 22.0 130 21.9
Total 173 100 593 100

Table 5.3 presents a cross tabulation of Saudi VET leaders based on their managerial
level and institutional affiliation. Under this classification, the most common
participants were Vice-Head of VI (n=50, 28.9%), followed by Head of VI and Vice-

Dean of TC (n=34, 19.7%).

Table 5-3: A cross tabulation of Saudi VET leaders based on their managerial level
and institutional affiliation

Category n Percent/Leaders
Dean of TC 17 9.8
Vice-Dean of TC 34 19.7

Head of VI 34 19.7
Vice-Head of VI 50 28.8

Dean of TCG 14 8.1
Vice-Dean of TCG 24 13.9
Total 173 100.0
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Two other key demographic characteristics of Saudi VET leaders and subordinates are
gender and age. Of the 173 Saudi VET leaders and the 593 Saudi VET subordinates who
participated in the study, the majority (78%) were male and 22% were female. The
largest proportion (43.9%) of Saudi VET leaders in this study were 30 to 39 years of age
and similarly, the largest proportion (40.3%) of Saudi VET subordinates fell within this

age group (Table 5.4).

Table 5-4: The gender and age of Saudi VET leaders and subordinates who
participated in this study

Leaders Subordinates
Category
N % N %
Male 135 78 463 78.1
Female 38 22 130 21.9
20-29 years 21 12.1 168 28.3
30-39 years 76 43.9 239 40.3
40-49years 62 35.8 151 25.5
50 and above 14 8.1 34 5.7
Total 173 100 593 100

With respect to educational degree, the majority of Saudi VET leaders who participated
in this study held post-high school diploma degrees, with 48.6% possessing a bachelor’s

degree, and 30.6% holding a master’s level degree.
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Table 5-5: The educational level of Saudi VET leaders and subordinates who
participated in this study

Leaders Subordinates
Category N % N %
Secondary 3 1.7 10 1.7
Diploma after 28 16.2 126 21.2
secondary
school
Bachelor 84 48.6 358 60.4
Master 53 30.6 87 14.7
Doctor 5 2.9 11 1.9
Total 173 100 592 100

Of the 173 Saudi VET leaders who took part in this study, the length of time they had
spent in the role was relatively constant across all categories. While almost one third
(28.3%) had been employed as a leader (dean or vice dean) for over 17 years, a similar
percentage (30.1%) had three or fewer years of experience. The same pattern was
repeated for the 593 Saudi VET subordinates that answered the questionnaires (Table

5.6).
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Table 5-6: The work experiences of Saudi VET leaders and subordinates who
participated in this study

Leaders Subordinates
Cat
ategory N % N %

<=3 52 30.1 186 314
4-8 42 243 122 20.6
9-16 30 17.3 152 25.6
17+ 49 28.3 133 22.4
Total 173 100.0 593 100.0

5.3 Preliminary Analytical Issues

5.3.1 Reliability

There are a number of different reliability coefficients available. One of the most
commonly used is Cronbach’s Alpha (Coakes and Steed 2003, p. 140), which is a
“widely used measurement of the internal consistency of a multi-items scale in which

the average of all possible split-half coefficients is taken” (Hair et al. 2000:652).

The minimum acceptable reliability for Cronbach’s a is above 0.70 which is the point
that represents ‘acceptable reliability’. Above 0.80 is good reliability and above .90 is
excellent reliability (Nunnally, 1978). In this study, the overall reliability of the MLQ
(5XShort Form) instrument based on the data collected from the all respondents
(Leaders and Raters) was .72, which can therefore be deemed to be acceptable (Table,
5.7). To improve the reliability, an internal consistency analysis (Briggs and Cheek,

1986) was conducted. This measure revealed that dropping one item (MBEP) would
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improve the Cronbach’s a of the measure to 0.82 (Table 5.7). As indicated in Chapter 2,
MEBRP is closely related to LF and therefore its removal does not significantly alter the
leadership concepts based on the definition provided by Avolio and Bass (2004). As a

result, the MBEP dimension was removed from the analysis of this study.

Table 5-7: The reliability scores of leadership dimensions based on Cronbach’s a
before and after internal consistency analysis

Cronbach's Alpha  Cronbach's Alpha

Category (before deleting) (after deleting)
MBEP item MBEP item

1A 0.63 0.77

IB 0.64 0.78

IM 0.63 0.77

IS 0.62 0.76

IC 0.62 0.76
CR 0.62 0.76
MBEA 0.68 0.81
MBEP 0.82 Deleted
LF 0.82 0.92

With respect to Dorfman and Howell’s (1988) instrument of cultural values, Cronbach’s
a was .62/.62/.57/.77 for the subscales of Power Distance (PD), Uncertainty Avoidance
(UA), Individualism (IND) and Masculinity (MAS) respectively, based on the
perceptions of 173 leaders who responded to the questionnaires. These values are not
very high, but they are acceptable compared with the previous results of Dorfman and

Howell’s (1988) instrument (Table 5.8).
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Table 5-8: Reliability analysis coefficient alpha of studies using Dorfman and
Howell’s (1988) instrument

PD UA IND/ICO  MAS

Dorfman
and Howell Chinese 0.51 0.73 0.63 0.80
(1988)
. 0.63 0.71 0.63 0.84
Mexican
US 0.57 0.75 0.79 0.85
Columbian 0.90 0.84 0.68 0.95
Filipino 0.69 0.62 0.76 0.87
Segal et al.
(1998) Haiti 0.69 0.79 0.56 0.78
Trinidad 0.76 0.76 0.77 0.84
West Indians 0.54 0.70 0.69 0.93
Robertson Saudi Arabia,

etal. oo Kuwaitand 063 073 063 080

Sources: Dorfman and Howell (1988) ;Segal et al. (1998); Robertson et al. (2002)

5.3.2 Normality assumption

The most critical assumption of many parametric statistics, such as t-test and ANOVA,
IS a certain type of distribution of the data in which the samples should be randomly
selected from normal populations and the populations should have equal variance
(Cooper and Schindler, 2003, 2006). This precondition of data distribution, which is
commonly called the normality assumption, needs to be met in order for parametric

statistics to be legitimately used.

A common method often used to examine normality is to examine skewness and

kurtosis. According to Hair et al (2006: 37), skewness refers to the “measure of

171



symmetry of a distribution; in most instances the comparison is made to a normal
distribution,” while kurtosis refers to the “measure of the peakedness or flatness of
distribution when compared with a normal distribution”. SPSS offers these tests for any
given variable along with standard error measures. In this formulation, both skewness
and kurtosis should be zero for a perfectly normally distributed variable; authors vary in
the rules of thumb they propose to determine the extent to which these measures can
deviate from perfect normality. Some researchers are satisfied to accept variables with
skewness and kurtosis values in the range +2 to -2 as near enough normally distributed
for most purposes, while values outside this range indicate a normality problem. Others
are slightly stricter and use a +1 to -1 range (Hair et al, 2006). Still other scholars (e.g.
Brown, 1997) argue that to assess whether a distribution is normal one should consider
not only the values of skewness and kurtosis but more importantly their respective
standard errors. Thus, if kurtosis or skewness exceeds twice the absolute value of the

standard error of skewness/kurtosis, the normality of the data is problematic.

SPSS version 19 was used to check both skewness and kurtosis, showing that the
absolute values of Skewness were not within acceptable levels (Table 5.9). Instead, the
results of this study revealed that the data related to all dimensions, excluding TMBA
and LF were substantially negatively skewed. Data for the TMBA dimension were
almost normally distributed (see Table 5.9). The violation of normality is best illustrated

by Normal Q-Q diagrams, in which the data did not fit well along the lines (figure 5.1).
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Table 5-9: The normality of leadership dimensions before and after transformation

Before transformation After transformation

Skewness  Std. Error Skewness Std. Error

1A -.66 .09 -13 .09
IB =77 .09 -.10 .09
IM -1.04 .09 .16 .09
IS -.67 .09 -.13 .09
IC -.65 .09 -12 .09
CR -.78 .09 -.03 .09
MBEA -.18 .09 NA NA
LF .63 .09 -.09 .09

A clean solution for those data that violate the assumption of normality is to use
alternative nonparametric statistics. While nonparametric statistics are widely accepted
statistical methods of analysis, many scholars have nonetheless suggested that the
transformation of data is a perfectly legitimate remedy to improve distributions to be
more normal. For instance, Tabachnick and Fidell (2012) argue that transformation does
not seriously hinder later interpretation when using a scale that has little intrinsic
meaning and designed an excellent table that gives recommendations for what kinds of
transformations to use when data appear in various shapes. They suggested the formula
of NEWX=LG10 (K - X) for substantial negative skews, in which K is usually equal to
the largest score +1.This method was used to transform the data of this study, resulting

in substantially more normal data (Table 5.9; Figure 5.1).
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Figure 5.1: Normal Q-Q Plot of variables

Before transformation

After transformation
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Normal Q-Q Plot of TMBEA
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5.3.3 Homogeneity assumption

Another critical assumption for several of the parametric statistical tests employed in
this study, such as t-test and ANOVA, is homogeneity of variance. This means that
either the variability of scores for each of the groups should be similar or that samples
should be obtained from populations of equal variances (Stevens 1996). A common
method for determining homogeneity of variance is Levene’s test. The significance

value (Sig.) for Levene’s test reveals the extent to which a dependent variable violates
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the homogeneity. SPSS performs Levene’s test for equality of variances as part of the t-
test and variance analyses. For t-tests, SPSS provides two sets of results, for situations
where the assumption is not violated and for situations when it is violated. On the
condition that the assumption is violated, the alternative appropriate data can therefore
be used (Pallant, 2011). Where appropriate, the homogeneity tests are explained in the

following analysis.

5.4 The dominant leadership style of Saudi VET

The first main objective of this thesis is to determine the dominant leadership styles of
Saudi VET leaders, as measured by the total scores on the MLQ (5X-Short Form). The
main question formulated to address this objective was: what are the dominant
leadership styles of Saudi VET Leaders based on MLQ (5X-Short Form)? This question

includes three ancillary questions:

a) Is there any statistically significant difference between the total scores of the
self-assessment of leaders and the total scores from other-rater assessment on the
MLQ (5XShort Form)?

b) Is there any significant difference in the leadership styles of Saudi VET in terms

of the managerial level denoted as Dean and Vice-Dean?

c) Is there any significant difference in the leadership styles of Saudi VET in

terms of the institutional affiliation of leaders to TC, VI or TCG?

In order to address the main question, descriptive statistical analysis was conducted by

comparing the means. An analysis using t-test was also used to determine whether a
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statistically significant difference exists between leader and rater assessment of
leadership style. A one-way, within-subjects ANOVA test was also used to examine the
extent to which the leadership styles of Saudi VET leaders vary based on their affiliation

to the three different VET institutes of the Kingdom.

5.4.1 Dominant leadership styles of Saudi VET leaders

Chapter 2 detailed that MLQ denotes the three main styles of leadership: the
transformational style, which includes five core dimensions: idealized influence
attributed (1A), idealized influence (IB), inspirational motivation (IM), intellectual
simulation (IS) and individual consideration (IC); the transactional style including three
dimensions: contingent reward (CR), management-by-exception (active) (MBEA),
management-by-exception (passive) (MBEP); and finally laissez fair, characterized by
one dimension (LF). Table 5.10 lists the results of this study based on the above

mentioned dimensions.

Table 5-10: The rank of highest scores based on leaders and subordinates’
perceptions

MLQ Leaders’ Scores MLQ Subordinates’ Scores
Dimensions Mean SD Dimensions Mean SD
IM 3.29 .53 IM 2.94 .87
CR 3.20 .58 IB 2.75 .79
IB 3.10 .56 1A 2.71 .89
IC 3.09 57 CR 2.67 .92
IS 3.03 .57 IS 2.50 91
1A 2.97 .67 IC 2.45 1.00
MBEA 2.49 .70 MBEA 2.37 71
LF 1.00 .79 MBEP 1.30 .90
MBEP .80 74 LF 1.21 .90
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As presented in Table 5.10, both leaders (M = 3.29, SD=0.53) and subordinates (M =
2.94, SD=0.87) ranked the IM dimension of transformational leadership as the most
dominant dimension in Saudi VET. However, leaders and subordinates ranked the
second dominant leadership style differently. The leaders perceived CR, the main
dimension of transactional leadership, as being the second most important leadership
dimension (M = 3.20, SD = 0.58). In contrast, the subordinates ranked two other
dimensions of transformational leadership, IB and IA, as second (M = 2.75, SD = 0.79)
and third (M = 2.71, SD = 0.89) respectively. Both leaders and subordinates also

perceived laissez-faire to be the least common leadership style.

The dimensions of transformational leadership were shown to be very consistent with
one another, while there was a clear difference between CR and the other components of
transactional leadership. Based on this understanding of leadership dimensions, four
distinct leadership styles were defined: the first style consisted of five dimensions of
transformational leadership, while the second, third and fourth styles were characterised
by CR, MBEA and LF respectively. The MBEP dimension was excluded from analysis,
largely because this dimension was very closely related to LF and because its removal
increased the overall reliability of the whole analysis. Based on this classification, the
Saudi VET leaders ranked style 1 (CR) as the most common leadership style (M = 3.20,
SD = .58), followed by style 2 (M = 3.09, SD = .43) (five components of
transformational leadership), while the subordinates gave the highest scores to styles 1

and 2 (M =2.67, SD = .78 and .92) (Table 5.11).
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Table 5-11: Leadership styles of leaders and raters

Self-Report Rater-Report
n=173 n=593

M SD M SD

Stylel(1A, IB, IM, 3.09 43 2.67 .78
IS, IC)

Style2 (CR) 3.20 58 2.67 92

Style3 (MBEA) 2.49 70 2.37 71

Style4 (LF) 1.00 .79 1.21 .90

5.4.2 The differences between self and rater assessment

Descriptive statistics in the form of means demonstrated the differences between the
perceptions of leaders and subordinates. However, a more accurate understanding of the
relationship between the assessments that the two groups made of leadership dimensions
required a further independent-samples t-test. This t-test required a number of
assumptions to be met. The first assumption is the normal distribution of the data. Given
that the data violated the normality assumption, the transformed data detailed in section
5.3.2 were used. The second critical assumption for a t-test is the equality of variances,
otherwise known as homogeneity. The Levene test was used to determine if the
variances were equal, with the results showing that all dimensions except MBEA
violated the assumption of equality of variance. To overcome this problem (p < .05), the

equal-variances-not-assumed t-test was interpreted.
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Consistent with the findings of descriptive analysis, the results of the t-test (presented in
Table 5.12) demonstrate that there are statistically significant differences between rater
and self-assessments of leadership dimensions. Once the existence of differences was
determined, the next step was to calculate the ‘effect size’, or the relative magnitude, of
the differences between means, or the amount of the total variance in the dependent
variable that is predictable from knowledge of the levels of the independent variable
(Tabachnick and Fidell 2007: 54). The most commonly used formula for the calculation

of the magnitude of the differences is eta squared Cohen’s d.!

With respect to the magnitude of the differences, IC (mean difference = -.11, 95% CI: / -
.09 to .09) ranked the first (eta squared =.09), followed by IS (mean difference = -.09,
95% CI: / -.07 to .08) eta squared = .08 and CR (mean difference = -.10, 95% CI: / -.08
t0.07), eta squared=.07. The magnitude of the differences was shown to have only a
modest effect, as eta was around .06 in all dimensions of transformational and
transactional leadership. This effect was small in 1A and LF dimensions, where the eta

was around .01.

1 SPSS does not provide eta squared values for t-tests. It can, however, be calculated by hand using the
2
information provided in SPSS output using this formula: Eta squared (n2) = zti in which Nland
t2+(N1+N2-2)
N2 is the number of cases in each group. Cohen classifies .01 as a small effect, .06 as a medium effect

and .14 as a large effect (Cohen, 1988).
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Table 5-12: Differences between self and rater assessment

Self Rater t p 95% ClI:
M SD M SD Lower Upper
1A .28 15 33 .17 -3.16** .00 -.07 -01 0.01
IB .32 12 38 .14 -567** .00 -.09 -04 0.04
IM 21 14 28 .18 -510** .00 -.09 -04 0.03
IS .28 13 37 .16 -7.94** 00 -.12 -07 0.08
IC .26 13 37 .18 -887** 00 -.13 -09 0.09
CR 23 14 33 .17 -7.80** .00 -.13 -08 0.07

MBEA 249 70 237 .71 194 .08 .00 24

LF 27 .16 31 .19 -250* .02 .01 -06 0.01

Note. * =p <.05, ** =P <.001

5.4.3 The impact of managerial level

The second sub question was to determine whether any significant difference exists in
terms of the leadership styles used at two distinct managerial levels of Saudi VET,
denoted as Dean and Vice-Dean. A t-test was conducted to determine these possible
differences. Conducting this test with transformed data requires the critical assumption
of homogeneity to be met. The results of Levene test for homogeneity show that only
the IM dimension (F= 4.17, p=.04) violated the assumption of equality of variance. To

overcome this problem (p < .05), the equal-variances-not-assumed t-test was interpreted.
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Table 5-13: Differences in MLQ scores by managerial level

Dean Vice-Dean 95% CI:
n=65 n=108
M SD M SD t p df Lower Upper 52

IA .28 16 .29 14 -40 .78 171 -03 .02
IB 33 A3 31 A1 71 .48 171 -.02 .05
IM 18 A5 .23 A3 -2.17* .03 171  -.09 .00 0.03
IS .28 12 27 13 24 81 171 -.03 .04
IC .26 13 27 13 -59 56 171 -.05 .03
CR .26 A3 24 14 -42 67 171 -.05 .03
MBEA 237 .68 2.56 70 -128 20 171 -.08 .02
LF 25 A7 .28 16 -1.78 .08 171 -41 .02
Note. * =p <.05

The results of the t-test to compare the leadership dimensions scores for Saudi VET

deans and vice-deans are presented in Table 5.13. These outcomes reveal that the only

significant difference in scores for deans and vice dean are in the IM dimension: deans

(M = .18, SD = .15) and vice-deans (M = .23, SD = .13; t (120) = -2.17, p = .03, (two-

tailed). The magnitude of the differences in the means (mean difference = -.05, 95% CI:

-.09 t0.00), however, was extremely small (eta squared = .03).

5.4.4 Leaders’ institutional affiliation

The third sub-question sought to determine whether any significant difference exists in

the leadership styles in the Saudi VET, based upon the institutional affiliation of the
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leaders. In order to address this question, a one-way between-groups analysis of
variance (ANOVA) was considered, because the independent variable (institutional
affiliation) has three levels. Saudi VET leaders were therefore divided into three groups
according to their institutional affiliations: Technical Colleges (TC); Vocational
Institutes (V1) and Technical Colleges for Girls (TCG). As with the t-test, two critical
assumptions of ANOVA are normality and homogeneity. The transformed data were
used to overcome the problem of normality violation. The Levene test was conducted in
order to determine the homogeneity. The results of the Levene test indicate that the

precondition of normality is met, as the p-value of all dimensions is well above .05.

The results of the ANOVA suggest that there was a statistically significant difference at
the p < .05 level in IB [F (2, 170) = 7.48, p = .00], IM [F (2, 170) = 3.09, p = .05] and
LF [F (2, 170) = 3.52, p = .03] scores for different Saudi VET institutions (see Table
5.14). Once the significant differences were identified the next step is to examine the
effect size. As with t-test eta squared and Cohen’s d will be used to examine the effect
size.? Using these statistical methods, it was revealed that the actual difference in mean
scores between the groups for IB is .08, which in Cohen’s (1988, pp. 284-7) terms
would be considered a moderate effect size, while for IM and LF the mean was .03,

which Cohen defines as small (1988, pp. 284-7).

2 SPSS does not have an option for calculating the effect size of the result for the one-way ANOVA,
unless the analysis carried using the Univariate option of the General Linear Model for the analysis
instead. It is easy enough, however, to calculate the effect size eta squared by hand using the following
formula: eta squared = sum of squares between groups divided by total sum of squares.
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Table 5-14: One-way between-groups analysis of variance for VET leaders’
institutional affiliation

TC VI TCG - 2
IA 0.28 0.30 0.26 0.74
(0.13) (0.15) (0.16)
1B 0.33 0.34 0.26 7.48%* 0.08
(0.08) (0.13) (0.11) '
IM 0.22 0.23 0.16 3.00% 0.03
(0.12) (0.14) (0.14) '
IS 0.27 0.3 0.24 2.33
(0.1) (0.14) (0.12)
IC 0.27 0.27 0.23 1.24
(0.12) (0.13) (0.13)
CR 0.24 0.24 0.21 0.53
(0.14) (0.14) (0.14)
MBEA 2.33 2.49 2.68 273
(0.74) (0.71) (0.57)
LF 0.25 0.17 0.25 250 0.03
(0.3) (0.16) (0.3) '

Note. * = p < .05, ** = p < .001. Standard deviations appear in parentheses below
mean.

To determine exactly where the differences occur between the groups in dimensions
with significant differences, post-hoc comparisons were conducted using the Tukey
HSD test (Table 5.15). For the IB dimension, the results of the Tukey HSD test
indicated that the mean score for TC was significantly different from TCG, and that the
mean score for VI was significantly different from TCG. For the IM dimension, the
results of the Tukey HSD test indicated that the mean score for VI was significantly
different from TCG, while TC did not differ significantly from either VI or TCG. For

the LF dimension, the results of the Tukey HSD test indicate that the mean score for VI
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was significantly different from TCG, while TC did not differ significantly from either

VI1or TCG.

Table 5-15: Post-hoc comparisons of VET leaders’ institutional affiliation

TC Vi TCG
1B
TC - 0.01 07*
Vi - .08**
TCG -
M
TC - -0.01 0.06
Vi - .06*
TCG -
LF
TC - -0.05 0.03
Vi - .08*
TCG -

Note. * = p <.05, ** = p <.001.

5,5 The association of leaders’ and subordinates’

characteristics with the leadership style self-perception

The second research question was: Are the demographic characteristics of leaders and

subordinates related to their perceived leadership styles?
This included the following ancillary questions:

a. To what extent is the gender of leaders and subordinates related to their self-

perceived and other-perceived leadership style?
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b. To what extent is the age of leaders and subordinates related to their self-
perceived and other-perceived leadership style?
C. To what extent is the educational level of leaders and subordinates related to
their self-perceived and other-perceived leadership style?
d. To what extent is the work experience of leaders and subordinates related to
their self-perceived and other-perceived leadership style?
In the following sections, statistical analysis methods (t-test and ANOVA) will be used

to examine the strength or otherwise of these possible relationships.

5.5.1 Leaders and subordinates’ gender

To determine whether, and to what extent, the gender of Saudi VET leaders is related to
their self-perceived leadership style, a t-test was conducted. As with the former test, it
was important to meet the critical assumption of homogeneity before conducting this
test with transformed data. The results of the Levene test for homogeneity indicate that
the precondition of normality is met, as the p-value of all dimensions is well above .05.
The results of the t-test compared against the leadership dimensions scores for male and
female Saudi VET are presented in Table 5.16. A significant difference was found in
scores for males and females in the 1B, IM, MBEA and LF dimensions at the p < .05
level. IB: male (M = .33, SD =.11) and female (M = .26, SD = .11;t (171) =3.83,p =
.00, (two-tailed). IM: male (M = .23, SD =.14) and female (M = .16, SD = .14; t (171) =
2.47, p = .01, (two-tailed). MBEA: male (M = 2.43, SD =.72) and female (M = 2. 68,
SD =.57; t (171) = -1.94, p = .05, (two-tailed). LF: male (M = .28, SD =.17) and female

(M = 22, SD = .14; t (171) = 2.10, p = .06, (two-tailed). The magnitude of the
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differences calculated by eta square shows that the mean difference is moderate, based
on the definition provided by Cohen (1988, pp. 284-7) (I1B=.08; IM=.06; MBEA=-

225and LF=.06)

Table 5-16: T-test for VET leaders’ gender-based differences

Male Female 95% ClI:

M SD M SD t p df Lower Upper n?
1A 29 14 26 .16 116 .14 171 -02 08 .01
1B 33 11 26 .11 383** 00 171 .04 A2 .08
IM 23 14 A6 14 247 01 171 01 A1 .06
IS 29 .13 24 12 177 .08 171 .00 09 .04
IC 27 .13 23 .13 158 12 171 -o01 .08 .04
CR 24 14 21 14 101 31 171 -.02 .08 .03
MBEA 243 .72 268 57 -194* 05 171 -50 .00 -25
LF 28 .17 22 14 210 04 171 .00 A2 .06

Note. * =p <.05, ** = p <.001

A similar t-test was conducted to examine whether, and to what extent, the gender of
Saudi VET subordinates is related to their perception on leadership style of their leaders.
The assumption of homogeneity was tested by using Levene’s test. Only IS did not meet
the homogeneity assumption and as a result the second line of the t-test table, which
refers to ‘Equal variances not assumed’ was consulted. The results of the t-test
compared against the leadership dimensions scores for male and female Saudi VET are
presented in Table 5.17. Significant differences were found in scores for males and
females in the IC and LF dimensions at the p < .05. IC: male (M = .36, SD =.18) and

female (M = .37, SD = .17; t (591) = -2.03, p = .04, and LF: male (M = .32, SD =.18)
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and female (M =. 25, SD = .18; t (591) = 4.23, p = .0). The magnitude of the differences

calculated by eta square shows that the mean difference for IC (0.00) was very small and

for LF (0.02) moderate, based on the definition provided by Cohen (1988, pp. 284-7).

Table 5-17: T-test for VET subordinates’ gender-based difference

Male Female 95% ClI:

n=463 n=130

M  SD M  SD t p df  Lower Upper n?
1A 33 .17 32 .18 19 .07 591 -.03 .04
IB 38 .13 37 14 .93 .35 591 -.01 .04
IM 28 .18 27 .19 A4 .66 591 -.03 .04
IS .37 .16 37 A7 -.14 .89 591 -.04 .03
IC 36 .18 40 .17 -2.03* .04 591 -.07 .00 .00
CR 33 .17 35 .18 -98 .33 591 -.05 .02
MBEA 235 .75 244 72 -1.18 24 591 -23 .06
LF 32 .18 25 .18 4.23** 00 591 .04 A1 .02

Note. * =p <.05, ** = p <.001

5.5.2 Leaders’ and subordinates’ age

To determine the extent to which the age of leaders is related to their self-perceived

leadership style, the ANOVA test was conducted. The Levene test confirmed the

homogeneity precondition of ANOVA. The results of the ANOVA test revealed that

there was no statistically significant difference at the p < .05 level in all leadership

scores for the different ages of the leaders (see Table 5.18).
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Table 5-18: The ANOVA test for Saudi VET Leaders’ age and leadership styles

20-29 30-39 40-49 200" )
over F n
A 0.29 0.27 0.29 035 138
(0.16) (0.14) 014)  (0.17)
B 0.29 0.32 0.31 036  1.05
(0.12) (0.11) (013  (0.07)
IM 0.22 0.2 0.22 025 075
(0.14) (0.14) (0.14)  (0.09)
IS 0.26 0.26 0.3 032 185
(0.13) (0.13) (0.13) (0.1)
IC 0.27 0.25 0.29 025 11
(0.13) (0.14) 012)  (0.12)
CR 0.22 0.21 0.25 027 13
(0.14) (0.14) 015  (0.12)
MBE 2.61 258 2.38 225 175
A (0.51) (0.71) (0.74) (0.6)
LF 0.24 0.26 0.29 03 g7
(0.18) (0.16) 017)  (013)

Note. * = p < .05, ** = p < .001. Standard deviations appear in parentheses below
mean.

The same test was conducted to determine the extent to which the age of VET
subordinates impacts upon their perceptions on the leadership style of VET leaders.
Similarly, the Levene test confirmed the homogeneity precondition of ANOVA. The
results of the ANOVA test revealed that a statistically significant difference exists at the
p <.05 level in IC [F (3, 588) = 4.46, p = .00] and LF [F (3, 588) = 2.73, p = 04] scores

for different age groups of Saudi VET subordinates (see Table 5.19).
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Table 5-19: The ANOVA test for Saudi VET subordinates age and leadership

styles
20-29 30-39 40-49 50 or n?
over F
1A 0.33 0.33 0.31 0.28 1.10
(0.17) (0.17) (0.16) (0.99)
IB .38 .39 .36 .36 131
(.14) (.14) (.13) (.12)
IM .28 .29 .26 27 0.75
(.18) (.18) (17) (.19)
IS .38 .38 .35 .36 0.78
(.17) (.16) (.16) (.14)
IC 40 .39 .34 .32 4.46*%* .02
(.17) (.18) (.17) (.22)
CR .35 .34 .32 31 1.07
(.17) (.18) (.17) (.19)
MBEA 241 2.36 2.36 2.43 2.70
(.69) (.68) (.88) (.78)
LF .28 .32 .32 27 2.73* .01
(.17) (.18) (.20) (.21)
Note. * = p < .05, ** = p < .001. Standard deviations appear in parentheses below
mean.

To identify where the difference lies in IC and LF dimensions, post-hoc Tukey's HSD

was run for each of these subscales.
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Table 5-20: Post-hoc comparisons of VET subordinates’ age

20-29 30-39 40-49 S0or

over
IC
20-29 .01 .06* .08
30-39 .05* .07
40-49 .02
50 or over
LF
20-29 -.05* -.04 .00
30-39 .01 .05
40-49 .04
50 or over

5.5.3 Leaders and subordinates’ educational level

The ANOVA test was conducted to determine the extent to which the educational level
of the leaders is related to their self-perceived leadership style. The Levene test
confirmed the homogeneity precondition of ANOVA. As illustrated in Table 5.21, the
results of ANOVA suggest that a statistically significant difference exists at the p < .05
level in LF [F (4, 168) = 4.21, p = .00] scores for different levels of education of Saudi
VET leaders. The actual difference in mean scores between the groups for LF is .10,

which in Cohen’s (1988, pp. 284—7) terms is medium.
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Table 5-21: The ANOVA test for Saudi VET Leaders’ educational level and
leadership styles

Diploma
after
Secondary  secondary

school school Bachelor Master  Doctor F n?

1A 0.47 0.30 0.28 0.28 0.23 1.85
(0.15) (0.13) (0.16) (0.13) (0.13)

B 0.29 0.34 0.32 0.3 0.32 0.42
(0.112) (0.14) (0.12) (0.2) (0.09)

IM 0.29 0.25 0.21 0.2 0.22 0.87
(0.112) (0.13) (0.15) (0.13) (0.13)

IS 0.44 0.28 0.28 0.25 0.29 1.74
(0.04) (0.14) (0.13) (0.12) (0.09)

IC 0.44 0.28 0.28 0.25 0.29 0.2
(0.04) (0.14) (0.13) (0.12) (0.09)

CR 0.26 0.24 0.24 0.22 0.22 0.32
(0.09) (0.16) (0.14) (0.14) (0.12)

MBEA 2.17 2.46 2.57 2.42 2.15 0.92
(0.14) (0.77) (0.66) (0.74) (0.52)

LF 0.44 0.37 0.25 0.24 0.27 4.21* 0.10
(0.19) (0.12) (0.16) (0.17) (0.16)

Note. * = p < .05, ** = p < .001. Standard deviations appear in parentheses below
means

A similar test was conducted to determine the extent to which the educational level of
the subordinates is related to their perceptions of the leadership style of VET leaders.
The Levene test confirmed the homogeneity precondition of ANOVA. As illustrated in
Table 5.22, the results of ANOVA suggest that a statistically significant difference
exists at the p < .05 level in IS [F (4, 587) = 2.50, p = .04], IC [F (4, 587) = 3.07, p =
.02] and LF [F (4, 587) = 2.66, p = .03] scores for different levels of education of Saudi
VET subordinates. The actual difference in mean scores between the groups for IS, IC

and LF is .02, which in Cohen’s (1988, pp. 284—7) terms is small.
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Table 5-22: The ANOVA test for Saudi VET subordinates’ educational level and
leadership styles

Diploma
after

Secondary  secondary
school school Bachelor Master Doctor F n?

1A 32 .33 32 34 .32 53
(.20) (.16) (.17) (.19) (.28)

B .38 40 37 40 .35 2.07
(.10) (.13) (.14) (.14) (.13)

IM .25 .28 27 .32 23 1.60
(.20) (.16) (.18) (.19) (.18)

IS .32 .38 .36 42 34 2.50* .02
(.14) (.15) (.17) (.15) (.18)

IC .26 .36 37 42 .36 3.07* .02
(.20) (.18) (.18) (.17) (.15)

CR 24 .33 .33 37 .28 2.12
(:21) (.18) (.17) (.18) (.19)

MBEA 2.18 2.28 2.44 2.27 2.27 1.90
(.77) (.72) (.77) (.62) (1.02)

LF 17 .33 .29 34 .30 2.66* .02
(:21) (.18) (.18) (.19) (.23)

Note. * = p < .05, ** = p < .001. Standard deviations appear in parentheses below
mean.

To identify where the difference lies in IS, IC and LF dimensions, post-hoc Tukey's

HSD was run for each of these subscales.
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Table 5-23: Post-hoc Tukey's HSD comparison of subordinates’ educational level

Secondary  Diploma Bachelor  Master  Doctor
school after
secondary
school

IS
Secondary school -.06 -.04 -.10 -.02
Diploma after .02 -.04 .04
secondary school
Bachelor -.06* .02
Master .08
Doctor
IC
Secondary school -.10 -11 -.16 -.10
Diploma after -.01 -.07* .00
secondary school
Bachelor -.06 .01
Master .06
Doctor
TL
Secondary school -.16 -13 -17* -13
Diploma after .03 -.01 .02
secondary school
Bachelor -.04 -.01
Master .03
Doctor

5.5.4 Leaders’ and subordinates’ work experience

To determine the extent to which the work experience of the leaders is related to their

self-perceived leadership style, the ANOVA test was conducted. The Levene test

confirmed the homogeneity precondition of ANOVA. The results of ANOVA are

presented in Table 5.24 and suggest that a statistically significant difference exists at the

p <.05 level in IB [F (3, 169) = 3.14, p = .03] and LF [F (3, 169) = 5.08, p = .00] scores

for the work experience of Saudi VET leaders. The actual difference in the mean scores
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between the groups for IB is .05 and for LF is .08, which are both deemed to be medium

in Cohen’s (1988, pp. 284-7) terms.

Table 5-24: The ANOVA test for Saudi VET Leaders’ work experience and
leadership styles

More
3 years Between Between than
orless 4and8 9and16 17 F n?
1A 0.29 0.25 0.29 0.31 1.33
(0.16) (0.15) (0.11) (0.14)
IB 0.29 0.3 0.35 0.35 3.14* .05
(0.12) (0.11) (0.11) (0.11)
IM 0.21 0.17 0.23 0.24 2.12
(0.13) (0.13) (0.15) (0.14)
IS 0.27 0.24 0.29 0.31 2.17
(0.13) (0.12) (0.13) (0.12)
IC 0.26 0.24 0.26 0.29 .83
(0.13) (0.14) (0.14) (0.12)
CR 0.24 0.22 0.19 0.27 2.06
(0.15) (0.13) (0.13) (0.14)
MBE 2.59 2.4 2.42 2.49 0.71
A (0.63) (0.78) (0.64) (0.72)
LF 0.23 0.22 0.33 0.32 5.08** .08

(0.17) (0.12) (0.16) (0.17)
Note. * = p < .05, ** = p < .001. Standard deviations appear in
parentheses below mean.

A similar test was conducted to determine the extent to which the work experience of
the subordinates is related to their perceptions of the leadership style of VET leaders.
The Levene test confirmed the homogeneity precondition of ANOVA. The results of
ANOVA are presented in Table 5.25 and suggest that a statistically significant
difference exists at the p < .05 level only in IC [F (3, 589) = 4.30, p = .05] scores for the

work experience of Saudi VET subordinates. The actual difference in the mean scores
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between the groups for IC is .02, which is deemed to be small in Cohen’s (1988, pp.

284-T7) terms.

Table 5-25: The ANOVA test for Saudi VET Subordinates’ work experience and
leadership styles

More
3 wears Between Between than
or less 4 and § Q9andle 17 F 7’
1A 33 33 31 32 1545
(17) (-19) (.18) (-16)
1B 38 39 37 38 40
(.14) (-13) (.14) (-13)
m™ 28 29 27 26 5
(.18) (.19) (.17) (.17)
IS 38 37 36 36 85
(17) (-16) (.17) (-15)
1c A0 40 35 34 430* 02
(.18) (-17) (.18) (.18)
CR 33 34 32 32 120
(.17) (17) (.18) (17)
MBE 241 235 241 2.29 0.88
A (.72) (.68) (.84) (.72)
LF 28 29 32 33 223 01

(.18) (19) (.18) (.19)
Note. * =p < 03, ** =p < (01. Standard deviations appear in

parentheses below mean.

5.6 The association of national culture dimensions with

leadership style.

This section seeks to address the third research question, drawing on the quantitative
data. The third question concerns whether and to what extent Saudi Arabia national
culture is related to VET leadership styles. To examine the potential impact of cultural
contingencies on Saudi VET leaders, the individual cultural dimensions proposed by

Dorfman and Howell (1988) were used.
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5.6.1 Descriptive Data on Cultural Values

The table below (5.26) illustrates the scores of Saudi VET leaders on cultural values.
The results of UA and CO have the same St. Deviation (.49); at the same time they have

the highest means.

Table 5-26: Descriptive Statistics (Means and St. Deviations)

PD UA CcoO MAS
Saudi Arabia 2.38 4.25 4.03 3.08
VET Leaders (.64) (.49) (.49) (.79)

5.6.2 Multiple regressions

Multiple regressions were applied in this study to examine to what extent cultural values
and leadership style dimensions are correlated. This section differs from the previous
sections in that it only considers the perceptions of leaders, because the main premise of
this thesis is to explore the potential relationship between of leaders’ culture and their
leadership style. As a result, the size of sample here is limited to the 173 respondents of
Saudi VET leaders. Regression analysis is based on correlation, but it offers a more
complex of the association among a series of variables. In particular, it offers a model as
a whole (grouped correlation) and the relative contribution of each of the variables that
make up the model (individual correlation) (Tabachnick and Fidell 2007). Regression
analysis takes different forms but for this analysis the standard or simultaneous multiple
regression, in which the independent (or predictor) variables are entered into the

equation simultaneously, was conducted. The regression analysis seeks to determine if
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scores on leadership style dimensions (dependent variable) could be predicted from
cultural values scores (independent variable). There are a number of assumptions that
should be considered before performing regression analysis. In the following lines, some
of the most important assumptions, including sample size, normality and linearity,

multicollinearity and outliers, are examined.

Sample size: Different criteria are offered regarding the sample size requirements for
multiple regressions. Tabachnick and Fidell (2007, p. 123) proposed a formula for
calculating sample size requirements based on the number of independent variables.
This formula suggests N > 50 + 8m (in which N = sample size and m = number of
independent variables). For this analysis N = 173 and m = 4 which means that the

sample size is well beyond the required criteria.

Normality and linearity: As indicated in 5.6.1 Q-Q plot and histogram tests were used to
determine this assumption and the results suggested that the normality is reasonable as
the diagrams in Figure 5.2 shows the points lay in a reasonably straight diagonal line.
This suggests that no major deviations from normality occurred. The scatterplots of the
independent variable and the dependent variable also indicate that the residuals were
roughly rectangularly distributed, with most multiple regressions of the scores
concentrated in the centre and as a result the assumption of linearity is not violated

(Figure 5.2).
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Figure 5.2: Q-Q and Scatter Plot of variables
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Normal P-P Plot of Regression Standardized Residual
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Multicollinearity: Multicollinearity (or collinearity) happens where there are “high inter-
correlations among some set of the predictor variables” (Leech et al., 2005: 90). SPSS
has a command for calculation of collinearity based on two values called as ‘Tolerance’
and ‘VIF’. It is established that a Tolerance value of less than .10, or a VIF value of
above 10 indicates the violation of the collinearity assumption (Meyers, et al., 2006).
The examination of ‘Tolerance’ and ‘VIF’ in regression analysis revealed that all
Tolerance values are above .10 and all VIF values are far below 10 (Table 5. 27). As a

result, this analysis does not violate the assumption of collinearity.
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Table 5-27: The test of multicollinearity of variables.

Collinearity

Statistics | Tolerance | VIF
PD .80 1.25
UA .80 1.25
CO .78 1.28
MAS .76 1.32

Outliers: Outliers can also be detected by inspecting the Mahalanobis distances that are
produced by SPSS program. The appropriate critical value for Mahalanobis varies
depending on the number of independent variables. A full list of these values can be
gained from statistics texts (see Tabachnick and Fidell 2007, Table C.4). For this
analysis in which the number of independent variables is four, the critical value is 18.47.
If the value of Mahalanobis exceeds the cut-off of 18.47, it means certain cases
produced outliers and perhaps one should consider removing these cases from the
analysis. The Mahalanobis value for this analysis was 34.06, which exceeded
considerably the critical value of 18.47. As a result, the case with Id 43 was removed
from the analysis, which reduced the number of cases to 172 and reduced the value of

the Mahalanobis distance to 15.76 which is now below the critical value of 18.47.

Once the examinations of presumptions were conducted, the main regression analysis
was carried out. A standard multiple regression was performed separately for each of 8
dimensions of MLQ leadership as the criteria of leadership styles while the dimensions
of cultural values based on Dorfman and Howell’s (1988) formulation served as cultural

predictors.
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First, multiple regression was conducted to determine the best linear combination of PD,
UA, CO and MAS for predicting IA. The means, standard deviations, and
intercorrelations are demonstrated in Table 5.28. The prediction model was statistically
significant, F (4, 167) = 6.02, p < .001, with PD, UA and CO contributing to the
prediction. However the direction of association of PD with 1A is negative. This means
that the highest level of PD associated with the lowest level of IA. The Beta values
presented in Table 5.29 suggests that those VET leaders characterised by the highest
levels of the three cultural values of PD, UA and CO also contribute to this prediction.
However, the R squared value was .13. This indicates that 13% of the variance in 1A

was explained by the model. According to Cohen (1988), this is a small effect.

Table 5-28: Means, Standard Deviations, and Intercorrelations for IA and
Predictor Variables (N=172)

Variable M SD 1 2 3 4

IA 296 .66 -.18** .26** .24** 01

Predictor variable
1 PD 262 58 1 .05 .06 A46**
2 UA 4.24 47 1 A4F* 14*
3 CO 4.03 .49 1 23%*
4 MAS 3.08 .79 1
**p <0.01 *p <0.05
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Table 5-29: Standard Multiple Regression Analysis Summary for PD, UA, CO and
MAS Predicting 1A

Variable B SEB Beta
PD -.25 .09 -22"
UA 27 11 19°
CO 21 A1 16"
MAS .04 .07 .04
R? 13

**p < 0.01 *p < 0.05

In the second analysis, a multiple regression was conducted to determine if IB
(dependent variable) could be predicted from PD, UA, CO and MAS (independent
variables). The means, standard deviations, and correlations are demonstrated in Table
5.30. The prediction model was statistically significant, F (4, 167) = 9.20, p<.001, with
all four variables significantly contributing to the prediction. Yet, the direction of
association of PD and MAS with IB is negative. The Beta values, presented in Table
5.31, suggest that those VET leaders characterised by the highest levels of the two
cultural values of UA and MAS also contribute to this prediction. The R squared value
was .18. This indicates that 18% of the variance in IB was explained by the model.

According to Cohen (1988), this is a small effect.

205



Table 5-30: Means, Standard Deviations, and Intercorrelations for IB and
Predictor Variables (N=172)

M SD 1 2 3 4
IB 3.10 55 -20** 32** 18* -.19*
Predictor variable
PD 262 58 1 .05 .06 A6**
UA 424 47 1 A4**  14*
CO 403 .49 1 23%*
MAS 3.08 .79 1

**p < 0.01 *p < 0.05

Table 5-31: Standard Multiple Regression Analysis Summary for PD, UA, CO and
MAS Predicting IB

B SEB Beta
PD -.13 .08 -.13
UA 37 .09 31
CO 10 .09 .09
MAS -.14 .06 -.20*
R? 18

**p <0.01, *p <0.05

In the third analysis, the independent variables including PD, UA, CO and MAS were
used in a multiple regression analysis to predict IM. The means, standard deviations, and
intercorrelations are demonstrated in Table 5.32. The prediction model was statistically
significant, F (4, 167) = 5.50, p<.001, with PD, UA and CO significantly contributing to
the prediction. Again, PD showed a negative correlation with the dependent variables.

The Beta values presented in Table 5.33 suggest that those VET leaders characterised by
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the highest levels of the two cultural values of PD and UA also contribute to this
prediction. The R squared value was .12. This indicates that 12% of the variance in IM

was explained by the model. According to Cohen (1988), this is a small effect.

Table 5-32: Means, Standard Deviations, and Intercorrelations for IM and
Predictor Variables (N=172)

M SD 1 2 3 4

IM 3.28 .53 -18* .26** .20** -.07
Predictor variable
1 PD 262 58 1 .05 .06 A46**
2 UA 4.24 47 1 A4F* 14*
3 CO 4.03 .49 1 23**
4 MAS 3.08 .79 1

**p < 0.01, *p < 0.05

Table 5-33: Standard Multiple Regression Analysis Summary for PD, UA, CO and
MAS Predicting IM

B SEB Beta
PD -.16 .07 -17*
UA .26 .09 23*
CO 13 .09 0.12
MAS -.04 .06 -0.05
R? A2

**p <0.01, *p <0.05
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The fourth analysis similarly used multiple regression to determine the best linear
combination of cultural values for predicting another dimension of transformational
leadership, namely, IS. The means, standard deviations, and intercorrelations are
demonstrated in Table 5.34. The prediction model was statistically significant, F (4,
167) = 7.93, p < .001, with PD, UA and CO contributing to the prediction. Again, the
direction of the association of PD with IS is negative. It means that the highest level of
PD is associated with the lowest level of IS. The Beta values, presented in Table 5.35,
suggest that those VET leaders characterised by the highest levels of the three cultural
values of PD and UA also contribute to this prediction. The R squared value was 0.16.
This indicates that 16% of the variance in 1A was explained by the model. According to

Cohen (1988), this is a small effect.

Table 5-34: Means, Standard Deviations, and Intercorrelations for IS and
Predictor Variables (N=172)

M SD 1 2 3 4

IS 3.02 .57 -22* 20** 21* -11
Predictor variables
1 PD 262 58 1 .05 .06 46**
2 UA 4.24 47 1 A4F* 14*
3 CO 4.03 .49 1 23*%*
4 MAS 3.08 .79 1

**p < 0.01, *p < 0.05
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Table 5-35: Standard Multiple Regression Analysis Summary for PD, UA, CO and
MAS Predicting IS

B SEB Beta
PD -21 .08 -.21*
UA 31 .10 26**
CO 15 .09 0.13
MAS -.06 .06 -0.08
R? 0.16

**p < 0.01, *p < 0.05

In the fifth analysis, the independent variables including PD, UA, CO and MAS were
used in a multiple regression analysis to predict IC. The means, standard deviations, and
intercorrelations are demonstrated in Table 5.36. The prediction model was statistically
significant, F (4, 167) = 7.75, p<.001, with PD, UA and CO significantly contributing to
the prediction. Again, PD showed a negative correlation with the dependent variables.
The Beta values presented in Table 5.37, suggest that those VET leaders characterised
by highest level of two cultural values of PD and UA also contribute to this prediction.
The R squared value was .16. This indicates that 16% of the variance in IC was

explained by the model. According to Cohen (1988), this is a small effect.
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Table 5-36: Means, Standard Deviations, and Intercorrelations for IC and
Predictor Variables (N=172)

M SD 1 2 3 4

IC 3.08 .57 -20* .31** 20* -11
Predictor variables
1 PD 262 58 1 .05 .06 A46**
2 UA 4.24 A7 1 A4** 14*
3 CO 4.03 .49 1 23%*
4 MAS 3.08 .79 1

**p < 0.01, *p < 0.05

Table 5-37: Standard Multiple Regression Analysis Summary for PD, UA, CO and
MAS Predicting IC

B SEB Beta
PD -.18 .08 -.18*
UA .26. .09 28**
Cco 5. .09 0.11
MAS -.06 .06 -0.09
R? 0.16

**p <0.01, *p <0.05

A sixth multiple regression was conducted to determine the best linear combination of
PD, UA, CO and MAS for predicting CR as a main dimension of transactional
leadership. The means, standard deviations, and intercorrelations are demonstrated in
Table 5.38. The prediction model was statistically significant, F (4, 167) = 6.43, p<.001,
with UA and CO contributing to the prediction. However the direction of association of

PD with CR is negative. This means that the highest level of PD associated with the
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lowest level of CR. The Beta values presented in Table 5.39 suggest that those VET
leaders characterised by the highest levels of two cultural values of UA and CO also
contribute to this prediction. The R squared value was .13. This indicates that 13% of
the variance in CR was explained by the model. According to Cohen (1988), this is a

small effect.

Table 5-38: Means, Standard Deviations, and Intercorrelations for CR and
Predictor Variables (N=172)

M SD 1 2 3 4

CR 3.19 58 -11 .30** .27** .03
Predictor variables
1 PD 262 58 1 .05 .06 A46**
2 UA 4.24 A7 1 A4*x* - 14*
3 CO 4.03 .49 1 23**
4 MAS 3.08 .79 1

**p < 0.0, *p < 0.05

Table 5-39: Standard Multiple Regression Analysis Summary for PD, UA, CO and
MAS Predicting CR

B SEB Beta
PD -.14 .08 -0.14
UA .28 10 23*
CcO 21 .10 A7
MAS .02 .06 0.03
R? 0.13

**p < 0.01, *p < 0.05
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A seventh multiple regression was conducted to determine the best linear combination
of PD, UA, CO and MAS for predicting MBEA as a main dimension of transactional
leadership. The means, standard deviations, and intercorrelations are demonstrated in
Table 5.40. The prediction model was statistically significant, F (4, 167) = 9.25, p<.001,
with UA, CO and MAS contributing to the prediction. The Beta values presented in
Table 5.41, suggest that those VET leaders characterised by the highest levels of the two
cultural values of UA and CO also contribute to this prediction. The R squared value
was .18. This indicates that 18% of the variance in CR was explained by the model.

According to Cohen (1988), this is a small effect.

Table 5-40: Means, Standard Deviations, and Intercorrelations for MBEA and
Predictor Variables (N=172)

M SD 1 2 3 4

MBEA 81 .74 .09 .38** .32** .15*

Predictor variables 2.48 .69

1. PD 262 58 1 .05 .06 A46**
2. UA 424 A7 1 A4** 4%
3. CO 4.03 .49 1 23%*
4. MAS 3.08 .79 1

**p < 0.01, *p < 0.05
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Table 5-41: Standard Multiple Regression Analysis Summary for PD, UA, CO and
MAS Predicting MBEA

B SEB Beta
PD .05 .09 .04
UA 43 A1 29%*
CO .25 A1 18*
MAS .05 .07 .05
R? 0.18

**p < 0.01, *p < 0.05

The final multiple regression was conducted to determine the best linear combination of
PD, UA, CO and MAS for predicting LF as a main dimension of transactional
leadership. The means, standard deviations, and intercorrelations are demonstrated in
Table 5.42. The prediction model was statistically significant, F (4, 167) = 1.85, p<.001,
with PD and MAS contributing to the prediction. The Beta values presented in Table
5.43 suggest no statistically significant prediction between LF and cultural values
dimensions. The R squared value was .06. This indicates that 6% of the variance in CR

was explained by the model. According to Cohen (1988), this is a small effect.
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Table 5-42: Means, Standard Deviations, and Intercorrelations for LF and
Predictor Variables (N=172)

M SD 1 2 3 4

LF 248 .69 .20 -04 -03 .20*

Predictor variables

1. PD 262 58 1 .05 .06 A46**
2. UA 424 A7 1 A4** 14*
3. CO 4.03 .49 1 23**
4. MAS 3.08 .79 1

**p < 0.01, *p < 0.05

Table 5-43: Standard Multiple Regression Analysis Summary for PD, UA, CO and
MAS Predicting LF

B SEB Beta
PD 18 A1 13
UA -.07 14 -.04
CO -.10 14 -.06
MAS .16 .09 16
R2 0.06

**p < 0.01, *p < 0.05

In the foregoing analysis, the individual correlations between perceived leadership style
dimensions (8 variables) and perceived national culture dimensions (4 variables) were
investigated under the headlines of intercorrelations. These results are summarised in

Table 5.44. In general, the results do not indicate a strong correlation between leadership
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dimensions and cultural values. The largest correlation is between MBEA and UA, r =
.38, n =172, p < .01 followed by MBEA and CO and IB and UA, r=.32,n =172, p <
.01. Based on Cohen’s (1988, pp. 79-81) guidelines, this strength of correlation is
medium. The coefficient of determination was calculated for these variables to
understand how much variance the two variables share. The results suggested that there
Is not much overlap between the variables of cultural values and leadership dimension.
The strongest was found between MBEA and MAS with 10 per cent which is a small
amount of variance when compared with much of the research conducted in the social

sciences.

The direction of correlations between PD and the leadership styles dimensions apart
from MBEP and LF is negative. It means that high levels of PD perceived by VET
leaders are associated with lower levels of all leadership components excluding LF and
MBEP. The same pattern is evident between MAS and IB, IM, IS and IC. Yet the
correlation between MAS and IB is statistically significant r = -.19, n = 172, p < .05 but

small based on Cohen’s (1988, pp. 79-81) guidelines.

Table 5-44: Summary of individual correlation results

PD UA CcO MAS
1A -18**  26%*  24** 01
IB -20%*  32**  18* -.19*
IM -.18* 26%*  20%*  -.07
IS -.22* 29%*  21* -11
IC -.20* 31F* .20 -11
CR -11 30** 27 .03
MBEA | .09 38**  32**  15*
LF .20* -.04 -.03 .20

** < 0.01, *p < 0.05
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A summary of grouped correlations or regression results is provided in Table 5.45. The
results of this analysis show that for all eight leadership dimensions, R? scores were
comparatively low (ranging from 0.06 to 0.18), which suggests that variations in cultural
dimensions account for only a modest level of variance in each leadership style. In other
words, only a small proportion of the total variation in leadership scores was predicted
by cultural values scores. UA proved to be the most significant predictor of all
dimensions at p < 0.01 excluding LF; with IB the strongest (31) followed by MBEA
(29) and IC (28). PD also emerged as a significant predicator of four dimensions of 1A
(22), IS (21), IC (18) and IM (17) at p < 0.05. CO predicted IA (16), CR (17) and

MBEA (18) while MAS appeared to predict only IB (20) both at p < 0.05.

Table 5-45: Summary of regression results

1A IB IM IS IC CR MBEA | LF
PD -22* | -.13 -17* [-21* [-18* [-14 .04 13
UA 19* 31** [ .23* 26%* | .28** | .23* 29** -.04
CO 16* .09 12 13 A1 A7* 18* -.06
MAS | .04 -20* [ -.05 -.08 -.09 .03 .05 16
R? 13 18 12 .16 .16 13 18 .06

**p < 0.01, *p < 0.05

Finally, this analysis of comparison between the results of individual correlations, and
grouped correlations, as shown in Table 5.46. The most substantial differences is
demonstrated by CO and four dimensions of 1B, IM, IS and IC. A substantial difference
also appeared in PD and IB as well as PD and LF. The final substantial difference is

identifiable in MAS and MBEA and LF.
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Table 5-46: Comparison between the individual and grouped correlation results

PD UA CO MAS
Beta r Beta r Beta r Beta r
1A -22* - 18** 19* 26%** 16* 24%* 0.04 .01
IB -0.13  -.20** 31** 32** 0.09 .18* -20*  -19*
IM -17* -.18* 23* 26%* 0.12 20** -0.05 -.07
IS -.21* -.22* 26%** 29** 0.13 21* -0.08 -11
IC -.18* -.20* 28** 31** 0.11 .20% -0.09 -11
CR -0.14 -11 23* 30** A7* 2T * 0.03 .03
MBEA | 0.04 .09 29** .38** .18* 32** 0.05 15*
LF 0.13 .20* -0.04 -.04 -0.06 -.03 0.16 .20*

**p < 0.01, *p < 0.05

5.7 Summary

This chapter has provided a demographic profile of the research respondents, followed
by a statistical analysis of data from the MLQ (5Xshort form) and a cultural values
survey, to investigate the dominant perceived leadership styles of Saudi TVTC leaders,
and the relationship between those perceptions of demographic variables and cultural
dimensions. Issues of reliability normality and homogeneity of the data were addressed

prior to the statistical analysis.

With regard to the perceived dominant leadership style, the IM dimension of
transformational leadership was ranked highest by both leaders and subordinates.
However, there were modest differences in their ratings of other styles. Differences

related to managerial level and institutional affiliation were small.

With regard to the relationship between leadership style and demographic variables,

small to moderate relationships were found for gender, education and work experience,
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for both leaders’ and subordinates’ perception of leadership styles, but no significant

relationship was found for age.

Regarding the relationship between cultural dimensions and leadership style, only small
relationships were found, with PD being the strongest predictor of transformational
leadership, UA as a significant contributor to certain dimensions of transformational and

transactional leadership. CO predicting IA and MBEA and MAS predicting IB.

Before further discussion and interpretation of these results, the qualitative aspects of
the research questions will be addressed in the light of the interview data, in the next

chapter.
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Chapter 6: Qualitative Findings

6.1 Introduction

This chapter aims to present an analysis of the qualitative data gathered during the study,
which provided further information related to the first and fourth objectives of study
(see Chapter four Table n, 4.3). Drawing on these objectives, the interview responses are
grouped into two main subject areas, each covering several major themes. The first
research objective was to identify and explore the dominant leadership styles of VET in
Saudi Arabia. Thus, section 6.3 examines data on the Saudi VET leadership styles as
perceived by their leaders and raters. As indicated in the methodology chapter, two
groups of questions were formulated to address this aim. The first group sought to build
concepts by asking questions on leadership styles as perceived by respondents. The
second group of questions related to their preconceptions of transformational-
transactional leadership. These questions concern the constituent elements of
transformational and transactional leadership. Based upon these questions, several
themes and quotations are identified in section 6.3. These offer further and different

insights into the data previously gathered in the quantitative strand.

The third objective was to investigate socio-cultural factors that may be associated with
VET leadership style in Saudi Arabia; this objective was addressed based upon four
constructs from Dorfman and Howell’s (1988) cultural values dimensions. Interviews
were conducted to explore the possible impact of culture on VET leadership styles.

Several questions were formulated to elicit data concerning these aims. These questions
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first asked respondents about their perceptions of cultural values in the workplace and
the extent to which they shape and influence their leadership styles. These themes are
explored in section 6.4. Given that the leadership styles of each respondent were
identified previously through qualitative and quantitative data, this section also seeks to
explore the potential connections between the perceived national culture and leadership
of respondents. First, however, the characteristics of the interview respondents will be

introduced.

6.2 Characteristics of Respondents

As indicated in the methodology chapter in section 4.4, the sample of this study is called
a nested mixed-method sample (an explanatory sequential design) in which information
generated through the quantitative strand was used to select participants with particular
characteristics for the qualitative strand. The interviews involved 11 participants divided
into two main subgroups of leaders and raters. Based on the information gathered in the
quantitative stage, four additional categories were identified among them: five leaders
who gave the highest scores in self-perceived transformational leadership styles (coded
as LTF-1, LTF-2, LTF-3, LTF-4 and LTF-5); three leaders who gave the highest
scores in self-perceived transactional style leadership styles (coded as LTA-1, LTA-2
andLTA-3); two raters who gave the highest scores in perceived transformational
leadership (coded as RTF-1 and RTF-2); and one rater who gave the highest score in
perceived transactional style leadership styles (coded as RTA-1). The detailed
demographic profiles of the participants and the codes that represent them are shown in

Table 6.1.
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Table 6-1: The demographic profiles of the interview participants

Codes | Gender | Age group Work The educational Institutional
experience level affiliation
LTF-1 |Female |40-49 4-8 Master Vice Dean of TCG
LTF-2 [Male  |40-49 < 3 Doctor Dean of TC
LTF-3 |Female |20-39 < 3 Bachelor Vice Dean of TCG
LTF-4 |Female | 30-39 < 3 Bachelor Vice-Dean of TCG
LTF-5 [Male  |30-39 4-8 Bachelor Vice Head of VI
LTA-1 |Female |20-29 4-8 Bachelor Vice-Dean of TCG
LTA-2|Male |40-49 17+ Bachelor Head of VI
LTA-3 [Male  |40-49 17+ Bachelor Head of VI
RTF-1 |Female |30-39 4-8 Bachelor Trainer in TCG
RTF-2 |Male  |40-49 17+ Bachelor Trainer in VI
RTA-1|Male |30-39 9-16 Bachelor Trainer in TC

6.3 Leadership Dimensions

The following subsections will explore in detail the important themes emerging from the
interviews according to two main leadership styles of transformational leadership,
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transactional leadership. Those characteristics of leadership that do not fall within either
transformational or transactional categories were classified as emergent leadership styles

specific to the context of study.

6.3.1 Transformational Leadership

As indicated in section 2.3.2, transformational leadership outlined by Bass and Avolio
(1985) in the MLQ instrument comprises four dimensions: idealised influence,
inspirational motivation, intellectual stimulation and individualised consideration. These

dimensions were emphasised as the main leadership characteristics of Saudi VET leaders.

6.3.1.1. Idealised Influence

Different elements of this dimension were identified by respondents as important
characteristics of Saudi VET leaders. It was indicated in section 2.3.2 that there are a

number of constituent elements that characterise leaders as high in idealised influence.

One of the most important elements of this dimension was a quality that allows the
leaders to appear as role models for their followers. LTF-4 stated, “For a leader, it is
crucial to demonstrate and exercise high-standard leadership qualities because the
followers inevitably emulate behaviours of their leaders”. This respondent referred to
her personal experience, explaining, “I personally stepped into my former manager’s
shoes and applied her leadership style, which I believe is the most suitable method in
this context”. LTF-1 also underscored the ways in which followers emulate supervisors’
behaviours, stating that “it is very important for leaders to behave appropriately

because if the leaders go out of the correct path their followers may also be led astray.”
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Apart from LTF-1 and LTF-4, no other respondent mentioned the importance of being a
role model as an important element of this dimension. Instead, three of them referred to
being admired, respected and trusted as qualities of Saudi VET leaders, which are also
the main elements of idealised influence. LTF-2 stated, “When a manager is assigned as
a dean of a VET college, it is crucial for him to gain a large extent of legitimacy and
support from subordinates”. He stressed, "l do not like my followers to obey me only
because | am officially their manager, but most importantly they should develop a
relationship with me based on respect and trust™ (LTF-2). RTF-2 shared this sentiment,
stating that “our relationship with our head teacher is based on a bond of trust and
respect rather than organisational constraints and formal binding by-/aws . In line with
these statements, LTA-2 stated that

trust and respect are integral parts of leaders-subordinates

relations ... I tried to develop a sense of trust and confidence with

my subordinates as soon as | was appointed as a head of VI because

| strongly believe that leadership sooner or later will halt if

subordinates do not trust the leader.
Another element closely associated with the previously mentioned dimensions was that
of enjoying high moral standards and conducting oneself in an ethical manner. These
characteristics were emphasised by almost all respondents. For instance, LTF-4 stated
that, as the Vice-Dean of a TCG, she always attempted to demonstrate the best leadership
style based on the highest ethical values. LTA-1, on the other hand, contended that she
believed in obedience to the rules and regulations of the organization. Several other

respondents asserted that they should be good leaders based on their shared ethical

beliefs, drawing on Islamic ethical principles.
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Another element that falls within this dimension is that of displaying a sense of power
and confidence. Three of the respondents, all of whom were from TCG, highlighted this
characteristic. LTF-3, for instance, stated that a leader should always appear very
confident and bring everything under her control. LTF-3 added that “the lack of
determination and confidence of the leader would inevitably lead to chaos in
organisation and confusion in decision-making” (LTF-3). LTF-1 similarly said, "The
strength of leadership is evident through the decisions made by leaders... uncertainty in
decision-making is an important indication of weak leadership”. LTF-1 went on to say:

| accepted this responsibility in the VET institution (TCG) because |

have already gained much relevant experience and knowledge like

curriculum development...and assessment. As a result | can perform
my duties well and | am very confident in whatever | do (LTF-1).

The final element of idealised influence underscored by two respondents is the
importance of having a sense of purpose and clear vision and mission. LTF- 4 stated
that, as long as the leader has a clear understanding of her goals and missions, she will
be confident of accomplishing them. Similarly, LTF-1 reiterated that an organisation
will not succeed unless a leader has a solid understanding of its vision. She particularly
emphasised that, “without a clear understanding of the long- and short-term goals of
the organisation, it is impossible to direct it onto the correct path”. However, some
respondents (LTF-4, LTF-2, LTF-3, LTF-5, and RTF-1) referred to a number of
obstacles that prevented them from acquiring a clear idea of their missions. The most
commonly perceived difficulty in this respect was the instability of general policies of

TVTC in Saudi Arabia. LTF-3, for instance, stated:
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What worries us is that policies have become short-term and are
rapidly changing. Changing the system without taking into
consideration the requirements for such a change leads to increased
psychological and physical pressures... Indeed, in the beginning, the
vision was clear, but due to the rapid changes and non-commitment
by the executive manager to a long-term plan, it turned out blurry
(LTF-3).

Similarly, RTF-1 stated, “As a trainer, I have clear tasks, but the college’s changing

strategy causes ambiguity” (RTF-1).

When the respondents were asked to describe their perceptions of their institution’s
vision, they stated more or less general goals. Among the most common visions were
“reaching out to the largest band of trainees” (LTF-1), “training the trainees at the
best levels in order to meet requirements of the labour market” (LTF-2), and “focus[ing]
on quality training to secure job opportunities for trainees” (LTA-3). These can be
divided into two important groups: those visions that are derived from the general
policies stipulated by TVTC and those visions set out by managers according to their
trends. LTF-2 clarified:

The vision of the organisation is not limited to the one mentioned in

the basic documents and circulated by bylaws from the higher

authorities ... each manager should be qualified enough to set out the

specific visions of his own institution. For example, | have drawn up

a vision and mission statement of my own institution and set a target

period of a few years in order to accomplish that mission and to
realise that vision.
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6.3.1.2. Inspirational Motivation

As indicated in section 2.3, inspirationally motivated leaders tend to motivate and
inspire subordinates by talking optimistically about the future and enthusiastically
about what needs to be accomplished. Such leaders can also be regarded as visionary in
the sense that they articulate a compelling vision of the future and confidence that their
goal will be achieved (Bass and Riggio, 2006). LTF-3 stated that "motivation is an
important element of human communications; however, when it comes to leader-
subordinates relationships it becomes acute” (LTF-3). Due to this importance, LTF-3
stated, “I regularly use motivational rhetoric during meetings with trainers and heads of
departments in order to enhance their sense of confidence”. Similarly, LTF-1 stressed
that motivation is crucial. She narrated her recent personal experience, stating,

Recently one of our trainers was awarded certificates of gratitude

because her students’ project gained the highest results within this

college. | sent her a letter of appreciation and congratulated her on

the award. | believed that this letter would actually enhance her

motivation because, along with the certificate she received, her good

job should be appreciated personally (LTF-1).
Talking optimistically about the future and being enthusiastic about what needs to be
accomplished were key elements of inspirational motivation and were stressed by three

respondents. LTF-1, for instance, stated that “conveying pessimistic messages about the

future to subordinates looks like planting the seeds of failure”. She added:
| always appear optimistic about everything in my behaviour and
speech because whatever you believe in, it will happen to you ... I

always encourage my subordinates to trust in God in positive ways and
keep them optimistic (LTF-1).
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LTF-3 stated that she always talked very energetically and tried to appear full of
enthusiasm with subordinates. She explained, “I arrange regular meetings with my
subordinates and these meetings are the main forum for me to disseminate a positive
image about the future of their work to subordinates”. LTF-5, on the hand, stressed that
a leader should be very positive and enthusiastic in conducting leadership and, more
importantly, he should be able to communicate these values perfectly to subordinates. To
support this notion in this context, he referred to a well-known saying of Prophet
Muhammad (peace be upon him), “[The] Optimistic [One] goodness shall find" as an

important principle of leaders’ beliefs.

Another important element of inspirational motivation is a characteristic labelled
visionary, meaning a leader who provides followers with a vision and a sense of mission.
Once a leader has a good understanding of the vision, the next step is to articulate it to
the subordinates. LTF-4 stated, “We should first have a clear understanding of its
[TCG’s] goals and missions in order to persuade the subordinates to materialise that”.
LTF-1 similarly argued that "a leader should be visionary and possess a clear
indication of how the vision can be recognised and carried out effectively by the
subordinates” (LTF-1). LTF-3 shared this view. She felt the need to be very clear about
her own personal vision and mission as the leader of the organisation because she would
be held accountable. She stated that “in order to avoid any ambiguity or unwanted

behaviour, the employee’s conduct will be in harmony with the whole organisation”

(LTF-3).
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The respondents identified a number of methods for the articulation of vision. For

instance, LTF-3 said,

As a Vice-Dean and former trainer, the vision is very clear and |
focus on showing this in several ways: at meetings and at the
beginning of each training semester; and through issuing leaflets
and bulletins to illustrate the vision and reasons for our presence
(LTF-3).

Similarly, LTA-3 noted,

At the start of each training semester, a meeting is held among the

Institute’s employees in which all requirements are clarified. Among

many other things, we stress the Institute’s vision and it should be

clear for all...We always stress the vision, objectives, bylaws and

regulations, especially with fresh trainers and at the beginning of

each semester. We also hold awareness campaigns using leaflets and

posters that are distributed among all sections. In addition, a board

is hung in each section, on which the organisation’s vision and

objectives are stated (LTA-3).
However, the respondents found it hard to spell out adequately all employees’
responsibilities and expectations. LTA-1, for instance, said, “The hardest thing I
encounter is the difficulty in conveying my ideas on mutual responsibilities of trainers

and the whole College”.

6.3.1.3. Intellectual Stimulation

As indicated in section 2.3, this dimension describes those leaders who encourage the
followers to be creative and innovative and to challenge their own beliefs and values
as well as those of the leader and the organisation. These leaders consider problems

from different angles and allow the followers to engage in careful problem-solving.
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LTF-1 believed that it is crucial for a leader to encourage the subordinates to be
innovative and creative in their daily routines. She gave an example of how relying on
this principle improved the efficiency of their organisation. She said:

The student annual enrolment was a difficult task that used to take

several hours and provoked many complaints from most students.

One of our heads of department, who was familiar with the

operational management field, proposed a plan that could speed up

the whole process. Initially, her plan was rejected by my deputy but |

insisted on giving her a chance to try these new ideas. Once the new

process based on the plan was implemented, almost all students and

officers were surprised as the whole process of enrolment was

reduced to only one hour and a half (LTF-1).
LTF- | then reiterated that “iz is necessary to encourage and support the subordinates to
bring about new ideas”. Similarly, LTA-2 believed that it is a good idea to give
followers a chance to bring about new ideas; however, he emphasised that at the same
time there should be some degree of control. He used the metaphor of driving and

stressed that the leader should use both accelerator and brake at the appropriate times.

This element of intellectual stimulation was also stressed by LTF-2 who stated that

one of the features of an efficient leader is to overcome any problems

in an innovative way...I always expect my followers to follow tested

and well established procedures but at the same time | give them this

leeway to approach problems with their own personal creativity (LTF-

2).
In contrast, LTA-3 explained that the important aspect of his work was to ensure his
subordinates follow the exact tasks of their roles. He stated, “I usually remind my
employees that the most important thing for me to follow the regulation step by step. |

do not want more than them doing their exact work”.
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Another element that characterises a leader with intellectual stimulation is the soliciting
of new ideas from subordinates. LTF-4 said
I would often use the meetings with open discussions and
brainstorming with heads of department in order to make
decisions...this sort of decision-making is rooted in our long-
standing tradition of consultation [Shura] which encourages the

leader to invite the followers to open meetings to share concerns and
solicit ideas.

LTF-4 believed that, despite years of experience and knowledge, she would still seek
advice from her subordinates because she knew that they were experts in their own right.
Therefore, before LTF-4 finalised her decision, her subordinates were given the
opportunity to look at the issue and give their opinions on the matter. Another
respondent, LTF-3, referred to a famous Arab proverb, “The one who consults does not
fail”, as an important principle of her leadership and clarified her decision-making
procedure as follows:

| study the problem from different perspectives. | should define what

type it belongs to, and whether it is related to regulations, such as

behavioural and disciplinary problems. Afterwards, | consult with

those around me to take a decision so as to resolve the problem after

discussing all possibilities. However, if we don’t find a solution, we

refer the problem to TVTC if it is not a personal problem. Yet, if it is

a personal one, | seek a solution to it after holding a discussion with
the one involved in it from all perspectives (LTF-3).

6.3.1.4. Individualised Consideration

As with idealised influence, individualised consideration was highlighted by all the
respondents as an important characteristic of their leadership styles. One of its elements,
underscored by all respondents, was the tendency to view every subordinate as having
different needs and abilities; thus, they should be treated differently. When RTF-I,
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one of the trainers, was asked about how she was treated by her manager, she was very

optimistic. She explained:

I was lucky to have such a considerate manager in the beginning of
my career because she did not expect me to be a master in all
relevant affairs. Rather, she considered both my strengths and
weakness and helped me to put my capabilities into use and
overcome my weakness (RTF-I).

Another respondent explained,

Here in this vocational institute we have trainers with high academic
training and low work experience as well as trainers with high work
experience and low academic credentials. | believe it is an added
advantage rather than a pitfall because the VET trainers should
combine both knowledge and skill.... regardless of their academic
background and work experience, there would be no difference for
me because they complement one another by learning from one
another (LTF-5).

In order for LTF-5 to gain a good understanding of his subordinates’ abilities and skills,
he wanted them to provide a full CV. He stated,
As a leader, it is necessary for me to have a comprehensive
knowledge of my employees including their academic certificates or
training, their additional skills and experience and also general
things about their family and personal commitments. This
information helps me to assign them to the appropriate positions that
suit them well. We should know our subordinates very well if we
want to lead them perfectly (LTF-5).
Similarly, LTA-2 referred to the fact that VET is a specific training institution in which
both skills and knowledge matter. He said that failure to recognise the strengths and
weaknesses of followers would lead to inefficient leadership. He also stated that those

with different levels of knowledge and skills would complement the strength of the

institution and the leader. LTA-2 continued, “/ treat my subordinates based on the
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principle of justice rather than equality. | never compare the abilities of beginners with

those of senior ones .

The leadership of the VET institution was a new experience for LTF-2, as he found a
substantial gap among trainers in terms of knowledge and skills. Prior to his
appointment as the Dean of a VET institution, he was working in a private company. He
stated, “lI view every trainer as having different abilities and thus treat them on

individual basis”’. LTF-2 admitted that

VET trainers with high academic achievements were good at scientific
and analytical aspects of courses, particularly in giving lectures, while
those with high work experience have mastery of conducting practical
workshops (LTF-2).

As with LTF-2, LTF-4 stated that she would never discriminate between the trainers
merely on the basis of their academic achievements. In her view, all trainers should be
treated with equal respect. The most important issue for her was the extent to which

each trainer could make a contribution to the organisation. Similarly, LTF-3 noted that

All of my trainers were considered assets to the Institution
regardless of their fields of expertise, but what mattered most were
their different knowledge and skills... I made great efforts to help and
guide the trainers from different backgrounds who were expert in
their own field, to enhance their abilities. For instance, the head of
the tailoring and dress-making department was very senior and
experienced in practical jobs; however, her knowledge about
theoretical aspects of tailoring was modest. What | had to do was to
give her a chance to attend related courses to gain related
knowledge (LTF-3).
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In line with the above statements, LTF-1 said that trainers have different needs and, thus,
the leader should individualise the level of support given to their subordinates. She said
that the prerequisite of this is the recognition of the differences among the subordinates.
LTF-1 specifically stated that she divided trainers into three different levels in terms of
their abilities: high-quality, medium-quality and minimum-quality. She continued:

As a leader | have to deal with each level in different ways. | will

spend little time with high-quality performers. Instead, I will spend

much time on getting the best from the second level because | believe

that, with proper guidance and training, they could reach the

standard levels. The third level represents the biggest challenge to

me because they exhibit little motivation and low discipline. As a

leader | do not want to use my authority to severely reprimand them.

Rather, I try to understand what their problems are and how | might

be helpful to assist followers in becoming active and effective in their
work (LTF-1).

Another element of individualised consideration, shared by two of the respondents, was
that of acting as coach and mentor. LTF-3, for instance, strongly believed in the need for
leaders to regularly guide and advise their followers. LTF-3 said that, as a leader, it was

her duty to guide and mentor her followers. She said,

To fulfil this responsibility | act in two ways: for some | personally act
as coach and adviser and for others | use delegation to help them
grow through personal challenges (LTF-3).

On the other hand, LTF-5 stressed that a leader should act as the point of reference for
his followers. Leaders should not be selective in the knowledge they convey to their

subordinates.
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6.3.2 Transactional Leadership

Three important dimensions were also identified for transactional leadership, which are
contingent reward, management by exception active, and management by exception

passive.

6.3.2.1 Contingent Reward

Contingent reward is transactional when the leader assigns a task or obtains agreement
from the follower on what needs to be done and arranges for psychological or material
rewards for followers in exchange for satisfactorily carrying out the assignment (Bass,
1998). It was also indicated that contingent reward bears a resemblance to the features
of transformational leadership when the reward is psychological, such as praise and
recognition (Bass and Riggio, 2006). LTF-3 explained that there are a number of

psychological rewards in TVTC. She noted that,

At the unofficial level, the trainer may receive certificates of gratitude
and their behaviour may be described as meticulous or industrious.
This gives the trainer a feeling that her skills and efforts towards
trainees are appreciated (LTF-3).

LTF-1 also said,

| use immediate letters of appreciation in any situation | like and in
which 1 find that the employee truly deserves praise. | also distribute
certificates of appreciation, shields and letters of gratitude at the end
of the training year (LTF-1).

The efficient use of financial rewards was underscored by RTA-1, LTA-1 and LTA-3.
However, LTF-3 said that, while rewarding her followers with anything material was

effective, when she rewarded them with praise and recognition she noticed a better effort
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from them. Similarly, LTF-2 felt that non-monetary rewards would indirectly influence
the behaviours of subordinates in a positive manner. When questioned about rewarding
their followers in exchange for effort, all participants except LTF-5 and LTF-4 believed

that rewards would act as a motivational factor for their subordinates.

The most common form of reward identified by respondents, however, was not financial
rewards but those in the form of annual appraisal of employee performance. The
respondents highlighted the importance of these procedures as an important indication
of contingent reward. They explained that each subordinate is rated according to his or
her performance and contribution to the organisation. The annual appraisal is normally
used as a basis for promotion and salary increase. A large part of the scores given in

these appraisals was left to the discretion of the immediate managers.

RTF-1 clarified that, as long as trainers perform according to the regulations established
in the VET institution, there was no reason why she would not "reward" her followers
with the score they deserved. LTF-3 emphasised that the annual appraisal was used as a
form of reward for her trainers. LTF-2 said he would use the yearly appraisal as a form

of promise in return for good performance. He said:

I will share with the subordinates my expectations and, once satisfied,
I have no hesitation in awarding the deserved scores in the
subordinate's appraisal form ...I would never use this procedure as
a tool to put unnecessary pressure on my subordinates. If I found
that, in some cases, they did not perform according to the required
standards, | would arrange a meeting in the middle of the year to
advise and guide the subordinates and tell them that they need to
perform better (LTF-2).
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Another form of reward highlighted by two of the respondents, LTF-2 and LTF-5, was
to allow them to attend short courses. LTF-5 stated that training opportunities conducted
locally or internationally have proved to be very beneficial for subordinates as they
enhance the capabilities and speed up their promotions. LTF-3 similarly stated that,
Recently, two trainers wished to continue with their higher academic
studies, but the higher authority rejected such demands. So, my role

was to facilitate contact between the two instructors and the
authority to look into reasons behind the refusal (LTF-3).

LTA-2 also noted that “we motivate employees and trainers by granting those training
courses in their respective fields, in addition to awarding them Certificates of
Appreciation”.  All respondents believed that the reward system of TVTC was
unsatisfactory compared to other government sectors. As RTF-2 clarified,

Within the boundaries of the current system of VET in Saudi Arabia,

the [monetary] remuneration is insufficient largely because the

system here is tied to the civil service system. | truly hope that the

system will allow more utilisation of remuneration according to
exerted efforts.

RTA-1, however, said,

The authority within the boundaries of the system and the TVTC are
limited to presenting excellence rewards and certificates of gratitude.
For instance, the trainers perform well and set up an excellent and
outstanding project; thus, they deserve more than what is allowed by
the current reward system.

6.3.2.2 Management by Exception (Active and Passive)

It was indicated in section 2.3.2 that Management by Exception (Active) is a corrective

leadership style in which the leader monitors deviances, keeps track of mistakes and
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errors in the performance of the subordinates, and takes corrective action if a subordinate
fails to meet standards. In passive management by exception, the leader takes no
corrective action until a problem comes to his or her attention indicating unsatisfactory
follower performance. The corrective action may be negative feedback, reproof,
disapproval or disciplinary action. Three respondents endorsed Management by
Exception (Active). LTF-4 in particular indicated,

I usually focus on the positive aspects and highlight work progress.

In the presence of negative aspects, | show means of avoiding them

through reviewing other sections. | also recommend reading about

the aspects in which there are some weaknesses (LTF-4).
LTA-2, in contrast, stated that he kept the employees under constant surveillance. LTA-
1 indicated that, according to the requirements of her job description, the intentional and
serious mistakes made by subordinates should be highlighted in order that they might be
avoided in the future. However, she reiterated, “I did not focus only on the mistakes but
was willing to provide the followers with a solution to overcome the mistake”. LTF-1
stated that she used some preventative methods to avoid potential mistakes. She said

We already have established pre-emptive measures. For example,

signing in and out should be verified using the fingerprint machine

at specific times. We are implementing a system that is different from

those in schools, as we rely on fingerprints and not as in universities.

Here, we receive salary privileges and thus we are required to be

distinguished in our performance. So, signing in and out should be at

definite times, even if the trainer has no lectures to give. She can

enhance her capabilities during such unutilised times (LTF-1).

The most common mistakes identified by respondents were delay, absence, and going

out during working hours without permission.
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6.3.3 Other Emergent Leadership Styles

The respondents also pointed out a number of leadership characteristics that cannot be
explained adequately by transformational or transactional leadership models. One
important leadership characteristic especially endorsed by the respondents is knowledge.
LTF-1 noted that she was appointed as the Dean of College largely because she had vast
knowledge and experience in the management of training. She stated that “knowledge is
indispensable for a leader as this serves as a key value that they want to impart to their
subordinates ”. LTF-2 maintained that “with adequate knowledge, a leader would be in a
good position to guide and be a point of reference to his followers”. LTF-3 noted that
“a leader should stand head and shoulders above her subordinates in terms of
knowledge and experience but at the same time she should not underestimate their
knowledge”. LTF-3 noted that, in particular, leadership of VET institutions requires the
leaders and subordinates to be knowledgeable and well-informed on issues related to
both educational system and workplace. RTF-2, on the other hand, believed that leaders
and subordinates should continuously share knowledge and experience and compensate
one another’s shortcomings. Leaders, according to LTF-3, should be always open to

learning new ideas regardless of their vast experience.

Another characteristic identified by respondents when describing their leadership style
was something similar to the concept of paternalism. In this sense, the leader acts as a
father figure in taking a personal interest in workers’ lives and helping them with their
personal needs. RTF-2 said, “My leader has developed a benevolent relationship with us

as we all feel like the members of a family”. LTF-4 similarly said,
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As a leader, | feel a responsibility to get to know all aspects of my
subordinates’ lives...I do not intend to break their privacy or interfere
in their personal affairs but the main reason is to help them to deal
with their personal problems as much as possible (LTF-4).

LTF-2, said, “I usually attend special events or ceremonies of my subordinates such as
weddings and their relatives’ funerals”. He also stated that “the staff members, trainers
and leaders are very close to one another. Our organisation holds social gatherings and
I personally attend them”. LTF-1 similarly said that she always participates in social
gatherings such as dinners and special events of subordinates. She said, “I don 't ignore
important events such as somebody going on Haj or having a new baby. These are not
extra jobs for me and I love to be close to my members of staff”. LTA-1 also said, “I keep
track of important days of my subordinates and encourage other trainers to join in and
be a part of such events”. The results showed that these leaders tended to solve the
problems of their subordinates exactly as a father does. They even help their subordinates
to overcome their personal problems. RTA-1 said,

One of our trainers was the only son of a family and his father was
suffering from a chronic decease. Our leader reduced his working
hours and let him leave early or go to work late in order to have
more time to look after his ailing father in hospital. He was also
given permission to leave work in case of any emergency call from

the hospital.

Similarly, LTF-3, said, “When one of our staff has a baby, because the maternity leave is

not enough, 1 try to give her fewer hours than usual.”

6.4 Cultural Values

The respondents were asked about their perceptions of different dimensions of cultural

values based on the definitions developed by Dorfman and Howell (1988).
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6.4.1 Power Distance

The first dimension of cultural values based on Dorfman and Howell’s definition is
power distance. This has to do with the type of relations existing between leaders and
subordinates. This dimension usually demonstrates the ways in which important
decisions are made in an organisation. It was also indicated that, in low power distance
countries, there is a strong preference for consultation between leader and subordinate.
Organisations tend to be flatter; they are less centralised and contain fewer supervisory
positions. In such workplaces, the leaders tend to delegate important tasks to

subordinates.

All respondents expressed a preference for consultation, less centralisation and fewer
supervisory positions. LTF-1, for instance said, “A leader should trust and allow

subordinates to participate in solving particular problems”. She said,

Each department should resolve its own problems. Yet, if the section
cannot find a solution to a certain problem, we [as the Head of College]
help it resolve such a problem. We also consult those with prior
expertise in the face of any difficulty and we listen to all parties
involved (LTF-1).

LTF-2 also underscored the importance of listening to subordinates’ opinions. He said,
“Each head of department should resolve problems with the staff members as it is not

allowed to disregard the administrative hierarchy”. He clarified,

Day-to-day decisions are made in the department council. If they fail
to find a solution, the head of department refers the problem to the
College Council which comprises the Dean, Vice-Deans and heads
of departments. All heads of departments are at the same time
trainers, and as a result they represent the lowest-ranked employees,
although they do not directly attend the meeting”.
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LTF-3 similarly said,

Heads of departments take part in resolving problems. However, some
of these problems are hard for them under their powers. Thus, the
Vice-Dean or the Dean of the college is consulted in solving the
problem (LTF-3).

Referring to Shura, the principle of consultation in Islam, she strongly believed that it
was important for leaders to involve the subordinates in the whole process of decision-
making. She also indicated that many decisions should be voted on and then referred to
the College’s Council. RTF-1 similarly indicated that the decision-making process
“involves all administrative cadres, the Vice-Dean, and heads of administrative and
training departments” (RTF-1). LTF-5 similarly emphasised the importance of
consultation in taking decisions in the organisation, stating,

The Institute employees take part in the decision-making process via

the Institute Board. This Board comprises the Institute Secretary for

Training (representing trainers and the training process), the

Institute Secretary for Trainee Services (representing trainees and

activities), heads of departments and some trainers (LTF-5).
LTF-5 also indicated that the administrative hierarchy does not prevent trainers and

some employees from taking part in decision-making as their viewpoints are expressed

by their direct superiors to decision-makers.

Five respondents highlighted the importance of the delegation of power. LTF-5, for
instance, said that the delegation of power “helps followers become responsible, boosting
their experience and reducing centralisation. Delegation should be gradual and should
continue at all levels”. He said, “On several occasions, | delegated some of my employees
to perform work on my behalf. Yet, each employee is delegated according to the tasks

that suit them”. Similarly LTA-2- indicated that “delegation is one method of successful
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management”. He noted, “The Vice-Head is delegated if I'm engaged in a course or a
meeting to carry out urgent dealings”. LTA-2, however, while highlighting the

importance of delegation of power, indicated that

There is no regulation stating the issue of delegating powers, and this
move depends on the unit manager. | can authorise the Vice-Head to
work on my behalf while I'm on an official mission so as to ensure
work flow. As for financial inventory issues, | must perform them
myself (LFT-3).

Generally, the responses suggest that, in view of the organisation’s hierarchical structure,
leaders largely preferred a low power distance, branded by consultation and delegation.
This turned out, however, to be more of a personal preference than an institutionalised

procedure.

6.4.2 Uncertainty Avoidance

The second dimension of cultural values explained by Dorfman and Howell (1988) was
uncertainty avoidance in the workplace. This dimension predominantly refers to the
degree of tolerance a culture has for ambiguity, and it usually concerns the absence or
existence of formal laws and informal rules controlling the rights and duties of leaders
and subordinates. It was indicated that, in countries with low uncertainty avoidance, job
requirements and instructions are spelled out in detail. Such workplaces are normally
associated with lower anxiety because the subordinates have a clear understanding of

what they are expected to do.

All respondents pointed out the importance of the existence of regulations or bylaws that
spell out in detail the duties of employees. LTF-1 stated that it is crucial to have a good
number of rules, regulations and instructions. She said,
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The tasks assigned to me are on the whole clear, but since the
understanding of some of them differs from on institute to another, we
sometimes request exact clarifications from the higher authorities
about a certain bylaw (LTF-1).

LTF-3 similarly underscored the importance of the availability of descriptions for job

requirements and instructions, stating,

| make an orientation for any new employee, where | clarify to her
what the bylaws state. | do so in order to avoid any ambiguity or
unwanted behaviour and, thus, the employee’s conduct will be in
harmony with the whole institution (LTF-3).

LTF-1 also stated that “as a leader, | have clear tasks, but the TVTC’s changing
strategy causes ambiguity”. LTF-5 also stated that “we should have structure and rules

in our organisation”’. He said that, in practice,

There may be some ambiguity but it fades away when we inquire
about it more than once in order to implement it correctly. Vagueness
in some of them [the rules] is natural and what we have to do is to
clarify the vagueness as much as possible (LTF-5).

Similarly, LTA-2 said, “I believe that nearly 60-70% of job descriptions are clear but
for the rest we have to seek the advice of higher authorities.” LTA-1 also noted that “a
successful organisation is built on stability and transparency of regulations.” However,
she said, “I feel worried when I see several changes in bylaws and guidelines issued by
the executive managers. For example, a shift to the trimester training system raised my
concerns because everyone became extremely pressured over the whole year”. LTA-3
also complained that “the fact that the regulations require a longer time to be

implemented causes work pressure”.
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It is clear that all respondents expressed high uncertainty and were anxious about any
ambiguity related to wider rules and regulations. Change causes of a lot stress, and

uncertainty is correlated with a higher administrative load on leaders.

6.4.3 Individualism/Collectivism

Another important dimension of cultural values proposed by Dorfman and Howell (1988)
is collectivism/individualism. Collectivism describes societies in which everyone is
integrated into strong, cohesive in-groups, and in the workplace the success and welfare
of the group is more important than those of individuals. In such societies, managers
encourage group loyalty even at the expense of individual goals. Individualism, in
contrast, pertains to societies in which everyone is expected to look after him/herself and
his or her immediate family. The results show that nearly all respondents felt that the
interests of the group should be taken into consideration first. LTF-1 stated that “success
is a priority for the whole group rather than for me”. However, she reiterated that “as a
whole, in my opinion personal interests are not in contradiction to group ones”. She
continued

actually, the nature of the task and work is what defines whether

work should be carried out individually or through teamwork.

During teamwork, each one should do their work perfectly, which

will help the success of teamwork. Trainers have their roles and the

secretaries have their own and thus | believe that individual work is

part of collective work (LTF-1).

She said, “I consider the success of my group to be my mine as well” (LTF-1). LTF-2

similarly noted that
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Collective or individual work is imposed on us according to the nature
of the work. In most cases, work is done individually because
performance evaluation is carried out for each individual. Yet, the
individual’s work ultimately pursues the collective goals of the whole
group (LTF-2).

LTF-5 shared the same perception, stating that “the Institute’s manager cannot achieve
success without the success of employees. The manager’s success stems from that of his
employees”. He clarified that “obviously, teamwork is a norm in our Institute through
giving powers to all while carrying out indirect follow-up ” (LTF-5). LTA-3, in the same
way, indicated, “We believe in the Islamic principle of Yad Allah Ma’a Jama’ah, (God'’s
hand (of protection) is with the group)...on this basis we encourage and support
teamwork and group thinking.” Thus, on the whole the responses primarily express a
collective culture in which each individual’s attempts, interests and work are endeavours

aimed at achieving the whole group’s goals.

6.4.4 Masculinity/Femininity

Another CV dimension explained by Dorfman and Howell (1988) is
Masculinity/Femininity. This dimension is the most controversial of the cultural
dimensions and is easily confused with individualism and collectivism. Masculinity
pertains to workplaces in which social gender roles are clearly distinct (i.e., men are
supposed to be assertive, tough, and focused on material success whereas women are
supposed to be modest, tender, and concerned with the quality of life); femininity
pertains to workplaces in which social gender roles overlap (i.e. both men and women
are supposed to be modest, tender, and concerned with the quality of life). The central

concern in this dimension is the preference for male managers over female managers.
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Since the VET educational system in Saudi Arabia is gender-segregated, it is not
possible to compare male and female leadership in a single workplace. LTF-3 (a female

respondent), for example, said,

Most administrative activities are not measured according to the sex of
the official, as it largely depends on his/her scientific culture as well as
knowledge about daily and monthly needs of work, as well as medium-
and long-term policies adopted by the official (LTF-3).

Similarly, LTF-5 (a male respondent) noted that

It is not the gender of employees that matters in administrative work.
However, what really matters is the ability to be interactive and integral.
Whether the employee is male or female, they should be characterised
by ease, meticulousness, organisation and respect for time (LTF-5).

LTF-2 also contended that ‘‘female leaders are caring and understand personal
problems”. LTA-2 believed that “female leaders are more softly deliberate but may
sometimes lack serious command power”. However, he also declared that “there is no
difference between male and female and everything depends on training and

experience’.

From these responses it is difficult to categorise respondents in this dimension. Saudi
culture in general assigns distinct roles to men and women, as well as certain personality
characteristics, and this was reflected in some of the responses, such as those of LTA-2.
However, a segregated work environment gives leadership opportunities to women and

may blur the distinctions observed elsewhere in society.
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6.5 Chapter Summary

This chapter has presented an analysis of data gathered by means of interviews with
eleven Saudi VET leaders and raters, reflecting the structure of the interview schedule.
In particular, the findings from the qualitative strand of this study provided in-depth and
rich information on leadership styles of Saudi VET leaders and helped the researcher to
better understand these leadership styles. The respondents gave descriptions of
leadership behaviour which they perceived as essential to them and which they felt
represented their leadership styles. The findings were then summarised according to the
dimensions of transformational, transactional and other relevant leadership styles. The

main leadership dimensions indicated by respondents are represented in Table 6.2.

Table 6-2: A summary of key themes related to transformational, transactional
and other relevant leadership styles

Leadership Dimensions
Sl U S22 I T T o B IO S S e B N By
T T TI T A T I  I G IESG T TR I ¢
F|F|F|F|F|F|F|F|E|E|E
d (a4 |4 |4 |4 |4 |4 |x|x|x
Transformational |Idealised v v v v v v |v
Inspirational |v v v v
Intellectual v v |v |V v
Individualised |v v |V |V |V v v v
Transactional Contingent v v v v v [V v |V v
MBE (Active) |v 4 v v
MBE (Passive) v
Other leadership v |v v |V v v v
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Chapter 7: Discussion

7.1 Introduction

This chapter presents an interpretation of all the data collected with reference to the
relevant literature reviewed in Chapter Two. It was indicated earlier that the main
research design adopted here was an explanatory sequential design in which extensive
quantitative data collection was followed by collection of qualitative data to help explain
or elaborate on the quantitative results. This chapter will analyse to what extent the
research questions were addressed by evidence based on quantitative and qualitative
data and integrate the results obtained. However, regarding the relationship between
demographic factors and of leadership styles, the emphasis will be placed on
quantitative data, largely because they were more appropriate to address these particular

research questions.

The chapter will follow the order in which the research questions were presented in
Chapter 2, addressing the results from both quantitative and qualitative findings,
beginning with the dominant leadership styles of VET in Saudi Arabia, before
examining the possible relationship between demographic characteristics of Saudi VET
leaders and subordinates and their leadership styles. Finally, Saudi Arabia’s national
culture will be explored before a discussion of its relationship with Saudi VET
leadership styles. The chapter will conclude with a summary of the findings in relation

to the main questions.
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7.2 The Dominant Leadership Styles of Saudi VET

The first research objective was to identify and explore the dominant leadership styles of
VET in Saudi Arabia. It was indicated that TL, also known as the full range leadership
theory (Avolio, 2011), offers an arguably comprehensive basis for understanding a wide
range of different leadership styles. This model was used to identify and explore the
dominant leadership styles of VET in Saudi Arabia. Given that this thesis adopted a
mixed approach, data collected both through quantitative and qualitative phases of data
collection are used to address this question. The data collected through the quantitative
phase of the study draw on the concept and seek to examine the extent to which a
universally accepted concept of TL based on the MLQ instrument is generalizable to the
context of the study. The data collected in the qualitative phase focuses on the variants
of leadership styles, based on the perception of the Saudi VET leaders and raters and the
extent to which they are consistent or otherwise with Culturally Sensitive Leadership

(CSL) models.

7.2.1 The prevalence of Saudi VET leadership styles based on the TL

model

As indicated in section 2.3, theory particularly the TL theory, known also as the full
range theory, differentiates among three different categories of behaviours that leaders
might exhibit: transformational, transactional, and laissez-faire. The transformational
style includes four main components, including idealized influence or charisma,

inspirational motivation, intellectual simulation and individualized consideration, while
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transactional leadership comprises two main components of contingent reward or
constructive transactions and management-by-exception. As indicated in section 4.5.1
the greater mean score on any of the leadership dimensions would most likely represent

the preferred leadership style of the groups or individuals being investigated.

Table 7-1: The comparison of means and standard deviations of leadership
dimensions between this and previous studies

This study Comparative studies
Self-Report Rater-Report Self n =3,375 Lower Level

n=173 n=593 n =4,376
M SD M SD M SD M SD
1A 2.97 .67 2.71 .89 2.99 .53 2.93 .82
IB 3.10 .56 2.75 .79 2.99 .59 2.73 .76
IM 3.29 .53 2.94 .87 3.04 .59 2.97 .79
IS 3.03 57 2.50 91 2.96 52 2.76 NE)
IC 3.09 57 245 1.00 3.16 52 2.78 .88
CR 3.20 .58 2.67 .92 2.99 .53 2.84 .78
MBEA 2.49 .70 2.37 71 1.58 .79 1.67 .92
MBEP .80 14 1.30 .90 1.07 .79 1.02 .79
LF 1.00 .79 1.21 .90 .61 .62 .66 12

Note. 1A = ldealized Influence (Attributed); IB = Idealized Influence (Behaviour); IM = Inspirational
Motivation; IS = Intellectual Simulation; IC = Individualized Consideration; CR = Contingent Reward,;
MBEA = Management-by-Exception Active; MBEP= Management-by-Exception Passive; LF = Laissez
faire; 0 = not at all, 1= once in a while, 2 = sometimes, 3 = fairly often, and 4 = frequently, if not always
(Avolio and Bass, 2004).

Table 7.1 compares the results of this study (listed in the first column) with comparative
studies that used the MLQ (5X-Short Form) (listed in the second column) (Avolio and
Bass, 2004). A review of the table reveals that the mean ratings of all five dimensions of

transformational leadership among Saudi VET leaders were between 2.97 and 3.29. The
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mean ratings for CR and MBEA were 3.20 and 2.49 respectively, which is well within
the optimum range (Bass and Riggio, 2006). MBEP and LF showed mean ratings of
0.80 and 1.0 respectively. Overall, the transformational leadership style had a high mean
score by leaders. This means that often, Saudi VET leaders exhibited a transformational
leadership style. These results concur with the findings of Daughtry and Finch’s (1997)
research on effective leadership provided by local vocational administrators in the USA
and Muijs et al.’s (2006) study on the leadership styles of FE in the UK, which both
concluded that transformational leadership seemed well supported by respondents in

these organizations.

Furthermore, with the fairly high mean score for transactional leadership style by
leaders, the respondents agreed that the Saudi VET leaders sometimes exhibited
transactional leadership as well. Similarly the results of qualitative data substantiate that
the respondents practise both transformational and transactional styles. An overview of
the participants who referred to TL dimensions as the main leadership style for VET in
Saudi Arabia is presented in Table 7.2. As shown in Table 7.2, ten out of eleven
respondents simultaneously identified CR and other transformational leadership

dimensions as the dominant styles for Saudi VET leaders.

251



Table 7-2: The respondents’ practice of Transformational and transactional
behaviour based on interview results

TL Dimensions Transformational Transactional

IBandIA IM IS IC CR MBEA MBEP

Participants in
Interviews

LTF-1
LTF-2
LTF-3
LTF-4
LTF-5
LTA-1
LTA-2
LTA-3
RTF-1
RTF-2
RTA-1

DN N N N N N Y N N N N
<

< A N N N

AN N N NN

AR

AN N N N N

This is in line with previous findings of Bass (2002), who found that it is possible for a
person to exhibit characteristics that include both transformational and transactional
leadership styles. These results particularly corroborate Boateng’s (2012) findings,
which indicate that the leaders of vocational technical educational institutions in Ghana
use a combination of transformational and transactional leadership styles. This is very
significant because of the argument by Waldman et al., (1990) that both

transformational and transactional leadership behaviour are needed to accomplish the
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broad task of leadership in an organization such as a school, since both leadership styles

complement each other.

As indicated in Chapter 4, the research has shown that self-ratings of one's own
leadership behaviour are susceptible to bias (Cooper and Schindler, 2006; Von Ber,
2003) (see Chapter 4:139). Specifically, this problem was approached by Muijs et al.
(2006) with regard to transformational leadership in FE in the UK, where they
emphasised that their “findings may reflect attributional bias as much as actual
behaviours of leaders”. To avoid this problem Bass and Riggio (2006:20) suggested
using the MLQ as a Rater Form. This study used both forms and the results were mixed.
Both leaders and subordinates ranked the IM dimension of transformational leadership
as the most dominant dimension in Saudi VET. However, leaders and subordinates
ranked the second dominant leadership style differently. The leaders perceived CR, the
main dimension of transactional leadership, as being the second most important
leadership dimension. In contrast, the subordinates ranked two other dimensions of
transformational leadership, IB and IA, as second and third respectively. Leaders
perceived MBEP as the least common leadership style, while subordinates gave the
lowest mean score to laissez-faire. A further independent-sample t-test demonstrated
that there are statistically significant differences between rater and self-assessments of
leadership dimensions. By the calculation of the magnitude of the differences between
leaders’ and subordinates’ results it was revealed that IC ranked the first, followed by IS
and CR. The magnitude of the differences was shown to have a modest effect in all
dimensions of transformational and transactional leadership. This effect was small in the

IA and LF dimensions.
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7.2.2 Comparison of the perceptions of respondents with TL

dimensions and CSL models

The second part of the first main research question sought to build a locally meaningful
understanding of Saudi VET leadership styles by soliciting the perceptions of
respondents in this regard. As indicated in Chapter Six (qualitative data), the
respondents answered general questions on leadership styles and gave their view on
their preconceptions of TL. Several themes and quotations were identified that offer
further and different insights on the data previously gathered in the quantitative strand.
In the following lines, these results and the extent to which they are consistent or
otherwise with the TL dimensions and CSL models as developed in the relevant

literature (see Chapter 2, sections 2.5.3, 2.5.3.1, and 2.5.3.2) are discussed.

7.2.2.1 ldealised influence dimension or charisma

The first important characteristic of leaders with idealised influence is to appear as role
models for their followers. To describe the concept of role model the respondents noted
that “the followers inevitably emulate behaviours of their leaders” and “step into former
managers’ shoes and apply their leadership style”. That is why the managers should
“demonstrate and exercise high standard leadership qualities” and ‘“behave
appropriately” to reflect this characteristic. One participant highlighted the crucial role
of leaders as models for followers, arguing that “if the leaders go out of the correct path
their followers may also be led astray”. The role model’s characteristics are more or
less identical to the idea of a heroic leader described by Kalantari (1998) and Hawi

(1982), who argued that Arab people need a hero to set an example. They also bear a
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close resemblance to Ali’s (2005) Prophetic model of leadership, which emphasizes the
ideal human characteristics and attributes for leaders. Similarly, authors like Beekun and
Badawi (1999) have suggested the behaviours that leaders should model in the modern

world based on the traditions introduced and practised by the Prophet Muhammad.

The second feature of leaders in this category is being admired, respected and trusted.
The respondents emphasized that leaders need to “gain a large extent of legitimacy and
support from subordinates” and also “develop a relationship with me based on respect
and trust”. They particularly noted that ideally “the relationship with leaders should be
based on a bond of trust and respect rather than organizational constraints and formal
binding by-laws”. This feature of leadership is in line with a variation of the
‘attunement’ concept used by Noor (1999) to refer to the leader’s communal values,

such as commitment, trust, mutual respect and working for the overall good.

Another feature of an idealised or charismatic leader is to conduct him/herself with high
moral standards and in an ethical manner. There was almost a consensus among
respondents that leaders should follow ethical beliefs, drawing on Islamic values and
principles. Several authors who considered leadership styles in Saudi Arabia suggested
these characteristics for leaders. For instance Kalantari (1998) and Abuznaid (2006)
strongly recommended that leaders incorporate fundamental Islamic values and ethics in
the culture of administration. The idealism concept set out by Ali (2005) as the main
feature of leadership pertains to a belief that it is possible to live in accordance with high
standards of honesty and moral behaviour, based on the teachings of the Quran and the

behaviour of the Prophet. Similarly, the Model of Islamic Total Quality of Musa and
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Saleh (2003) emphasizes the work ethic, in which work becomes synonymous with an

act of worship.

Idealised influence or charisma also characterises those leaders that display a sense of
power and confidence. The findings of qualitative data were also in agreement with
this feature. The respondents suggested that leaders should “take everything under
control” and “demonstrate determination and confidence”. One suggested that “the lack
of determination and confidence of the leader would inevitably lead to chaos in

organization and confusion in decision making”.

Having a sense of purpose and clear vision and mission was the last feature of
idealised leaders mentioned in the literature. The findings corroborate this characteristic
of leadership in the context under the study. The respondents suggested that a leader
should have a “clear understanding of her goals and missions” and “a solid
understanding of vision” and “will be confident that they can be accomplished”. One
said, “Without a clear understanding of the long and short term goals of the organization
it is impossible to direct it on the correct path”. This property of idealised leadership is
very similar to the concept of alignment proposed by Noor (1999), who recommended
the promotion of a sense of mission and purpose for effective leadership based on the

Prophet Muhammad’s leadership style and interaction with his followers.

The respondents referred to a number of obstacles that prevented them from acquiring a
clear idea of mission. The most commonly perceived difficulty in this respect was
instability of general policies of TVTC in Saudi Arabia. One respondent stated, “As a

trainer, | have clear tasks, but the Institute’s changing strategy causes ambiguity”. The
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missions and visions described by respondents for their institution were more or less
general goals. Among the most common visions were “reaching out to the largest band
of trainees”, “training the trainees at the best levels in order to meet requirements of the
labour market” and “focus on quality training to secure job opportunities for trainees .
In general it is possible to divide the responses about organizational visions into two

main groups: the visions that are derived from the general policies stipulated by TVTC,;

and the visions set out by managers based on their own values and aspirations.

Table 7.3 presents a summary of the above discussion. As it is shown in the table, there
is almost a convergence among the characteristics of idealised influence as indicated in
the literature, the characteristics of an ideal leader indicated in CSL models and the

perceptions of respondents reflected in data collected through interview.

Table 7-3: A summary of discussion on Idealised influence

Idealised Influence

MLQ/ Culture | CSL Models Responses
Universal

To appear as role The idea of a heroic leader, Arab | ¢ To demonstrate and

models for their people need a hero to set an exercise high standard
followers example (Kalantari, 1998; Hawi, leadership qualities
1982) e To behave

appropriately
Prophetic model of leadership
which emphasizes the ideal
human characteristics and
attributes (Ali, 2005).

Role models for leaders in the
modern world based on prophet
tradition (Beekun and Badawi,
1999)
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To being admired,
respected and
trusted

Attunement to the purpose and
mission of the system: which
includes communal values such
as commitment, trust, mutual
respect and working for the
overall good (Noor, 1999).

To gain a large extent
of legitimacy and
support from
subordinates

Trust and respect

To conduct with
high moral
standards and in
line with ethical
manner

To incorporate  fundamental
Islamic values and ethics to the
culture of administration
(Kalantari, 1998; Abuznaid,
2006)

Idealism pertains to beliefs that it
is possible to live in accordance
with high standards of honesty
and moral behaviour based on the
teachings of the Quran and in the
behaviour of the Prophet (Ali,
2005).

Model of Islamic Total Quality
which emphasizes the work ethic
in  which  work  becomes
synonymous with an act of
worship (Musa and Saleh. 2003)

Ethical beliefs,
drawing on the Islamic
ethical principles

To display a sense
of power and
confidence

To take everything
under her control
Demonstrate
determination and
confidence

Having a sense of
purpose and clear
vision and mission

Alignment which promotes a
sense of mission and purpose
Noor (1999).

A clear understanding
of her goals and
missions

A solid understanding
of vision
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7.2.2.2 Inspirational motivation

An important feature of this dimension mentioned in the literature is talking
optimistically about the future and enthusiastically about what needs to be
accomplished. The respondents stressed the importance of this feature of leadership by
stating that leaders should “use motivational rhetoric” and “disseminate a positive
image about the future of their work”. One said, “l regularly use motivational rhetoric
during meetings with trainers and heads of departments in order to enhance their sense
of confidence”. Another respondent noted that “conveying pessimistic messages about
the future to subordinates looks like planting the seeds of failure”. They underlined that
optimistic thinking has roots in the Islamic belief of trust in God, in the sense that if
people trust in God in positive ways it keeps them always optimistic. This idea is
actually firmly entrenched in the consciousness of Saudi Arabian people. One
respondent referred to “/The] Optimistic [One] goodness shall find”, a well-known
saying of Prophet Muhammad (peace be upon him) as an important principle of leaders’

beliefs.

Another characteristic of leaders in this category is being visionary, in the sense that
they articulate a compelling vision of the future. The results of interviews offered
considerable insight into this characteristic as well. The respondents underscored that
leaders should be “visionary and possess a clear indication of how the vision could be
recognized” and also “avoid any ambiguity or unwanted behaviour”. One particularly
stated that “we should first have a clear understanding of its [TVTC’s] goals and
missions in order to persuade the subordinates to accomplish that”. The respondents
identified a number of methods for the articulation of vision: (1) at meetings; (2) at the
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beginning of each training semester; (3) via the Institute and the executive managers;
and (4) through issuing leaflets and bulletins to illustrate the vision and reasons for the
institutions presence. One respondent pointed to his standard and accepted procedure in
on-going articulation of the vision, objectives, bylaws and regulations, especially with
fresh instructors and at the beginning of each semester. He also stressed that his
institution held awareness campaigns in which leaflets and posters were distributed
among all sections, along with holding specific meetings in each section, at which the

Institute’s vision and objectives were stated.

Table 7.4 presents a summary of the above discussion on inspirational motivation. As
shown in the table 7.4, there is almost a complete agreement between the characteristics
of inspirational motivation as indicated in the literature and the perceptions of
respondents reflected in data collected through interview. CSL models, however, failed

to refer to this characteristic as a component of Saudi Leadership style.
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Table 7-4: A summary of the discussion on inspirational motivation

Inspirational motivation

MLQ / Culture Universal CSL Models Responses
Talking optimistically e Appear  optimistic  about
about the future and everything by trusting in God
enthusiastically about e To use motivational rhetoric
what needs to be e To disseminate positive image
accomplished. about the future of their work
Visionary in the sense e Visionary and possess a clear
that they articulate a indication of how the vision
compelling vision of the could be recognized
future e To avoid any ambiguity or

unwanted behaviour

7.2.2.3 Intellectual stimulation

This dimension describes those leaders who encourage the followers to be creative and
innovative, consider problems from different angles and allow the followers to engage
in careful problem solving. The findings from interviews corroborate these features for
leaders in the study context. The respondents clearly stated that leaders should “be
innovative and creative in their daily routines” and “encourage and support the
subordinates to bring about new ideas”. However, one emphasised that “at the same
time there should be some degree of control”. He used the metaphor of driving and
stressed that the leader should use both accelerator and brake at the appropriate time.
Similarly, another respondent stated that “I always expect my followers to follow tested

and well established procedures but at the same time | give them this leeway to
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approach problems with their own personal creativity”. This shows that the followers
are not authorised to cross the established borderlines of the organization, although they

are allowed to be creative and innovative.

Another element that characterises a leader with intellectual stimulation is soliciting new
ideas from subordinates. The respondents confirmed that leaders constantly undertake
consultation [Shura] which encourages the leader to invite the followers in open
meetings to share concerns and solicit ideas. This is another entrenched tradition rooted
in Islamic culture in Saudi Arabia. One respondent referred to a famous Arab proverb,
“The one who consults does not fail”, to highlight the importance of this leadership
behaviour. Only one respondent stated, “l usually remind my employees that the most
important thing is for me to follow the regulation step by step. | do not want more than
them doing their exact work”. The tradition of consultation or Shura is also consistent
with the Heroic model of leadership, which encourages subordinates to maximise their

potential (Kalantari, 1998; Hawi, 1982).

Table 7.5 outlines a summary of the above discussion. As shown in the table, there is an
overall convergence among the characteristics of intellectual stimulation as indicated in
the literature and the perceptions of respondents reflected in data collected through
interview. However, CSL models only mentioned the first component as a characteristic

of an ideal leader.
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Table 7-5: A summary of the above discussion on Intellectual stimulation

Intellectual stimulation

MLQ / Culture Universal

CSL Models

Responses

To be creative and
innovative and to
challenge their own
beliefs and values

Heroic model of .
leadership which
encourage subordinates
to maximise their .
potential (Kalantari,
1998; Hawi, 1982)

To be innovative and
creative in their daily
routines

To encourage and support
the subordinates to bring
about new ideas

To consider problems
from different angles

To study the problem from
different perspectives

To allow the followers to
engage in careful
problem solving
soliciting new ideas from
them

To follow Islamic tradition
of consultation of Shura
Running open meeting for
consultation

7.2.2.4 Individualized consideration

The most important element of this dimension underscored in the literature is that every

subordinate has different needs and abilities; thus they should be treated differently.

The findings are in complete agreement on this feature. The respondents asserted the

importance of these features for the leaders under study. They specifically stressed that

it is necessary “to consider both strengths and weakness of subordinates and help to put

capabilities into use and overcome the weakness” and also “view every trainer as

having different abilities and thus treat them on individual basis”. Indeed in VET

institutions, both skill and knowledge matter and as a result, two important archetypes of

trainers are working these institutions: those with high academic training and low work
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experience, and those with high work experience and low academic credentials.
However, one respondent noted that “they complement one another by learning from
each other”. Another stressed that “/ never discriminate among the trainers only on the
basis of their academic achievements”. Another respondent said, “My trainers are

considered as assets to the institution regardliess of their fields of expertise”.

One respondent summarised this behaviour as “treating subordinates based on the
principle of justice rather than equality”. This is in line with the recommendation of
Ahd Beekun and Badawi (1999) who suggested applying the core values of Islamic
teaching in the workplace. These include Birr (fair dealing), 'Adil (justice) and
Mujahadah (self-improvement). The respondents also placed emphasis on helping to
improve the capabilities of trainers by individualizing the level of support given to them.
One respondent noted that a prerequisite of this is the recognition of differences among
subordinates. She specifically stated that she “divided trainers into three different levels
in terms of their abilities: high quality, medium quality and minimum quality... and
[gave] different levels of attention to each category by spending little time for those with
high quality performers but spending much time on getting the best from the second
level”. With respect to the third category she said, “As a leader I do not want to use my
authority to severely reprimand them. Rather, I try to understand what their problems
are and how | could be helpful to assist followers in becoming active and effective in
their work”. The respondents also referred to two kinds of support that leaders
commonly give to the subordinates to improve their capabilities: they act as coaches and
points of reference and they use delegation to help subordinates grow. This way of

helping followers concurs well with the empowerment concept introduced by Noor
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(1999) for leadership in the Islamic world, which attributes to the leader a strong

responsibility and accountability for the development of subordinates.

Table 7.6 presents a summary of the above discussion. As shown in the table, the
characteristics of individualized consideration as indicated in the literature, the
characteristics of an ideal leader indicated in CSL models and the perceptions of

respondents reflected in data collected through interview are consistent with one

another.

Table 7-6: A summary of the above discussion on Individualized consideration

Individualized consideration

MLQ / Culture Universal

CSL Models

Responses

Treated differently
(consider each individual)
as having different needs.

Empowerment, which
attributes the leader with
greater responsibility and
accountability for the
subordinates (Noor,
1999).

Core values which
include Birr (fair
dealing), 'Adi (justice),
Mujahadah (self-
improvement), and "Ahd
Beekun and Badawi
(1999).

To consider both
strengths and weakness
and help to put
capabilities into use and
overcome my weakness
Treat subordinates based
on the principle of justice
rather than equality
Individualize the level of
support given to their
subordinates.
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7.2.2.5 Contingent reward

This dimension was identified as an important constituent of transactional leadership in
that the leader assigns a task or obtains agreement from the follower on what needs to be
done and arranges for psychological or material rewards of followers in exchange for
satisfactorily carrying out the assignment. The results of interviews reinforced the
application of this leadership behaviour in the context under study. Almost all
respondents confirmed the importance of the efficient use of financial reward and of
rewarding subordinates with praise and recognition. The respondents specifically
emphasised that “non-monetary rewards would indirectly influence the behaviours of
their subordinates in a positive manner”. They believed that “reward would act as a
motivational factor for their subordinates”. These views substantiate Sharafuddin’s
(1987) Islamic theory of organization, which takes account of both the material
(socioeconomic) needs and the spiritual (humanistic and spiritual) needs of individuals.
The respondents referred to a number of psychological rewards in TVTC, including
certificates of gratitude, letters of appreciation that might be given immediately in any
situation and certificates of appreciation, shields and letters of gratitude awarded at the
end of the training year. They also emphasised that the annual appraisal was used as a
form of reward for trainers. More interestingly, giving the followers a chance to attend
short courses was used as a means of psychological reward. For example a respondent
stated that “training opportunities conducted locally or internationally have proved to
be very beneficial for subordinates as they enhance the capabilities and speed up their
promotions”. Nevertheless, the respondents complained that the reward system of

TVTC was not satisfactory compared to other educational institutions. As one of them
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clarified, “Within the boundaries of the current system of VET in Saudi Arabia, the
[monetary] remuneration is insufficient, largely because the system here is tied to the

civil service system”.

Table 7.7 provides an overview of the above discussion. As shown in the table, there is
an overall convergence among the characteristics of contingent reward as indicated in
the literature and the perceptions of respondents reflected in data collected through
interview. CSL models only mentioned the first component as a characteristic of an

ideal leader.

Table 7-7: A summary of the discussion on Contingent reward

Contingent reward

MLQ / Culture CSL Models Responses
Provide others with Sharafuddin (1987) The efficient use of
assistance in exchange suggests that an Islamic | financial reward
for their efforts theory of organization

should incorporate both
the material

(socioeconomic) needs
and the spiritual
(humanistic and spiritual)
needs of individuals.

Provide psychological To reward subordinates with
reward such as praise praise and recognition
and recognition
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7.2.2.6 Management by Exception (Active and Passive)

This dimension concerns a corrective leadership style in which the leader keeps track
of mistakes and takes corrective action if a subordinate fails to meet standards. In
passive management by exception, the leaders take no corrective action until a problem
comes to their attention. The results of interviews lend some support to the prevalence
of this leadership behaviour in the context under study. Some respondents endorsed the
undertaking of this leadership style by stating that they “keep the employees under
constant surveillance”, however, they stressed that they “usually focus on the positive
aspects and highlight work progress” and “provide the followers with a solution to
overcome the mistake”. More importantly they stated that they “take some preventative
steps to avoid potential mistakes”. The most common mistakes identified by
respondents were delay, absence, and going out during work hours without permission.
Only one respondent referred to the characteristics of Management by Exception
(Passive). He said, “I usually express my dissatisfaction with mistakes through feedback
depending on the situation itself. Sometimes | give feedback individually in a verbal
form and at other times officially in a written form”. This characteristic of leadership is
reminiscent of Caliphal leadership, which is authoritarian and coercive and relies on

submission from subordinates to maintain power (Ali, 2005).

Table 7.8 provides an overview of the above discussion. As shown in the table, there is
an overall convergence among the characteristics of MBE active and passive as
indicated in the literature and the perceptions of respondents reflected in data collected
through interview. CSL models only mentioned the first component as a characteristic
of an ideal leader.
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Table 7-8: A summary of the above discussion on Management by Exception
(Active and Passive)

MBEA active and passive

MLQ / Culture Universal CSL Models Responses

To monitor deviances Caliphal leadership which | To keep the employees
and keeps track of is authoritarian and under constant surveillance
mistakes and errors coercive and relies on

submission from
subordinates to maintain
power (Ali, 2005)

To take corrective action To provide the followers
if a subordinate fails to with a solution to overcome
meet standards the mistake
To establish pre-emptive
measures

7.2.2.7 Other emergent leadership characteristics

The respondents also pointed to some leadership characteristics that cannot be explained
well by transformational or transactional leadership models. For instance, they referred
to knowledge as an important characteristic of a leader, suggesting that the leader should
“have vast knowledge and experience in the management of training institutions” and
also “should stand head and shoulders above his subordinates in terms of knowledge
and experience”. They also highlighted the concept of paternalism, in the sense that the
leader should “act as a father, in taking a personal interest in workers’ lives and

Meeting subordinates’ personal needs”.
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7.3 The Association of Demographic Factors with Leadership

Styles

This section sets out to interpret quantitative data to address the second main research
question, in order to examine the possible relationship of the demographic
characteristics of Saudi VET leaders and subordinates with their leadership styles.
Gender, age, education level, work experience, managerial level and affiliation to
different VET institutions were identified as the main demographic characteristics that
might have potential impact on the leadership styles. The analysis in this section is
based on both descriptive statistical analysis and inferential statistical analysis methods
(t-test and ANOVA) and where appropriate a follow-up Tukey's HSD to examine the

strength or otherwise of these possible relationships.

7.3.1 The potential impact of gender

The results of descriptive analysis based on means and SD on the extent to which the
gender of Saudi VET leaders impacts upon their self-perceived leadership have shown
that Saudi VET males are more likely to employ all dimensions of transformational
leadership styles and CR than women. Further analysis by means of a t-test indicated
that VET males are particularly more likely to employ two important dimensions of
transformational leadership: IB and IM (with moderate magnitudes of differences). This
is in contrast to the results of previous meta-analyses that indicated women scored
higher than men on all the transformational leadership scales and on contingent reward

(which contains a transformational component) (Eagly et al., 2003; Antonakis et al.,
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2003). However the results on the MBEA dimension of transactional leadership revealed
that male VET leaders exhibit less MBEA behaviour than their female counterparts

(with moderate magnitudes of difference).

A similar analysis was conducted to examine whether, and to what extent, the gender of
Saudi VET subordinates determines their perceptions of leadership style of their leaders.
This yielded different results. The results of descriptive analysis based on means and SD
showed that Saudi VET males and female leaders were seen to employ the dimensions
of transformational leadership styles and CR to almost the same degree, while female
Saudi VET leaders were perceived to exhibit the IC dimension of transformational
leadership more than their male counterparts. This result is partly consistent with,
previous meta-analysis results (Eagly et al., 2003; Antonakis et al., 2003) which indicate
that women exhibit more transformational leadership behaviours. The results also
revealed that Saudi VET female leaders exhibit CR and MBEA behaviours more than

their male counterparts, although the differences were not statistically significant.

7.3.2 The potential impact of age

The results of the ANOVA test on the extent to which the age of leaders impacts upon
their self-perceived leadership style revealed that there was no statistically significant
difference in all leadership scores for the different ages of the leaders. The same test was
conducted to determine the extent to which the age of VET subordinates impacts upon
their perceptions of the leadership style of VET leaders. The results of the ANOVA test
revealed statistically significant differences in IC and LF scores for different age groups

of Saudi VET subordinates. To determine exactly where the differences occur between
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the age groups, post-hoc comparisons were conducted using the Tukey HSD test. For
the IC dimension, the results of the Tukey HSD test indicated that the mean score for the
age range of 40-49 is significantly different from the age ranges of 20-29 and 30-39. The
argument of Carmeli et al. (2011), that older employees who have been with an
organization longer are more likely to have developed a higher quality of relationships

with leaders, and therefore rate them more favourably, may perhaps explain this result.

7.3.3 The potential impact of educational level

The results of the ANOVA test on the extent to which the educational level of the
leaders impacts upon their self-perceived leadership style suggested that a statistically
significant difference exists in LF scores for different levels of education of Saudi VET
leaders. A similar test was conducted to determine the extent to which the educational
level of the subordinates impacts upon their perceptions of the leadership style of VET
leaders. The results suggested that statistically significant differences exist in 1S, IC and
LF scores for different levels of education of Saudi VET subordinates, although the
actual difference in mean scores between the groups for IS, IC and LF in Cohen’s (1988,
pp. 284-7) terms is small. The difference means that with increase in the level of
education, the leader tends to exhibit these dimensions more. To determine exactly
where the differences occur between the educational levels, post-hoc comparisons were
conducted using the Tukey HSD test. The results of the Tukey HSD test for the IS
dimension indicated that the mean score for respondents with a Master degree is
significantly different from that of those with a Bachelor degree. For the IC dimension,

these results indicated that the mean score for those with a Master degree is significantly
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different from that of respondents with a post-secondary school diploma and finally, for
the LF dimension, the test indicated that the mean score for those with a Master degree
is significantly different from that of respondents with a secondary school certificate. As
indicated in Chapter (2) Barbuto et al. (2007) pointed out that the studies done to

examine the relationship between leadership and educational level are limited.

7.3.4. The potential impact of work experience

The results of an ANOVA test to determine the extent to which the work experience of
the leaders impacted upon their self-perceived leadership style suggest that there are
statistically significant differences in 1B scores of leaders with different work
experience. A similar test was conducted to determine the extent to which the work
experience of the subordinates is rebated to upon their perceptions of the leadership
style of VET leaders and the results suggest that a statistically significant difference
exists only in IC scores for the work experience of Saudi VET leaders. Although the
actual difference in the mean scores deemed to be small, in Cohen’s (1988, pp. 284—7)
terms, for both results, the important implication of this result is that with increase of
work experiences, these leaders tend to exhibit more IB and IC, which are important
dimensions of transformational leadership. To determine exactly where the difference
occurs between the age groups, post-hoc comparisons were conducted using the Tukey
HSD test. The results indicated that there is no significant difference in mean score for

different work experience groups.
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7.3.5. The potential impact of managerial levels

Considering the results on mean scores of transformational leadership and transactional
leadership revealed that lower level managers or Vice-Deans exhibit higher
transformational behaviour and lower transactional behaviour compared to higher level
managers or Deans. A t-test was also conducted to determine whether any significant
difference exists between these two distinct managerial levels of Saudi VET. The results
of the t-test reveal that there is a significant difference in scores between deans and vice-
deans only in the IM dimension, although the magnitude of the difference in the mean
was small. This is in contrast to the meta-analysis conducted by Lowe et al. (1996)
regarding the organizational level of the manager; they reported that leaders at higher
organizational levels are rated as more transformational, while lower level leaders are

more likely to be rated as more transactional.

7.3.6 The potential impact of Leaders’ institutional affiliation

Another ANOVA test was conducted to determine whether any significant difference
exists in the leadership styles among the Saudi VET, based upon the institutional
affiliation of the leaders. Saudi VET leaders were therefore divided into three groups
according to their institutional affiliations: Technical Colleges (TC); Vocational
Institutes (V1) and Technical Colleges for Girls (TCG). The results of the ANOVA
suggest that there were statistically significant differences in IB, IM and LF scores for
different Saudi VET institutions. The actual difference in mean scores between the
groups for IB in Cohen’s (1988: 284-287) terms would be considered a moderate effect

size, while for IM and LF the mean was small. For the IB and IM dimensions, the results
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of the Tukey HSD test indicated that the mean score for TCG was significantly less than
that for VI and TC. Given that TCG are differentiated from VI and TC on a gender
basis, this result confirms the previous results that male VET leader’s exhibit more IB

and IM behaviour than female VET leaders (see section n. 7.3.4).

7.4 The Possible Association of National Culture Dimensions

with Leadership Style

7.4.1 Quantitative results of Cultural values based on Dorfman and

Howell’s (1988) instrument

As indicated in section 4.5.2, the cultural values dimensions developed by Hofstede
(1980; 2001) are widely used in conceptualising and measuring the multifaceted concept
of culture. However, it was underlined that this application is not free from difficulty. A
widely established challenge associated with this approach was identified as ‘ecological
fallacy’, which refers to a tendency to draw conclusions on individual behaviour based
on group- or aggregated data on a country level. To avoid this problem, this thesis used
Dorfman and Howell's (1988) adaptation of Hofstede's four national culture dimensions
to the individual level. Dorfman and Howell’s (1988) instrument has been used by a
number of authors. Segal et al. (1998) reported the use of this instrument on data
collected from six distinct nationalities of students in the United States. Robertson and
his colleagues (2002) applied this instrument to discover the relationship between Arab

values and work beliefs, in three Arab countries: Saudi Arabia, Kuwait and Oman,
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while excluding the element of paternalism. The results of this study in terms of mean

and standard deviations are strikingly similar to those of Robertson et al. (2002).

Table 7-9: Comparison of the findings of cultural values for this study with three
other similar studies

PD UA IND/ICO MAS

Chinese 2.99 471 4.25 3.69

(.80) (.57) (.65) (81)

Dorfman US in Taiwan (25592) ?6677) (2 '2275) (1 5946)
?{‘SSS)HO‘Ne" Mexican 258  4.18 3.32 2.65
(.65) (.70) (.70) (.86)

. . 1.86 3.41 2.19 2.78

USinMexico gy (96) (47 (77)

US 213 4.17 3.29 1.86

Columbian 3.01 4.27 3.73 2.96

Segal et al. Fjjiping 239 455 3.79 2.64
(1998) Trinidad 212 442 3.44 1.63
West Indians 2.24 4.48 3.16 1.48

Robertson et PS&%S;;? ;?]?j'a’ 2.61 4.49 4.07 3.02
al. (2002) Oman (.83) (.54) (.72) (1.12)
This Stud Saudi Arabia 2.38 4.25 4.03 3.08
Y VET Leaders (64)  (49) (.49) (.79)

Source: Dorfman and Howell (1988); Segal et al. (1998); Robertson et al. (2002)

Compared with Hofstede's (1980) culture data on Saudi Arabia, the mean score of 2.38
on power distance was relatively low. The finding concerning low power distance may
derive from cultural change since Hofstede's (1980) early data collection during the
1960's and 1970's. The findings may also be related to the ecological fallacy indicated in
the literature review, as the respondents were highly educated and high in self-

determination compared to the average population in Saudi Arabia.
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7.4.2 Qualitative description of cultural values based on Dorfman and

Howell’s (1988) instrument

7.4.2.1 Power Distance

In cultures characterised as low in PD, there is a strong preference for consultation
between leaders and subordinates. In these cultures, organizations are less centralized
and hold fewer supervisory positions. Additionally, the leaders tend to delegate

important tasks to subordinates.

Consistent with the quantitative data, the results from the interviews corroborate low
PD for Saudi VET leaders. Several respondents expressed a preference for less
centralization and fewer supervisory positions. The respondents noted that each
department usually resolves its own problems and only on those occasions where they
could not find a solution to a certain problem, was the Vice-Dean or the Dean of the unit
consulted. Referring to the principle of consultation in Islam (Shura), they also indicated
a preference for consultation through involving the subordinates in the whole process of
decision making. They noted that the followers might be involved in the decision
making process through the formal structure of the College Board, a body composed of
the college secretary for training (representing trainers and the training process), the
college secretary for trainee services (representing trainees and activities) and heads of
departments and some trainers. Alternatively, they informally express their viewpoints
to their direct superiors. As one respondent underscored, “The administrative hierarchy
does not prevent trainers and some employees from taking part in decision making as

their viewpoints are expressed by their direct superiors to decision makers”.
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Respondents also highlighted the importance of the delegation of power. Comments in
this regard included, “delegation should be gradual and should continue at all levels”

and “each employee is delegated according to the tasks that suit them”.

Overall, the responses suggest that, despite the organisation’s hierarchical structure,
leaders generally favoured a low power distance, characterised by consultation and
delegation. This seemed, however, to be more a matter of personal preference than

institutionalised procedures.

7.4.2.2 Uncertainty avoidance

This dimension concerns the absence or existence of formal laws and informal rules
controlling the leaders and subordinates, which reflects the degree of tolerance a culture
has for ambiguity. It was indicated that in countries with low uncertainty avoidance, job
requirements and instructions are spelled out in detail. Such workplaces are normally
associated with lower anxiety because the subordinates have a clear understanding of

what they are expected to do.

In line with the quantitative data, which indicated a rather high score for UA, the results
of interviews indicated the importance of the existence of regulations or by-laws that
spell out in detail the duties of employers. Participants stated that it is crucial to have a
good number of rules, regulations as well as descriptions for job requirements and
instructions. In practice however, there were some ambiguities in these regulations, as
one respondent said, “Nearly 60-70% of job descriptions are clear but for the rest we
have to seek the advice of higher authorities”. They noted that the constant change in
TVTC strategy was largely to blame for this ambiguity. As one respondent said,
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“Recently, | feel worried when | see several changes in bylaws and guidelines issued by
the executive managers”. However, as another respondent explained, “Vagueness in
some of them [rules] is natural and what we have to do is to clarify the vagueness as

much as possible”.

Thus, generally, respondents expressed low tolerance for uncertainty and were anxious
to clarify ambiguity, which could be a source of stress in times of change. Nevertheless,
there was also some indication that extensive formalities, whilst removing uncertainty,

also added to the administrative burden on leaders.

7.4.2.3. Collectivism/Individualism

Collectivism is defined as the main characteristic of societies in which everyone is
integrated into a group and in the workplace, the success of the group is more
important than that of individuals. In such societies, managers encourage group loyalty,
even at the expense of individual goals. The results of interviews support previous
findings in the quantitative data. Nearly all respondents felt that the interests of the
group should be taken into consideration first. They clarified that “success is a priority
for the whole group rather than for me” and “The success of my group is mine as well”.
They particularly highlighted the importance of team work. One said, “Obviously
teamwork is a norm in our college through giving powers to all while carrying out
indirect follow-up ”. Another respondent referred to the Islamic principle of Yad Allah
Ma’a Jama’ah, (God’s hand (of protection) is with the group) and noted that “on this
basis we encourage and support team work and group thinking.” However, it was

clarified that team work depends heavily on the nature of the work. One responded
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explained, “In most cases, work is done individually because performance evaluation is
carried out for each individual. Yet, the individuals work ultimately to pursue the

collective goals of the whole group”.

The responses, then, predominantly reflect a collectivist culture in which individual

efforts and interests are closely aligned with the objectives of the group.

7.4.2.4 Masculinity/Femininity

This dimension pertains to workplaces in which social gender roles are clearly distinct
(i.e., men are supposed to be assertive, tough, and focused on material success, whereas
women are supposed to be modest, tender, and concerned with the quality of life). The
central concern in this dimension is the preference for having men managers over
women. Since the VET educational system in Saudi Arabia is gender-segregated, it is
not possible to compare male and female leadership in a single workplace. The
respondents seemed to share the view that what is significant is not the gender of the

individual but their ability to do the job, which “depends on training and experience”.

7.4.3 The association of CV with TL

The individual correlations between perceived leadership style dimensions (8 variables)
and perceived national culture dimensions (4 variables) were investigated under the
headline of inter-correlations. The direction of correlations between PD and the
leadership styles dimensions apart from MBEP and LF is negative. This means that

high levels of PD perceived by VET leaders are associated with lower levels of all
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leadership components apart from LF and MBEP. The same pattern is evident between

MAS and 1B, IM, IS and IC.

The results indicate a medium correlation between leadership dimensions and cultural
values. The coefficient of determination calculated for these variables also suggested
that there is not much overlap between the variables of cultural values and leadership
dimensions. This result is in line with Kuchinke (1999) and Ardichvili and Kuchinke’s
(2002) observation that cultural values predicted leadership styles but accounted for
only a small portion of the variance(see chapter 2: 50). The largest correlation is
between MBEA and UA. This was followed by MBEA and CO, which is inconsistent
with many studies (Jung et al., 1995; Chiu, 1997; Yokochi, 1989; Pereira, 1986;
Echavarria and Davis, 1997) that found correlations between high CO and

transformational dimensions.

The grouped correlations or regression results also suggest that variations in cultural
dimensions account for only a modest level of variance in each leadership style. In other
words, only a small proportion of the total variation in leadership scores was predicted
by cultural values scores. UA proved to be the most significant predictor of all
dimensions except LF; the correlation with IB was the strongest, followed by MBEA
and IC. PD also emerged as a significant predicator of four dimensions: IA, IS, IC and

IM. CO predicted IA, CR and MBEA while MAS appeared to predict only IB.

Finally, this analysis compared between the results of individual correlations, and
grouped correlations. The most substantial differences were manifested by CO and the

four dimensions, IB, IM, IS and IC. A substantial difference also appeared in PD and IB
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as well as PD and LF. The final substantial difference is identifiable in MAS and MBEA
and LF. Generally, cultural values predicted leadership styles but accounted for only a
small portion of the variance. This suggests that cultural values have an effect on
leadership, but that other variables exert possibly stronger effects. The low effect sizes
reflect the fact that leadership is a complex construct that is influenced by a number of
variables other than the four dimensions of culture assessed in this study. Culture, at
least as measured using Dorfman and Howell’s (1988) instrument, might not be the most

powerful predictor of leadership.

7.5 Summary

This chapter has offered an interpretation of the data collected during this study and
presented in earlier chapters, addressing the research questions in turn by combining
data from the qualitative and quantitative arms of the field study, supported by
documentary evidence and aligned with the literature-based conceptual framework set
out in Chapter Two. It has identified the dominant leadership styles exhibited most by
Saudi VET leaders as a combination of transformational leadership dimensions and the
contingent reward dimension of transactional leadership. The results of qualitative data
offered a locally meaningful understanding of main dimensions of this leadership style
in this particular educational sector. This chapter compared the insights driven from
CSL model with the results of qualitative data and TL dimensions concepts as envisaged
in the related literature. Interestingly, the result confirmed an overlapping among TL

dimensions, qualitative findings and CSL models.
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The rest of the chapter addressed the substantial questions of the main demographic and
cultural antecedents associated with and potentially shaping VET leadership. To
examine the role of demography, a number of factors such as gender, age, education
level, work experience, managerial level and institutional affiliation were examined.
With respect to the role of gender, the findings were in contrast to the results of previous
meta-analyses, which indicated that women scored higher than men on all the
transformational leadership scales and on contingent reward (which contains a
transformational component). However, educational level and work experience showed
significant positive correlations with the dimensions of transformational leadership.
These results are in good agreement with previous meta-analyses. With respect to
managerial levels, the findings revealed a significant negative correlation with the
dimensions of transformational leadership and a positive correlation with the dimensions
of transactional leadership. The results on cultural values have suggested an effect on
leadership, but there is not much overlap between the variables of cultural values and

TL dimensions.

The final chapter summarises the main points of the thesis, draws conclusions and offers

pertinent recommendations.
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Chapter 8: Conclusion

8.1 Introduction

The primary aims of this thesis were to discover the dominant Saudi VET leadership
styles based on TL full range theory and also to investigate if and to what extent national
culture and demographical factors are related to VET leadership styles in Saudi Arabia.
Whilst these were the primary objectives, the thesis also sought to offer further insights
on the current situation of VET in Saudi Arabia. The findings of the thesis have drawn
on an extensive survey based on MLQ questionnaire (Bass, 1985; Bass and Avolio,
2004 and 2006) and Dorfman and Howell’s (1988) cultural dimensions instrument,
along with several semi-structured interviews to provide an in-depth explanation of
leadership styles and cultural values, as well as insights derived from CSL models. This
thesis particularly utilised the recent methodological and theoretical advancements of
cross-cultural studies in leadership studies in educational settings. These findings
offered considerable insights into this area of investigation. The following pages address
a series of important issues: the contribution of the study, both theoretical and
managerial, reflections on the research areas for further research and a concluding

summary.

8.2 Contribution of the Study

A variety of conclusions can be drawn from this study, which contributes to knowledge

in several ways. These conclusions are traditionally divided into three groups:
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theoretical, practical and methodological. These contributions are explained in further

detail in the following sections:

8.2.1 Theoretical contribution

An important theoretical contribution of this study is that full range leadership theory
which is the culmination of many leadership theories has proved to provide an
appropriate basis for understanding VET leadership. It provided further evidence to the
applicability of generic leadership models to educational settings. The results
particularly pointed towards the idea that a combination of transformational leadership
dimensions and the Contingent Reward dimension of transactional leadership are
exhibited most by Saudi VET leaders. In addition, the results of qualitative data, in
particular, provided a locally meaningful understanding of main dimensions of this
leadership style in this particular educational sector. Furthermore, the findings added
value to a growing body of literature on VET educational setting and addressed the
substantial questions of VET leadership such as the dominant leadership style in VET
and the main demographic and cultural antecedents shaping and influencing VET

leadership.

The thesis also sheds further and different light on Saudi Arabian national culture by
using Dorfman and Howell’s (1988) cultural dimensions. The results revealed that
compared with Hofstede's culture data on Saudi Arabia, the mean score on power
distance was relatively low. There are two possible explanations for this result. One
possibility is that the national culture went through some transformations since

Hofstede's (1980) early data collection during the 1960's and 1970's. The second and
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most important reason, however, is ecological fallacy, in that the respondents in this
specific sample were highly educated and high in self-determination compared to the

average population in Saudi Arabia.

This thesis also reviewed thoroughly the works of those authors who sought to devise
leadership models for organizations in Muslim countries based on broad concepts such
as history, culture and tradition. Apart from some inevitable discrepancies, the result
was confirmation of overlapping between TL and core ideas envisaged in these studies.
This is an interesting conclusion that indicates the high value of application of TL in this

specific context.

These findings also added substantially to our understanding as to the demographic
factors and national culture as the main antecedents of ETL. To examine the role of
demography, a number of factors such as gender, age, education level, work experience
managerial level and institutional affiliation were examined. The most interesting result
to emerge from the data was about the role of gender. The findings in general did not
support the results of previous meta-analyses that indicated women scored higher than
men on all the transformational leadership scales and on contingent reward (which
contains a transactional component). The self-perceived results have shown otherwise,
while the rater-perceived results are slightly more consistent with previous studies.
These differences can be accounted for by the absolute gender segregation in VET
educational settings in Saudi Arabia, which made this case very peculiar. The analysis
did not identify any significant differences between the different categories of age and
leadership style. However, there were significant positive correlations between

educational level and work experience, and exhibiting the dimensions of
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transformational leadership. These results are in good agreement with previous meta-
analyses. With respect to managerial levels, the findings revealed a significant negative
correlation with the dimensions of transformational leadership and a positive correlation
with the dimensions of transactional leadership. Indeed, the Deans/Heads were
perceived to exhibit more transactional and less transformational behaviour than Vice-
Deans/Heads. This is somehow in contrast to previous results. The results on the effect
of institutional affiliation showed that those affiliated to girls’ VET exhibit less
transformational behaviours. This result has further strengthened our confidence in the
previous results, that male VET leaders exhibit more transformational behaviour than

their female counterparts.

With respect to cultural determinants, this thesis revealed that the direction of
coefficient correlations between PD and the transformational dimensions and CR is
negative. This means that high levels of PD perceived by VET leaders are associated
with lower levels of these leadership components. The same pattern was also repeated
between MAS and most dimensions of transformational leadership. The results also
suggested largest correlation between MBEA and UA followed by MBEA and CO.
which is inconsistent with many studies, which found correlations between high CO and

transformational dimensions.

The results of grouped correlations or regression results also suggest that variations in
cultural dimensions account for only a modest level of variance in each leadership style.
In other words, only a small proportion of the total variation in leadership scores was
predicted by cultural values scores. UA proved to be the most significant predictor of all

dimensions except LF; the correlation with IB was the strongest, followed by MBEA
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and IC. PD also emerged as a significant predicator of four dimensions: IA, IS, IC and

IM. CO predicted IA, CR and MBEA while MAS appeared to predict only IB.

Taken together, the results suggested that cultural values are related to leadership, but
there is not much overlap between the variables of cultural values and TL dimensions.
The modest correlation between leadership dimensions and cultural values can be
attributed to the fact that leadership is a complex construct that is influenced by a
number of variables other than the four dimensions of culture assessed in this study.
Even though there is a lot of emphasis on cultural differences in the literature, this study
suggested that cultural values have a relatively small relationship with leadership. This

result would further strengthen our confidence in the universality of TL the model.

8.2.2 Practical contribution

The results of this research offer several ideas and insights for educational policy
makers and scholars in Saudi Arabia and abroad. As it was argued before, although VET
has turned out to be a necessary educational sector, it has been very susceptible to a
number of risks and challenges. The most striking practical contribution of this thesis is
that it raised awareness on the importance of leadership as a key source of challenges as

well as an important vehicle helping VET stakeholders in overcoming these challenges.

This study also offered an understanding of the dominant leadership styles in this
specific context. Given that undertaking any further step in educational planning and
transformation is heavily dependent on having a clear idea of the current situation, these
findings are very helpful for VET policy makers to gain a better understanding of the

existing situation of VET leadership. The findings also confirmed that the combination
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of transformational leadership is well matched to this context. Another relevant result is
that the cultural determinants are scarcely related to these leadership styles. Indeed this
thesis underlined the thorough applicability of TL in this context. Given that multiple
researches have confirmed the effectiveness of these leadership styles in educational
settings, it is highly recommended to focus on these leadership styles in further attempts
in leadership development measures in this specific educational sector. The findings
related to the demographical factors also provide some practical contributions. For
instance there was correlation between higher education levels and work experience and
higher score transformational leadership. It means it is impractical to assign the

leadership positions to the candidates with lower education levels and work experience.

8.2.3 Methodological contribution

This thesis has devised an innovative methodology that supports the main aims of this
thesis. Inspired by methodological advancements in cross-cultural studies of leadership,
this thesis combined etic and emic approaches and in line with this approach it has
adopted mixed methods to investigate the potential role of culture in leadership. As
indicated in section 4.3.1, mixed methods take a variety of forms. This research adopted
an explanatory sequential design which consists of first collecting quantitative data and
then collecting qualitative data to help explain or elaborate on the quantitative results.
This was chosen because it is one of the most feasible ways to address the requirements
of this research. This is the first research on this topic that has adopted this mixed

method design. In addition to this adaptation of mixed method design which will be
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particularly interesting for educational scholars, both qualitative and quantitative

methods of data collection included a number of methodological initiatives.

With respect to the quantitative phase of data collection and analysis, this thesis
involved both leaders and raters with the respective MLQ (5-X Short Forms) in order
to mitigate attributional bias attributed to self-ratings of one's own leader behaviour.
Given that the data were not initially normally distributed for t-test and ANOVA,
analysis, the transformation formula of data was used as a remedy to improve
distributions to be more normal. Where differences were statistically significant in t-
test and ANOVA, the ‘effect size’, or the relative magnitude was calculated based on
eta squared Cohen’s d. To determine exactly where the differences occur between
the groups in dimensions with significant differences, post-hoc comparisons were

conducted using the Tukey HSD test.

With respect to qualitative data, there were also a number of important
methodological considerations. The analysis took an iterative analytical stand which
lies somewhere between inductive data-driven and deductive concept-driven coding.
In addition the interview samples were taken from a number of different VET

institutions and from leaders at two different managerial levels, as well as raters.

8.3 Reflection

This study has gone some way towards enhancing our understanding of VET leadership
in Saudi Arabia. However, a number of potential limitations need to be considered. First

and above all, since it is the first academic effort that explores leadership in a very
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particular educational setting (VETS) within a culturally different context, caution must
be exercised in the generalization of the results. Indeed, the findings of this study on
leadership styles and national culture characteristics are, at best, generalizable to the
public sector institutions in Saudi Arabia. Saudi Arabia has an extremely heterogeneous
demographic composition in terms of levels of education and cultural orientations and as
result, the cultural dimensions for the sample of this study are hardly representative of
the broader society of Saudi Arabia. In addition, as indicated before, both MLQ and CV
instruments were slightly modified (as the translation from English to Arabic may to
some degree affect the meaning). This also restricts the generalization of these results to

other similar studies conducted based on these two instruments.

This research has also thrown up many questions in need of further investigation. An
important area that deserves further investigation is the consequences of VET leadership
in the Saudi Arabian context. Specifically, complementary studies are required to
examine the potential association between the leadership styles and effectiveness of
those leadership styles in terms of students’ achievements. Another vital issue for future
research is leadership development in Saudi VET. It is particularly necessary to
investigate training programmes designed for leadership development to generate
effective leaders. The results indicated an important overlapping between leadership
characteristics suggested by CLS authors and the core components of TL. On a wider
level, it is recommended that further qualitative research should be done on the locally
meaningful concept of leadership which is rooted in Islamic principles and tribal
tradition. Despite these limitations, this research will serve as a springboard for future

studies on educational leadership in Saudi Arabia.

291



References

Abdalla, I.A.H. (1997) “Construct and concurrent validity of three protestant work ethic
measures in an Arabian Gulf society”, Journal of Managerial Psychology, 12(4): 251-
260.

Abuznaid, S. (2006) “Islam and management: what can be learned?” Thunderbird
International Business Review, 48(1): 125-139.

Achoui, M. (2009) “Human resource development in Gulf countries: an analysis of the
trends and challenges facing Saudi Arabia”, Human Resource Development
International, 12(1): 35-46.

Adler, N. and Gundersen, A. (2008) International dimensions of organisational
behaviour. 5th Ed. Thomson-Southwestern.

Alameena, K. (2004) “Are we a nation of clerks?” Arab News. 9 July. Online at:
http://www.arabnews.com/node/252172 [Accessed 20 September 2010].

Albonyan, A.S. (1991) An analysis of the current provision of vocational skill in a
sample of Saudi Arabian secondary technical institutes with special reference to the
requirements of the fourth development plan (1985-1990). PhD thesis, University of
Wales College of Cardiff.

Albsher, B. (2008) Impact of globalization in the communities of the Arabian Gulf:
Dubai and Riyadh as models (in Arabic). Beirut: Center for Arab Unity Studies.

Aldhalaan, M.S. (1999) The history of the emergence of technical education and
training (in Arabic). Riyadh: General Secretariat to mark the centenary of the
founding of the Kingdom.

Aleisa, A. (2002) “Technical education and training in the Kingdom: duplication of
programs and multiple supervision” (in Arabic), Training and Technology Journal,
44: 22-217.

Al-Farsy, F. (1996) Modernity and tradition: the Saudi equation. London: Kegan Paul
International.

Al-Habshi, S.0. and Ghazali, A. (eds.) (1994) Islamic values and management. Kuala
Lumpur: Institute of Islamic Understanding Malaysia.

Al-Hamed, M.M. (2007) “The historical development of education system of the
Kingdom of Saudi Arabia”. In Alhamed, M.M., Zyiadah, M.A. and Al-Otiby, B.J.
(eds.) Education of Saudi Arabia: vision of the present and prediction for the future
(pp. 23-52) (in Arabic). 4th Ed. Riyadh: Alrushd Press.

Ali, AJ. (2005) Islamic perspectives on management and organization. Cheltenham,
UK: Northampton, MA: Edward Elgar.

292


http://www.arabnews.com/node/252172

Alkhateeb, M.S.H. (2008) “Technical Education” (in Arabic). In Alsonbul, A.A.,
Metwalee, M.M. and Abdul Jwaad, N.M. (eds.) Education system in Saudi Arabia
(pp. 339-387). 8th Ed. Riyadh, Alkheraiji Publishers.

Al-Masnad, L. (1999) The role of national labor in industrial development in GCC: the
present and the future. Paper presented at the Seventh Industrial Conference in the
GCC countries organized by The Gulf Organization for Industrial Consultations, in
Doha 13-15 January.

Alnaiem, M. (1999) General education for girls (in Arabic). Riyadh: General Secretariat
to mark the centenary of the founding of the Kingdom.

Alrshood, S. (2009) “The technical education and the unknown fate: where is the
Ministry of Education?” (in Arabic), Al-Jazirah, 2 November, issue 13549. Online at:
http://www.al-jazirah.com/2009/20091102/rj1.htm [Accessed on 2 May 2010].

Al-Salamah, A. and Wilson, R. (2001) “The implications for employment conditions of
foreign direct investment in Saudi Arabia: lessons from the Saudi Arabian Basic
Industries Corporation”, Managerial Finance, 27(10/11): 123-139.

Al-Shamekh, M. (1982) Education in Mecca and Medina at the end of the Ottoman era
(in Arabic). 3rd Ed. Jeddah: Knowledge House.

Al-Subaiy, A.N. (1987) Educational, intellectual and cultural life in the Eastern
Province: 1930-1960 (in Arabic). Riyadh: King Abdul-Aziz Library.

Al-Twaijiri, M. (1989) “A cross-cultural comparison of American-Saudi managerial
values in US-related firms in Saudi Arabia”, International Studies of Management
and Organisation, 19(2): 58-73.

Al-Zahhar, N. (2003) Women's education in Saudi Arabia and prosperity during the
reign of King Fahd (in Arabic). Jeddah: Dar Almohamade.

Alzalabani, A.H. (2002) “Training and development in Saudi Arabia”, Journal of
Training and Development, 6(2): 125-140.

Anastos, D., Bedos, A. and Seaman, B. (1980) "The development of modern
management practices in Saudi Arabia", Columbia Journal of World Business, 15(2):
81-85.

Andrews, R. and Soder, R. (1987) “Principal instructional leadership and school
achievement”, Educational Leadership, 44: 9-11.

Anlezark, A., Karmel, T. and Ong, K. (2006) Have school vocational education and
training programs been successful?  Adelaide: NCVER. Online at:
http://www.ncver.edu.au/publications/1654.html [Accessed 20 September 2013].

Antonakis, J., Avolio, B. J. and Sivasubramaniam, N. (2003) “Context and leadership:
an examination of the nine-factor full-range leadership theory using the multifactor
leadership questionnaire”, The Leadership Quarterly, 14: 261-295.

293



Antonakis, J., Schriesheim, C.A., Donovan, J.A., Gopalakrishna-Pillai, K., Pellegrini,
E.K. and Rossomme, J.L. (2004) “Methods for studying leadership”. In Antonakis, J.,
Cianciolo, A. and Sternberg, R. (eds.) The nature of leadership. Thousand Oaks, CA:
SAGE.

Ardichvili, A. and Kuchinke, P.K. (2002) “Leadership styles and cultural values among
managers and subordinates: a comparative study of four countries of the former
Soviet Union, Germany, and the U.S.”, Human Resource Development International,
5(1): 99-117.

Ashkanasy, N.M. and Falkus, S. (2004) “The Australian enigma”. In House, R.J. and
Chhokar, J. (eds.) Cultures of the world, a GLOBE anthology of in-depth descriptions
of the cultures of 14 countries. Vol. 1.

Atiyyah, H.S. (1999) “Public organizations effectiveness and its determinants in a
developing country”, Cross Cultural Management, 6(2): 8-21.

At-Twaijri, M. and Al-Mubhaiza, 1. (1996) “Hofstede’s cultural dimensions in the GCC
countries: an empirical investigation”, International Journal of Value-based
Management, 9(2): 121-131.

Avolio, B.J. (1994) “The natural: some antecedents to transformational leadership”,
International Journal of Public Administration, 17(9): 1559 -1581.

Avolio, B.J. (1999) Full leadership development. Thousand Oaks, CA: SAGE.

Avolio, B.J. (2011) Full range leadership development. 2nd Ed. Thousand Oaks, CA:
SAGE.

Avolio, B.J. and Bass, B.M. (1991) The full range of leadership development: basic and
advanced manuals. Binghamton, New York: Bass, Avolio & Associates.

Avolio, B.J. and Bass, B.M. (2004) Multifactor leadership questionnaire: third edition
manual & sampler set. Menlo Park, CA: Mind Garden, Inc.

Avolio, B.J., Bass, B.M. and Jung, D.I. (1999) “Reexamining the components of
transformational and transactional leadership using the multifactor leadership
questionnaire”, Journal of Occupational and Organizational Psychology, 72(4): 441-
462.

Ayers, D. (2005) “Organizational climate in its semiotic aspect: a postmodern
community college undergoes renewal”, Community College Review, 33(1): 1-21.

Ayers, D. (2009) “Institutional contradiction in the community college”, Community
College Review, 37(2): 165-182.

Badawy, M.K. (1980) “Styles of mid-eastern managers”, California Management
Review, 22(2): 51-8.

294



Bamburg, J. and Andrews, R. (1990) “School goals, principals and achievement”,
School Effectiveness and School Improvement, 2: 175-191.

Barbuto, J.E. (2005) “Motivation and transactional, charismatic, and transformational
leadership: a test of antecedents”, Journal of Leadership & Organizational Studies,
11(4): 26-41.

Barbuto, J.E., Fritz, S.M., Matkin, G.S. and Marx, D.B. (2007) “Effects of gender,
education, and age upon leader's use of influence tactics and full range leadership
behaviours”, Sex Roles, 56: 71-83.

Barnett, A. (2003) The impact of transformational leadership style of the school
principal on school learning environments and selected teacher outcomes: a
preliminary report. Paper presented at NZARE AARE, Auckland, New Zealand.
Online at:
http://citeseerx.ist.psu.edu/viewdoc/download?rep=repl&type=pdf&doi=10.1.1.214.
9192 [Accessed 29 January 2012].

Barnett, K., McCormick, J. and Conners, R. (2001) “Transformational leadership in
schools -panacea, placebo or problem?” Journal of Educational Administration,
39(1): 24-46.

Barth, R. (1986) “On sheep and goats and school reform”, Phi Delta Kappan, 68(4):
293-296.

Barth, R. (2004) Learning by Heart. San Francisco, CA: Jossey-Bass.

Baruch, Y. (1999) “Response rate in academic studies - a comparative analysis”,
Human Relations, 52: 421-38.

Bass, B. (1997) “Does the transactional-transformational leadership paradigm transcend
organizational and national boundaries?” American Psychologist, 52(2): 130-139.

Bass, B.M. (1985) Leadership and performance beyond expectations. New York: Free
Press.

Bass, B.M. (1990) “From transactional to transformational leadership: learning to share
the vision”, Organizational Dynamics, 18(3): 19-36.

Bass, B.M. (1998) Transformational leadership: industry, military, and educational
impact. Mahwah, NJ: Erlbaum.

Bass, B.M. (1999) “Two decades of research and development in transformational
leadership”, European Journal of Work and Organizational Psychology, 8: 9-32.

Bass, B.M. and Avolio, B.J. (1989) Transformational leadership development: manual
for the multi-factor leadership questionnaire. CA: Consulting Psychologists Press.

Bass, B.M. and Avolio, B.J. (1994) Improving organizational effectiveness through
transformational leadership. Thousand Oaks, CA: SAGE.

295



Bass, B.M. and Avolio, B.J. (1997) Full range leadership development: manual for the
multifactor leadership questionnaire. Palo Alto, CA: Mindgarden.

Bass, B.M., Avolio, B.J. and Atwater, L. (1996) “The transformational and transactional
leadership of men and women”, International Review of Applied Psychology, 45: 5-
34.

Bass, B.M., Avolio, B.J. and Goldheim, L. (1987) “Biography and the assessment of
transformational leadership at the worldclass level”, Journal of Management, 13: 7-
19.

Bass, B.M. and Bass, R. (2008) The Bass handbook of leadership: theory, research, and
managerial applications. 4th Ed. New York: Free Press.

Bass, B.M. and Harding, D. (1999) Transformational and transactional leadership
behaviour of female and male legislators. Paper presented at Conference of National
Foundation of Women Legislators, Pasadena, CA, 21 August. In Bass, B.M. and
Bass, R. (2008) The Bass handbook of leadership: theory, research, and managerial
applications. 4th Ed. New York: Free Press.

Bass, B.M. and Riggio, R.E. (2006) Transformational leadership. 2nd Ed. Mahwah, NJ:
Erlbaum.

Bautista, R. (2012) “An overlooked approach in survey research: Total Survey Error
(TSE)”. In Gideon, L. (ed.) Handbook of survey methodology for the social sciences
(pp. 37-49). New York: Springer.

Beekun, R.1. and Badawi, J. (1999) Leadership: an Islamic perspective. Kuala Lumpur:
Amana Publications.

Begley, P. (2000) “Cultural isomorphs of educational administration: reflections on
western-centric approaches to values and leadership”, Asia Pacific Journal of
Education, 20(2): 23-33.

Bennis, W.G. and Nanus, B. (1985) Leaders: the strategies for taking charge. New
York: Harper & Row.

Berry, J.W. (1969) “On cross-cultural comparability”, International Journal of
Psychology, 4(2): 119-238.

Berry, J.W. (1990) “Imposed etics, emics, derived etics: Their conceptual and
operational status in cross-cultural psychology”. In Headland, T.N., Pike, K.L. and
Harris, M. (eds.) Emics and etics: the insider/outsider debate (pp. 28-47). Newbury
Park, CA: SAGE.

Bertocci, D.I. and Bertocci, D.L. (2009) Leadership in organisations: there is a
difference between leaders and managers. New York: University Press of America.

296



Bin Duhesh, A. (1986) Islamic religious education of children (in Arabic). Mecca:
Modern Library Renaissance.

Bishop, P. and Mulford, B. (1996) “Empowerment in four primary schools: they don’t
really care”, International Journal of Educational Reform, 5(2): 193-204.

Bjerke, B. and Al-Meer, A. (1993) “Culture's consequences: management in Saudi
Arabia”, Leadership and Organizational Development Journal, 14(2): 30-35.

Boateng, C. (2012a) “Evolving conceptualization of leadership and Its implication for
vocational technical education”, World Journal of Education, 2(4): 45-54.

Boateng, C. (2012b) “Restructuring vocational and technical education in Ghana: the
role of leadership development”, International Journal of Humanities and Social
Sciences, 2(4): 108-114.

Boehnke, K., Bontis, N., Distefano, J. and Distefano, A. (2003) “Transformational
leadership: an examination of cross-national differences and similarities”, Leadership
and Organization Development Journal, 24(1/2): 5-17.

Bolman, L. and Deal, T. (1992) “Leading and managing: Effects of context, culture, and
gender”, Educational Administration Quarterly, 22: 314-329.

Bond, M.H. (2002) "Reclaiming the individual from Hofstede's ecological analysis - a
20-year odyssey: comment on Oyserman et al. (2002)", Psychological Bulletin,
128(1): 73-77.

Bottery, M. (2001) “Globalisation and the UK competition state: no room for
transformational leadership in education?”” School Leadership & Management, 21(2):
199-218.

Boyacigiller, N. and Adler, N.J. (1991) “The parochial dinosaur: The organizational
sciences in a global context”, Academy of Management Review, 16 (2): 262-291.

Brannen, J. (2005) Mixed methods research: a discussion paper. ESRC National Centre
for  Research Methods  Review  paper  (NCRM/005).  Online  at:
http://eprints.ncrm.ac.uk/89/1/MethodsReviewPaperNCRM-005.pdf.  [Accessed 28
December 2011].

Bridges, E.M. (1982) “Research on the school administrator: the state of the art, 1967-
19807, Educational Administration Quarterly, 18(3): 12-33.

Briggs, A.R.J. (2005) “Professionalism in Further Education: a changing concept”,
Management in Education, 19(3): 19-23.

Briggs, S.R. and Cheek, J.M. (1986) “The role of factor analysis in the development and
evaluation of personality scales”, Journal of Personality, 54: 106-48.

297


http://eprints.ncrm.ac.uk/89/1/MethodsReviewPaperNCRM-005.pdf

Brown, F.W. and Moshavi, D. (2002) “Herding academic cats: faculty reactions to

transformational and contingent reward leadership by department chairs”, Journal of
Leadership Studies, 8(3): 79-94.

Brown, J.D. (1997) “Skewness and kurtosis”, Shiken: JALT Testing and Evaluation SIG
Newsletter, 1(1): 16-18.

Brown, L., Martinez, M. and Daniel, D. (2002) “Community college leadership
preparation: needs, perceptions, and recommendations”, Community College Review,
30(1): 45-73.

Bryant, S.E. (2003) “The role of transformational and transactional leadership in
creating, sharing and exploiting organizational knowledge”, Journal of Leadership
and Organizational Studies, 9(4): 32-44.

Bryman, A. (2004) “Qualitative research on leadership: a critical but appreciative
review”, The Leadership Quarterly, 15(6): 729-7609.

Bryman, A. (2006) “Integrating quantitative and qualitative research: how is it done?”
Qualitative Research, 6(1): 97-113.

Bryman, A. (2012) Social research methods. 5th Ed. Oxford: Oxford University Press.

Bryman, A. and Bell, E. (2007) Business research methods. 2nd Ed. Oxford: Oxford
University Press.

Bryman, A., Stephens, M. and Campo, C. (1996) “The importance of context:
qualitative research and the study of leadership”, The Leadership Quarterly, 7(3):
353-370.

Burgess, R.G. (1989) The ethics of educational research. London: Falmer Press.
Burns, J.M. (1978) Leadership. New York: Harper & Row.

Bycio, P., Hackett, R.D. and Allen, J.S. (1995) “Further assessments of Bass’s (1985)
conceptualization of transactional and transformational leadership”, Journal of
Applied Psychology, 80(4): 468-478.

Callan, V., Mitchell, J., Clayton, B. and Smith, L. (2007) Approaches for sustaining and
building management and leadership capability in VET providers. Adelaide:
NCVER.

Carmeli, A., Atwater, L. and Levi, A. (2011) “How leadership enhances employees’
knowledge sharing: the intervening roles of relational and organizational
identification”, Journal of Technology Transfer, 36(3): 257-274.

Carneiro, P., Dearden, L. and Vignoles, A (2010) “The economics of vocational
education and training”. In Peterson, P., Baker, E. and McGaw, B. (eds.)
International encyclopedia of education (pp. 255-261). 3rd Ed. Oxford: Elsevier.

298



Chamberlain, J.M. (2012) Understanding criminological research: a guide to data
analysis. London: SAGE.

Cheng, K.M. (1995). “The neglected dimension: cultural comparison in educational
administration”. In Wong, K.C. and Cheng, K.M. (eds.) Educational leadership and
change: an international perspective (pp. 87-102). Hong Kong: Hong Kong
University Press.

Chin, J.P. (2007) “Meta-analysis of transformational school leadership effects on school
outcomes in Taiwan and the USA”, Asia Pacific Education, 8(2): 166-177.

Chiu, J.C. (1997) Transformational and transactional leadership in a collectivistic
context. MPhil thesis, Chinese University of Hong Kong.

Coakes, S. and Steed, L. (2003) SPSS analysis without anguish: version 11.0 for
Windows. Milton: Miley Press.

Coates, H., Meek, L., Brown, J., Friedman, T., Noonan, P. and Mitchell, J. (2010) VET
leadership for the future. LH Martin Institute and the Australian Council for
Educational Research. Carlton and Camberwell.

Cohen, J. (1988) Statistical power analysis for the behavioural sciences. New Jersey:
Lawrence Erlbaum Associates, Inc.

Cohen, L., Manion, L. and Morrison, K. (2011) Research methods in education. 7th Ed.
Abingdon: Routledge.

Cole, P. (2000) “Men, women and changing managements of further education”,
Journal of Further and Higher Education, 24(2): 203-215.

Collis, J. and Hussey, R. (2009) Business research: a practical guide for undergraduate
and postgraduate students. 3rd Ed. New York: Palgrave Macmillan.

Committee on Vocational Education Research and Development (CVERD) (1976)
Assessing vocational education research and development. Assembly of Behavioral
and Social Sciences, National Research Council, National Academy of Sciences.
Washington, D.C. National Academies Press. Online at:
http://www.nap.edu/openbook [Accessed 25 June 2011].

Conger, J. (1999) “Charismatic and transformational leadership in organizations: an
insider’s perspective on these developing streams of research”, The Leadership

Quarterly, 10(2): 145-179.

Conger, J.A. and Kanungo, R. N. (1988) Charismatic leadership: the elusive factor in
organizational effectiveness. San Francisco, CA: Jossey-Bass.

Cooper, D.R. and Schindler, P.S. (2006) Business research methods. 9" Ed. USA:
McGraw-Hill.

299



Creswell, J.W. (2009) Qualitative inquiry and research design: choosing among five
approaches. 2nd Ed. Thousand Oaks, CA: SAGE.

Creswell, J.W. (2010) “Mapping the developing landscape of mixed methods research”.
In Tashakkori, A. and Teddlie, C. (eds.) SAGE handbook of mixed methods in social
& behavioural research (pp. 45-68). 2nd Ed. New York: SAGE.

Creswell, JW. (2014) Research design: qualitative and quantitative approaches. 4th
Ed. Thousand Oaks, CA: SAGE.

Creswell, J.W. and Miller, D. (2000) “Determining Validity in Qualitative Inquiry”,
Theory into Practice 39 (3): 124-30.

Creswell, J.W. and Plano Clark, V.L. (2011) Designing and conducting mixed methods
research. 2nd Ed. Thousand Oaks, CA: SAGE.

Creswell, J.W., Plano Clark, V.L., Gutmann, M.L. and Hanson, W.E. (2003) “Advanced
mixed methods research designs”. In Tashakkori, A. and Teddlie, C. (eds.) Handbook
of mixed methods in social and behavioral research (pp. 209-240). Thousand Oaks,
CA: SAGE.

Crossman, B.M.H. (2012) Leadership and followership within VET: some Australian
and international perspective. DBA thesis, Southern Cross University, Lismore, NSW.

Cuban, L. (1988) The managerial imperative and the practice of leadership in schools.
Albany, New York: SUNY Press.

Currie, G. and Lockett, A. (2007) “A critique of transformational leadership: moral,
professional and contingent dimensions of leadership within public services
organisations”, Human Relations, 60(2): 341-370.

Cusack, S.A. (1994) “Developing leadership in the third age: an ethnographic study of
leadership in a seniors’ center”, Journal of Applied Gerontology, 13(2): 127-143.

Czaja, R. and Blair, J. (1996) Designing surveys: a guide to decisions and procedures.
Thousand Oaks, CA: Pineforge Press.

Dahl, ©. (2006) “Bridges of wunderstanding: perspectives on intercultural
communication”. In pahl, @.Jensen, |. and Nynds, P. (eds.) Bridges of
understanding: perspectives on intercultural communication (pp. 7-22). Oslo:
Unipub forlag/Oslo Academic Press.

Daughtry, L.H. and Finch, C.R. (1997) “Effective leadership of vocational
administrators as a function of gender and leadership style”, Journal of Vocational
Education Research, 22(3): 173-186.

Day, C., Harris, A. and Hadfield, M. (2001a) “Grounding knowledge of schools in
stakeholder realities: a multi-perspective study of effective school leaders”, School
Leadership and Management, 21(1): 19-42.

300



Day, C., Harris, A. and Hadfield, M. (2001b) “Challenging the orthodoxy of effective
school leadership”, International Journal of Leadership in Education, 4(1): 39-56.

Deal, T.E. and Kennedy, A.A. (1982) Corporate cultures: the rites and rituals of
corporate life. Reading, MA: Addison-Wesley.

Deem, R., Ozga, J. and Prichard, G. (2000) “Managing further education: is it still men's
work too?” Journal of Further and Higher Education, 24(2): 231-250.

DeGroot, T., Kiker, D.S. and Cross, T.C. (2000) “A meta-analysis to review
organizational outcomes related to charismatic leadership”. Canadian Journal of
Administrative Sciences, 17(4): 356-371.

Den Hartog, D.N., House, R.J., Hanges, P.J., Ruiz-Quintanilla, A. and GLOBE (1999)
“Some emics and etics of culturally endorsed implicit leadership theories: Are
attributes of charismatic/transformational leadership universally endorsed?” The
Leadership Quarterly, 10: 219-256.

Den Hartog, D.N., Muijen, J.J. and Koopman, P.L. (1997) “Transactional versus
transformational leadership: an analysis of the MLQ”, Journal of Occupational and
Organizational Psychology, 70(1): 19-34.

Denston, L., and Gray, J.H. (1998) “The case for using both latent and manifest
variables to investigate management-by-exception”, Journal of Leadership Studies,
5(3): 80-92.

Denzin, N.K. and Lincoln, Y.S. (2000). “Introduction: the discipline and practice of
qualitative research”. In Denzin, N.K. and Lincoln, Y.S. (eds.) Handbook of
qualitative research (pp. 1-29). 2nd Ed. Thousand Oaks, CA: SAGE.

Dickson, M.W., Den Hartog, D.N. and Mitchelson, J.K. (2003) “Research on leadership
in a cross-cultural context: making progress, raising new questions”, The Leadership
Quarterly, 14(6): 729-768.

Dickson, M.W., Hanges, P.J. and Lord, R.M. (2001) “Trends, developments, and gaps in
cross-cultural research on leadership”. In Mobley, W. and McCall, M. (eds.)
Advances in global leadership (pp. 75-100). Volume 2. Stamford, CT: JAI Press.

Dimmock, C. and Walker, A.D. (2000) “Globalisation and societal culture: redefining
schooling and school leadership in the twenty-first century”, Compare, 30(3): 303-
312.

Dimmock, C. and Walker, A.D. (2005) Educational leadership: culture and diversity.
London: SAGE.

Donaldson, G.A. (2001) Cultivating leadership in schools: connecting people, purpose,
and practice. New York: Teachers College Press.

301



Dorfman, P.W. (1996) “International and cross-cultural leadership research”. In Punnett,
B.J. and Shenkar, O. (eds.) Handbook for international management research (pp.
267-349). Oxford, UK: Blackwell.

Dorfman, P.W. and Howell, J.P. (1988) “Dimensions of national culture and effective
leadership patterns: Hofstede revisited”, Advances in International Comparative
Management, 3: 127-150.

Dorfman, P.W. and Howell, J.P. (1996) “Managerial leadership in the United States and
Mexico: distant neighbors or close cousins?” In Granrose, C. and Oskamp, S. (eds.)
Cross cultural work groups (pp. 234-264). Thousand Oaks, CA: SAGE.

Dorfman, P.W., Howell, J.P., Hibino, S., Lee, J.K., Tate, U. and Bautista, A. (1997)
“Leadership in Western and Asian countries: commonalities and differences in
effective leadership processes across cultures”, The Leadership Quarterly, 8(3): 233-
274,

Downton, J.V. (1973) Rebel leadership: commitment and charisma in the revolutionary
process. New York: Free Press.

Dumdum, U.R., Lowe, K.B. and Avolio, B.J. (2002) “A meta-analysis of the
transformational and transactional leadership correlates of effectiveness and
satisfaction: an update and extension”. In Avolio, B.J. and Yammarino, F.J. (eds.)
Transformational and charismatic leadership: the road ahead (pp. 35-66).
Amsterdam: JAI Press.

Eagly, A., Johannesen-Schmidt, M. and Van Engen, M. (2003) “Transformational,
transactional, and laissez-faire leadership styles: a meta-analysis comparing women
and men”, Psychological Bulletin, 129(4): 569-91.

Easterby-Smith, M., Thorpe, R. and Lowe, A. (1991) Management research: an
introduction. London: SAGE.

Easterby-Smith, M., Thorpe, R. and Lowe, A. (2002) Management research: an
introduction. 2nd Ed. London: SAGE.

Echavarria, N.U. and Davis, D.D. (1994) 4 test of Bass’s model of transformational and
transactional leadership in the Dominican Republic. Paper presented at International
Congress of Applied Psychology, Madrid, Spain.

Eddy, P. (2010) “Leaders as linchpins for framing meaning”, Community College
Review, 37(4): 313-332.

Elmore, R.F. (2000) Building a new structure for school leadership. Washington, DC:
Albert Shanker Institute.

Fay, B. (1987) Critical social science. Ithica, New York: Cornell University Press.

302



Ferrier, F. and Smith, C.S. (2010) “Persons with a disability and vocational education
and training”. In Peterson, P., Baker, E. and McGaw, B. (eds.) International
encyclopedia of education (pp. 294-299). 3rd Ed. Oxford: Elsevier.

Fink, A. and Kosecoff, J. (1998) How to conduct surveys: a step-by-step guide. Beverly
Hills, CA: SAGE.

Firestone, W.A. and Robinson, V.M.J. (2010) “Research on educational leadership -
approaches/promising directions”. In Peterson, P., Baker, E. and McGaw, B. (eds.)
International encyclopaedia of education (pp. 740-745). 3rd Ed. Oxford: Elsevier.

Fredricks, J.A., Blumenfeld, P.C. and Paris, A.H. (2004) “School engagement: potential
of the concept, state of evidence”, Review of Educational Research, 74(1): 59-109.

Gellis, Z. (2001) “Social work perceptions of transformational and transactional
leadership in health care”, Social Work Research, 25(1): 17-25.

General Organization for Technical Education and Vocational Training (GOTEVOT)
(1989) Statistical summary of technical and vocational training. Riyadh: GOTEVOT.

General Organization for Technical Education and Vocational Training (GOTEVOT)
(1994) Statistical summary of technical and vocational training. Riyadh: GOTEVOT.

General Organization for Technical Education and Vocational Training (GOTEVOT)
(2007) Statistical summary of technical and vocational training. Riyadh: GOTEVOT.

General Presidency for Girls' Education (1999) Women's education in Saudi Arabia
during the Hundred Years. Riyadh: Riyadh Press.

Geyer, A.L. J. and Steyrer, J.M. (1998) “Transformational leadership and objective
performance in banks”, Applied Psychology: an International Review, 47(3): 397-
420.

Ghauri, P. and Gronhaug, K. (2002) Research methods in business studies. Harlow:
Pearson Education.

Gibbs, G. (2007) Analysing qualitative data. London: SAGE.

Gillett-Karam, R. (1994) “Women and leadership” In Baker, G. (ed.) Handbook on the
community college in America: its history, mission, and management (pp. 94-108).
Westport, CT: Greenwood Press.

Gillnham, B. (2005) Research interviewing: the range of techniques. Berkshire: Open
University Press.

Goethals, G.R., Sorenson, G.J. and Burns, J.M. (eds.) (2004) Encyclopaedia of
leadership. Thousand Oaks, CA: SAGE.

Goldring, E. and Pasternak, R. (1994) “Principals' coordinating strategies and school
effectiveness”, School Effectiveness and School Improvement, 5(3): 239-253.

303



Gordon, H.R.D. (2003) The history and growth of vocational education in America. 2nd
Ed. Prospect Heights, IL: Waveland Press.

Grenness, T. (2012) “Hofstede revisited: is making the ecological fallacy when using
Hofstede’s instrument on individual behaviour really unavoidable?” International
Journal of Business & Management, 7(7): 75-84.

Griffith, J. (2004) “Relation of principal transformational leadership to school staff job
satisfaction, staff turnover, and school performance”, Journal of Educational
Administration, 42(3): 333-356. Retrieved 30 March 2010, from ProQuest Education
Journals.

Gross, N. and Harriott, R.E. (1965) Staff leadership in public schools. New York:
Wiley.

Hague, P.N. (1992) The industrial market research handbook. 2nd Ed. London: Kogan
Page.

Hair, J.F., Anderson, R.E., Tatham, R.L. and Black, W.C. (2000) Multivariate data
analysis. 5th Ed. Englewood Cliffs, NJ: Prentice Hall.

Hair, J.F., Black, W.C., Babin, B.J., Anderson, R.E. and Tatham, R.L. (2006)
Multivariate data analysis. 6th Ed. New Jersey: Prentice Hall.

Hall, D. and Hall, I. (1996) Practical social research: project work in the community.
London: Macmillan.

Hallinger, P. (1995) “Culture and leadership: developing an international perspective of
educational administration”, UCEA Review, 36(2): 1-13.

Hallinger, P. (2003) “Leading educational change: reflections on the practice of
instructional and transformational leadership”, Cambridge Journal of Education,
33(3): 329-351.

Hallinger, P. (2005) “Instructional leadership and the school principal: a passing fancy
that refuses to fade away”, Leadership and Policy in Schools, 4(3): 1-20.

Hallinger, P. (2010) A review of three decades of doctoral studies using the Principal
Instructional Management Rating Scale: a lens on methodological progress in
educational leadership and management. Paper prepared for presentation at the
Annual Meeting of the University Council of Educational Administration, New
Orleans, LA.

Hallinger, P. (2011) “Leadership for learning: lessons from 40 years of empirical
research”, Journal of Educational Administration, 49(2): 125-142.

Hallinger, P. and Heck, R. (1996a) “The principal’s role in school effectiveness: a
review of methodological issues, 1980-95”. In Leithwood, K., Chapman, J., Corson,
P., Hallinger, P., and Hart, A. (eds.) International handbook of educational
leadership and administration (pp. 723-784). Dordrecht: Kluwer Academic.

304



Hallinger, P. and Heck, R. (1996b) “Reassessing the principal’s role in school
effectiveness: A review of empirical research, 1980-1995”, Educational
Administration Quarterly, 32(1): 5-44.

Hallinger, P. and Heck, R. (1999) “Next generation methods for the study of leadership
and school improvement”. In Murphy, J. and Louis, K. (eds.) Handbook of research
on educational administration (pp. 141-62). 2nd Ed. San Francisco, Jossey Bass.

Hallinger, P. and Huber, S. (2012) “School leadership that makes a difference:
international perspectives”, School Effectiveness and School Improvement, 23(4):
359-367.

Hallinger, P. and Murphy, J. (1985) “Assessing the instructional leadership behavior of
principals”, Elementary School Journal, 86(2): 217-248.

Hallinger, P. and Murphy, J. (1987) “Instructional leadership in school contexts”. In
Greenfield, W. (ed.) Instructional leadership: concepts, issues and controversies (pp.
197-203). Newtown, Massachusetts: Allyn and Bacon Inc.

Hallinger, P. and Murphy, J. (1986) “The social context of effective schools”, American
Journal of Education, 94(3): 328-355.

Hater, J.J. and Bass, B.M. (1988) “Superiors’ evaluations and subordinates’ perceptions
of transformational and transactional leadership”, Journal of Applied Psychology,
73(4): 695-702.

Hawi, S. (1982) Readings on leadership and leaders (in Arabic). Amman, Jordan: Al-
Sharq Press.

Hay, 1. (2007) “Leadership of stability and leadership of volatility: transactional and
transformational leaderships compared”, Academic Leadership Journal, 4(4): 23-28.

Haynes, J. (2009) “Leadership development: an essential piece of leading change”,
Community College Journal of Research & Practice, 33(11): 962-964.

Hayward, G. (2010) “Vocational education and training and the school-to-work
transition”. In Peterson, P., Baker, E. and McGaw, B. (eds.) International
encyclopedia of education (pp. 306-311). 3rd Ed. Oxford: Elsevier.

Heck, R. and Marcoulides, G. (1996) “School culture and performance: testing the
invariance of an organizational model”, School Effectiveness and School
Improvement, 7(1): 76-95.

Herman, S. and Egri, C.P. (2002) “Triangulation in action: integration of qualitative and
quantitative methods to research environmental leadership”. In Parry, K.W. and
Meindi, J.R. (eds.) Grounding leadership theory and research: issues, perspectives,
and methods (pp. 129-48). Greenwich, CN: Information Age.

Hofstede, G. (1980) Culture’s consequences: international differences in work-related
values. Beverly Hills, CA: SAGE.

305



Hofstede, G. (1991) Cultures and organizations: software of the mind. London:
McGraw Hill.

Hofstede, G. (1994) Cultures and organizations: intercultural cooperation and its
importance for survival. Hammersmith: Harper Collins Publishers.

Hofstede, G. (1997) Cultures and organizations: software of the mind. 2nd Ed. New
York, McGraw Hill.

Hofstede, G. (2001) Cultures consequences: comparing values, behaviours, institutions,
and organizations across nations. 2nd Ed. London: SAGE.

Hofstede, G. and Bond, M.H. (1984) "Hofstede's Culture Dimensions: An Independent
Validation Using Rokeach's Value Survey", Journal of Cross-Cultural Psychology,
15(4): 417-433.

Hofstede, G. Hofstede, G.J. and Minkov, M (2010) Cultures and organizations:
software of the mind. [e-book] 3rd Ed (revised and expanded). United State of
America: Geert Hofstede BV. Available at:

https://www.dawsonera.com/readonline/9780071770156 [Accessed 20/6/2014]

Hofstede, G., Neuijen, B., Ohayv, D.D. and Sanders, G. (1990) “Measuring
organizational cultures: a qualitative and quantitative study across twenty cases”,
Administrative Science Quarterly, 35(2): 286-316.

Hoover, N.R. (1987) Transformational and transactional leadership: a test of the
model. Doctoral dissertation, University of Louisville, KY.

Horner, M. (1997) “Leadership theory: past, present and future”, Team Performance
Management, 3(4): 270-287.

House, R.J., Hanges, P.J., Ruiz-Quintanilla, S.A., Dorfman, P.W., Javidan, M., Dickson,
M., Gupta, V. and 170 country co-investigators (1999) “Cultural influences on
leadership and organizations: Project GLOBE”. In Mobley, W., Gessner, J. and
Arnold, V. (eds.) Advances in global leadership (pp. 171-234). Vol. 1. JAI Press,
Stamford, CN.

House, R.J., Hanges, P.W., Javidan, M., Dorfman, P., and Gupta, V. (eds.) (2004)
Culture, leadership, and organizations: the GLOBE study of 62 societies. Thousand
Oaks, CA: SAGE.

Howell, J.P. and Dorfman, P.W. (1988) A comparative study of leadership and its
substitutes in a mixed cultural work setting. Paper presented at the Western Academy
of Management Review, Big Sky, Montana.

Howell, J.P., Dorfman, P.W., Hibino, S., Lee, J.K. and Tate, U. (1994) Leadership in
Western and Asian countries: commonalties and differences in effective leadership
processes and substitutes across cultures. Center for Business Research, New
Mexico State University.

306


https://www.dawsonera.com/readonline/9780071770156

Hughes, C. (2000) “Is it possible to be a feminist manager in the ‘real world of further
education’”, Journal of Further and Higher Education, 24(2): 251-260.

Hui, C. and Triandis, H. (1985) “Measurement in cross-cultural psychology: a review
and comparison of strategies”, Journal of Cross-Cultural Psychology, 16(2): 131-
152.

Hull, J. and Keim, M. (2007) “Nature and status of community college leadership
development programs”, Community College Journal of Research & Practice, 31(9):
689-702.

Humphreys, J.H. and Einstein, W.O. (2003) “Nothing new under the sun:
transformational leadership from a historical perspective”, Management Decision,
41(1): 85-95.

Hunt, J.G. and Peterson, M.F. (1997) “Two scholar’s views of some nooks and crannies
in crosscultural leadership”, The Leadership Quarterly, 8(4): 343-354.

Hussey, J. and Hussey, R. (1997) Business research: a practical guide for
undergraduate and postgraduate students. Basingstoke: Macmillan.

Ibrahem, M. (1985) Formal and non-formal education in the Kingdom of Saudi Arabia
between the past and the present (in Arabic). World of Knowledge, Jeddah.

Jackson, D. (2000) “The school improvement journey: perspectives on leadership”,
School Leadership & Management, 20(1): 61-78.

Jaques, E. and Clements, F. (1991) Executive leadership. Arlington, VA: Cason Hall.

Johnson, B. and Christensen, L. (2008) Educational research: quantitative, qualitative
and mixed approaches. Thousand Oaks, CA: SAGE.

Johnson, B. and Christensen, L. (2012) Educational research: quantitative, qualitative
and mixed approaches. 4th Ed. Thousand Oaks, CA: SAGE.

Judge, T.A. and Piccolo, R.F. (2004) “Transformational and transactional leadership: a
meta-analytic test of their relative validity”, Journal of Applied Psychology, 89(5):
755-768.

Jung, D., Yammarino, F.J. and Lee, J.K. (2009) “Moderating role of subordinates’
attitudes on transformational leadership and effectiveness: a multi-cultural and multi-
level perspective”, The Leadership Quarterly, 20(4): 586-603.

Jung, D.I., Bass, B.M. and Sosik, J.J. (1995) “Bridging leadership and culture: a
theoretical consideration of transformational leadership and collectivistic cultures”,
The Journal of Leadership Studies, 2(4): 3-18.

Kalantari, B. (1998) “In search of a public administration paradigm: is there anything to
be learned from Islamic public administration?” International Journal of Public
Administration, 21(12): 1821-61.

307



Karmel, T. (2010) “An overview of vocational education and training”. In Peterson, P.,
Baker, E. and McGaw, B. (eds.) International encyclopaedia of education (pp. 229-
239). 3rd Ed. Oxford: Elsevier.

Kemper, E. A., Stringfield, S. and Teddlie, C. (2003) “Mixed methods sampling
strategies in social science research”. In Tashakkori, A. and Teddlie, C. (eds.)
Handbook of mixed methods in social and behavioral research (pp. 273-296).
Thousand Oaks, CA: SAGE.

Kerfoot, D. and Whitehead, S. (2000) “Keeping all the balls in the air: further education
and the masculine/managerial subject”, Journal of Further and Higher Education,
24(2): 183-201.

Khadra, B. (1985) “Leadership, ideology and development in the Middle East”. In
Hajjar, S. (ed.) The Middle East (pp. 109-119). Leiden: E.J. Brill.

Koh, W. (1990) An empirical validation of the theory of transformational leadership in
secondary schools in Singapore. Unpublished doctoral dissertation, University of
Oregon, Eugene, OR.

Kostova, T. (1997) Country institutional profiles: concept and measurement. Academy
of Management Best Paper Proceedings: 180-189.

Kotter, J.P. and Heskett, J.L. (1992) Corporate culture and performance. New York:
Free Press.

Kouzes, J.M. and Posner, B.Z. (1995) The leadership challenge: how to keep getting
extraordinary things done in organizations. San Francisco: Jossey-Bass.

Kriechel, B. (2010) “Displaced workers, unemployed and vocational education and
training”. In Peterson, P., Baker, E. and McGaw, B. (eds.) International encyclopedia
of education (pp. 275-279). 3rd Ed. Oxford: Elsevier.

Kuchinke, P.K. (1999) “Leadership and culture: work-related values and leadership
styles among one company's U.S. and German telecommunication employees”,
Human Resource Development Quarterly, 10(2): 135-154.

Lagemann, E.C. (2000) An elusive science: the troubling history of educational
research. Chicago: University of Chicago Press.

Lambert, L. (2002) “A framework for shared leadership”, Educational Leadership,
59(8): 37-40.

Leech, N.L., Barrett, K.C. and Morgan, G.A. (2005) SPSS for intermediate statistics use
and interpretation. Mahwah, NJ: Lawrence Erlbaum Associates.

Leithwood, K. (1994) “Leadership for school restructuring”, Educational
Administration Quarterly, 30(4): 498-518.

308



Leithwood, K., Harris, A. and Hopkins, D. (2008) “Seven strong claims about
successful school leadership”, School Leadership and Management, 28(1): 27-42.

Leithwood, K. and Jantzi, D. (1999) “Transformational school leadership effects: a
replication”, School Effectiveness and School Improvement, 10(4): 451-479.

Leithwood, K. and Jantzi, D. (2000) “The effects of transformational leadership on
organizational conditions and student engagement with school”, Journal of
Educational Administration, 38(2): 112-129.

Leithwood, K. and Jantzi, D. (2005) “A review of transformational school leadership
research 1996 -2005”, Leadership and Policy in Schools, 4(3): 177-199.

Leithwood, K., Jantzi, D. and Steinbach, R. (1999) Changing leadership for changing
times. Buckingham, UK: Open University Press.

Leithwood, K., Jantzi, D., Earl, L., Watson, N., Levin, B. and Fullan, M. (2004)
“Strategic leadership for large-scale reform: the case of England's national literacy
and numeracy strategy”, School Leadership and Management, 24(1): 57-80.

Leithwood, K., Leonard, L. and Sharratt, L. (1998) “Conditions fostering organizational
learning in schools”, Educational Administration Quarterly, 34(2): 243-276.

Leithwood, K., Riedlinger, B., Bauer, S. and Jantzi, D. (2003) “Leadership programme
effects on pupil learning: the case of the Greater New Orleans School Leadership
Center”, Journal of School Leadership and Management, 13(6): 707-738.

Leithwood, K. and Riehl, C. (2005) “What we know about successful school
leadership”. In Firestone, W. and Riehl, C. (eds) A new agenda: directions for
research on educational leadership (pp. 22-47). New York: Teachers College Press.

Leithwood, K. and Sun, J.P. (2009) “Transformational school leadership effects on
schools, teachers and students”. In Hoy, W. and DiPaola, M. (eds.) Research and
theory in educational administration: Vol. 8. Studies in school improvement
programs (pp. 1-22). Charlotte, NC: Information Age.

Leithwood, K., Tomlinson, D. and Genge, M. (1996) “Transformational school
leadership”. In Leithwood, K. (ed.) International handbook of educational leadership
and administration (pp. 785-840). Dordrecht: Kluwer Academic.

Leithwood, K.A. and Montgomery, D.J. (1982) “The role of the elementary school
principal in program improvement”, Review of Educational Research, 52(3): 309-
330.

Leithwood, K.A. and Sun, J. (2012) “The nature and effects of transformational school
leadership: a meta-analytic review of unpublished research”, Educational
Administration Quarterly, 48(3): 387-423.

Leitner, D. (1994) “Do principals affect student outcomes; an organizational
perspective”, School Effectiveness and School Improvement, 5(3): 219-238.

309



Leney, T. (with consortium partners) (2004) Achieving the Lisbon goal: the contribution
of VET. Final report to the European Commission. Brussels: European Commission.

Leney, T. and Green, A. (2005) “Achieving the Lisbon goal: The contribution of
vocational education and training”, European Journal of Education, 40(3): 261-278.

Leung, K. and Su, S.K. (2004) “Experimental methods for research on culture and
management”. In Punnett, B. and Shenkar, O. (eds.) Handbook for international
management research (pp. 68-95). 2nd Ed. Oxford, UK: Blackwell.

Levy, P.S. and Lemeshow, S. (2008) Sampling of populations: methods and
applications. 4th Ed. New Jersey: Wiley.

Loots, C. and Ross, J. (2004) “From academic leader to chief executive: altered
images”, Journal of Further and Higher Education, 28(1): 19-34.

Loots, C. and Whelan, L. (2000) “Scotland's further education managers”, Journal of
Vocational Education and Training, 52(3): 413-433.

Lowe, K.B., Krocck. K.G. and Sivasubramaniam, N. (1996) “Effectiveness correlates of
transformation and transactional leadership: a meta-analytic review of the MLQ
literature”, The Leadership Quarterly, 7(3): 385-425.

Lumby, J. (2001) Managing further education: learning enterprise. Education
management: research and practice series. London: Paul Chapman.

Lussier, R.N. and Achua, C.F. (2004) Leadership: theory, application, & skill
development. 2nd Ed. Mason, OH: Thomson-Southwestern.

Lytle, A.L., Brett, JM., Barsness, Z.J., Tinsley, C.H. and Janssens, M. (1995) “A
paradigm for confirmatory cross-cultural research in organizational behaviour”,
Research in Organizational Behaviour, 17: 167-214.

McMurtry, J. (2005) “Imagining the future of career and technical education: reflections
for career and technical education leadership from National Leadership Institute
scholars”. In Gregson, J.A. and Allen, J.M. (eds.) Leadership in career and technical
education: beginning the 21st century. Columbus, Ohio: UNT Digital Library. Online
at: http://digital.library.unt.edu/ark:/67531/metadc31082/ [Accessed May 30, 2014].

Mandell, B. and Pherwani, S. (2003) “Relationship between emotional intelligence and
transformational leadership style: a gender comparison”, Journal of Business and
Psychology, 17(3): 387-404.

Marks, H. and Printy, S. (2003) “Principal leadership and school performance: an
integration of transformational and instructional leadership”, Educational
Administration Quarterly, 39(3): 370-397.

May, T. (2001) Social research: issues, methods and process. 3rd Ed. Maidenhead,
Open University Press.

310



Mays, N. and Pope, C. (1995) “Rigour and qualitative research”, British Medical
Journal, 311: 109-12.

Mellahi, K. (2006) “Human resource management in Saudi Arabia”. In Budhwar, P. and
Mellahi, K. Managing human resources in the Middle East. London: Routledge.

Metwalee, N.A. (2007) “Technical education and vocational training”. In Al-Hamed,
M., Zyiadah, M.A. and Al-Otiby, B.J. Education of Saudi Arabia: vision of the
present and prediction for the future (pp. 150-177) (in Arabic). 4th Ed. Riyadh:
Alrushd Press.

Meyers, L., Gamst, G. and Guarino, A. (2006) Applied multivariate research: design
and interpretation. Thousand Oaks, CA: SAGE.

Ministry of Planning in Saudi Arabia (1980) The third development plan 1980-1985.
Riyadh: Ministry of Planning Press.

Ministry of Planning in Saudi Arabia (1985) The fourth development plan 1985-1990.
Riyadh: Ministry of Planning Press.

Ministry of Planning in Saudi Arabia (1990) The fifth development plan 1990-1995.
Riyadh: Ministry of Planning Press.

Ministry of Economy and Planning in Saudi Arabia (2010) The ninth development plan
2010-2014. Online at: http://www.mep.gov.sa [Accessed 10 October 2012].

Ministry of Education (1957) Ministry of Education in five years: 1953-1957 (in
Arabic). Riyadh.

Ministry of Education (2012) Summary statistics on general education. Riyadh:
Information Department.

Mimouni, F. and Metcalfe, B (2011) “Leadership development philosophy and practice
in Saudi Arabia”. In Metcalfe, B. and Mimouni, F. Leadership development in the
Middle East (pp.169-196) Cheltenham, UK: Edward Elgar.

Misko, J., MacKenzie, J. and Polvere, R. (2010) “Language of vocational education and
training”. In Peterson, P., Baker, E. and McGaw, B. (eds.) International
encyclopaedia of education (pp. 343-351). 3rd Ed. Oxford: Elsevier.

Modassir, A. and Singh, T. (2008) “Relationship of emotional intelligence with
transformational leadership and organizational citizenship behaviour”, International
Journal of Leadership Studies, 4(1): 3-21.

Moran, R., Harris, P. and Moran, S. (2011) Managing cultural differences: leadership
skills and strategies for working in global world. Oxford: Butterworth-Heinemann

Morris, M.W., Podolny, J.M. and Ariel, S. (2000) “Missing relations: incorporating
relational constructs into models of culture”. In Earley, P.C. and Singh, H. (eds.)

311



Innovations in international and cross-cultural management (pp. 52-90). Thousand
Oaks, CA: SAGE.

Moss, J. Jr., Finch, C., & Johanses, B. C. (1991). “What makes a vocational
administrator an effective leader?”” Journal of Industrial Teacher Education, 29(1), 1-
5.

Moss, J. Jr., Finch, C. R., Lambrecht, J.J. & Jensrud, Q. (1994). Leader Effectiveness
Index Manual. Berkeley, CA: National Centre for Research in VVocational Education.

Moss Jr, J. and Liang, T. (1990). Leadership, leadership development, and the national
centre for research in vocational education. Berkeley, CA: National Centre for
Research in Vocational Education.

Muijs, D., Harris, A., Lumby, J., Morrison, M. and Sood, K. (2006) “Leadership and
leadership development in highly effective further education providers. Is there a
relationship?”” Journal of Further and Higher Education, 30(1): 87-106.

Mulcahy, D. (2003) Leadership and management in vocational education and training.
Staying focused on strategy — Vol. 1. Adelaide: NCVER.

Muna, F.M. (1980) The Arab Executive. London: Macmillan.

Musa. M. and Saleh, S.M.S. (2003) “The concept of total quality in Islam”. In Abdullah,
M., Husain, N., N. M. bin Hj Hassan, N. and Musa, M. (eds.) Essays on Islamic
management & organizational performance measurements. Kuala Lumpur: Institute
of Islamic Understanding.

Musleh, A. (1982) Systems of education in the Kingdom of Saudi Arabia and the Arab
world: a theoretical study and comparative analysis of the Arab education systems
and problem (in Arabic). 2nd Ed. Riyadh: King Saud University Press.

Nikander, P. (2008) “Working with transcripts and translated data”, Qualitative
Research in Psychology, 5(3): 225-231.

Noor, 1. (1999) Prophet Muhammad's leadership: the paragon of excellence and
altruistic management. Kuala Lumpur: Utusan Publications and Distributors.

Northhouse, P.G. (2013) Leadership: theory and practice. 6th Ed. Thousand Oaks, CA:
SAGE.

Nunnally, J.C. (1978) Psychometric theory. 2nd Ed. New York: McGraw-Hill.

O’Day, K. (1983) The relationship between principal and teacher perceptions of
principal instructional management behaviour and student achievement.
Unpublished doctoral dissertation, Northern Illinois University, Normal, lllinois.

Ogawa, R. and Bossert, S. (1995) “Leadership as an organizational quality”,
Educational Administration Quarterly, 31(2): 224-243.

312



Onwuegbuzie, A.J. and Collins, K.M.T. (2007) “A typology of mixed methods sampling
designs in social science research”, The Qualitative Report, 12(2): 281-316.

O'Reilly, C.A., Chatman, J. and Caldwell, D.F. (1991) “People and organizational
culture: a profile comparisons approach to assessing person-organization fit”,
Academy of Management Journal, 34(3): 437-516.

Pallant, J. (2011) SPSS survival manual: a step by step guide to data analysis using
SPSS for windows. 4th Ed. McGraw Hill: Open University Press.

Parry, K.W. (1994) “The situational contingencies of transformational leadership”,
Management Papers, 3(4): 33-62.

Parry, K.W. (1996) “Leadership research: themes, implications, and a new leadership
challenge”. In Parry, K.W. (ed.) Leadership theory and practice. Melbourne, Pitman.

Patton, M.Q. (2002) Qualitative evaluation and research methods. London: SAGE.

Pavlova, M. (2005) “Life skills for employability, citizenship and sustainable
development: a case study of vocationalization in Russia”, Prospects 35(3): 343-354.

Pereira, D. (1986) Transactional and transformational leadership scores of executives
in a large Indian engineering firm. Paper presented at the meeting of the
International Congress of Applied Psychology, Jerusalem.

Ramadi, M.A. (2005) The Saudi Arabian economy: policies, achievements and
challenges. New York: Springer.

Rescher, N. (2000) Realistic pragmatism: an introduction to pragmatic philosophy.
Albany, NY: State University of New York Press.

Robertson, C., Al-Khatib, A. and Al-Habib, M. (2002) “The relationship between Arab
values and work beliefs: an exploratory examination”, Thunderbird International
Business Review, 44(5): 583-601.

Robinson, V. (2006) “Putting education back into educational leadership”, Leading &
Managing, 12(1): 62-75.

Robson, C. (2011) Real world research. 3rd Ed. Chichester: Wiley.

Ross, J. (2004) “Effects of a running records assessment on early literacy achievement:
results of a controlled experiment”, Journal of Educational Research, 97(4): 186-
194.

Rousseau, D.M. (1990) “Assessing organizational culture: the case for multiple
methods”. In Schneider, B. (ed.) Organizational climate and culture. San Francisco,
CA: Jossey-Bass.

Ruth, K. and Deitmer, L. (2010) “The relationship between technical and vocational
education and training and innovation”. In Peterson, P., Baker, E. and McGaw, B.

313



(eds.) International encyclopaedia of education (pp. 423-428). 3rd Ed. Oxford:
Elsevier.

Saatti, A. (2007) “Technical education and vocational training and future strategies”,
Electronic Economy Journal. Online at:
www.aleqt.com/2007/12/23/article_10971.html [Accessed on 3 January 2009].

Sashkin, M. (1990). The visionary leader: leadership behavior questionnaire. Amherst,
MA: Human Resource Development Press.

Saudi Arabian Monetary Agency (SAMA) (2006) Saudi Arabian Monetary Agency:
Forty-second Annual Report. Saudi Arabia: Research and Statistics Department,
SAMA.

Saunders, M., Lewis, P. and Thornhill, A. (2009) Research methods for business
students. 5th Ed. Prentice Hall.

Schaffer, B.S. and Riordan, C.M. (2003) “A review of cross-cultural methodologies for
organizational research: a best-practices approach”, Organizational Research
Methods, 6(2): 169-215.

Schaubroeck, J., Lam, S.S.K. and Cha, S.E. (2007) “Embracing transformational
leadership: team values and the impact of leader behaviour on team performance”,
Journal of Applied Psychology, 92(4): 1020-1030.

Schein, E.M. (2004) Organizational culture and leadership. 3rd Ed. San Francisco, CA:
Jossey-Bass.

Schwartz, S.H. (1994) “Beyond individualism/collectivism: New cultural dimensions of
values”. In Kim, U., Triandis, H.C., Kagitcibasi, C., Choi S.C. and Yoon, G. (eds.)
Individualism and collectivism: theory, method and applications (pp. 85-119).
Thousand Oaks, CA: SAGE.

Scott J.L. and Sarkees-Wircenski, M. (2001) Overview of career and technical
education. Homewood, Illinois: American Technical Publishers, Inc.

Segal, S., Polak, R.M., Jean-Pierre, R. and Cato, M.L. (1998) Toward validation of
Dorfman and Howell's culture scale in a multicultural sample. Proceedings of the
Academy of Business Administration: Global Trends Conferences.

Sergiovanni, T. (1990) Value-added leadership: how to get extraordinary performance
in schools. London: Harcourt Brace Jovanovich.

Sharafuddin, 1. (1987) “Toward an Islamic administrative theory”, The American
Journal of Islamic Social Science, 4(2): 229-44.

Sheppard, B. and Brown, J. (1996) “So you think team leadership is easy? Training and
implementation concerns”, NASSP Bulletin, 84(614): pp. 71-74.

314



Shin, S. and Zhou, J. (2003) “Transformational leadership, conservation, and creativity:
evidence from Korea”, Academy of Management Journal, 46(6): 703-714.

Silins, H., and Mulford, B. (2002) “Leadership and school results”. In Leithwood, K.
and Hallinger, P. (eds.) Second international handbook on educational leadership
and administration (pp. 561-612). The Netherlands: Kluwer Academic Press.

Silins, H., Zarins, S. and Mulford, W. (2002) “What characteristics and processes define
a school as a learning organisation? Is this a useful concept to apply to schools?”
International Education Journal, 3(1): 24-32.

Simkins, T. and Lumby, J. (2002) “Cultural transformation in further education?
Mapping the debate”, Research in Post-Compulsory Education, 7(1): 9-25.

Smith, J.K. (1996) “An opportunity lost?”” In Heshusius, L. and Ballard, K. (eds.) From
positivism to interpretivism and beyond: tales of transformation in educational and
social research. New York: Teachers College Press.

Smith, P., Misumi, J., Tayeb, M., Peterson, M. and Bond, M. (1989) “On the generality
of leadership style measures across cultures”, Journal of Occupational Psychology,
62(2): 97-109.

Sondergaard, M. (1994) “Hofstede's consequences: a study of reviews, citations and
replications”, Organization Studies, 15(3): 447-456.

Southwick, R.B. (1998) Antecedents of transformational, transactional, and laissez-
faire leadership. Doctoral dissertation, University of Georgia, Athens, GA.

Stevens, J. (1996) Applied multivariate statistics for the social sciences. 3rd Ed.
Mahwah: Lawrence Erlbaum Associates.

Stogdill, R. (1974) Handbook of leadership. New York: The Free Press.

Stone, A.G., Russell, R.F. and Patterson, K. (2004) “Transformational versus servant
leadership: a difference in leader focus”, Leadership & Organization Development
Journal, 25(4): 349-361.

Sun, J. and Leithwood, K. (2012) “Transformational school leadership effects on student
achievement”, Leadership and Policy in Schools, 11(4): 418-451.

Tabachnick, B.G. and Fidell, L.S. (2007) Using multivariate statistics. 5th Ed. Boston:
Pearson Education, Inc.

Tashakkori, A., Brown, L.M. and Borghasie, P. (2009) “Integrated methods for studying
a systemic conceptualization of stress and coping”. In Collins, K.M.T.,
Onwuegbuzie, A.J. and Jiao, Q.G. (eds.) Toward a broader understanding of stress
and coping: mixed methods approaches. Greenway, CT: Information Age.

Tashakkori, A. and Creswell, J.W. (2007) “The new era of mixed methods ”, Journal of
Mixed Methods Research, 1(3): 3-7.

315



Taylor, P. (2010) “Age equality in education and training”. In Peterson, P., Baker, E.
and McGaw, B. (eds.) International encyclopedia of education (pp. 262-268). 3rd Ed.
Oxford: Elsevier.

Technical and Vocational Training Corporation (TVTC) (2009) Annual report
achievements of the technical and vocational training corporation (in Arabic).
Riyadh: TVTC Press.

Technical and Vocational Training Corporation (TVTC) (2011) Guidebook for the unit’s
supervision (in Arabic) Riyadh: TVTC Press.

Teddlie, C. and Tashakkori, A. (2009) Foundations of mixed methods research:
Integrating quantitative and qualitative approaches in the social and behavioural
sciences. Thousand Oaks, CA: SAGE.

The Saudi Network. Available at:
http://www.the-saudi.net/saudi-arabia/saudi-main-cities.htm [Accessed 10 /2/ 2010].

Tichy, N.M. and Devanna, M.A. (1990) The Transformational Leader. New York:
Wiley.

Triandis, H. (1995) Individualism and collectivism. Boulder, CO: Westview.

Trinidad, C. and Normore, A.H. (2005) “Leadership and gender: a dangerous liaison?”
Leadership & Organization Development Journal, 26(7): 574-590.

Trompenaars, F. and Hampden-Turner, C. (1998) Riding the waves of culture:
understanding cultural diversity in global business. 2nd Ed. New York: McGraw-
Hill.

Tucker, D. (1994) “Changing practices and conceptions of the executive function in
urban government: the Greater Brisbane experience”, Australian Journal of Public
Administration, 53(4): 508-520.

Urabi, A.Q. and Al-Umri, A. (2001) Modernisation and change in the culture and
values of Saudi society (in Arabic). Riyadh: King Saud University Press.

Uthaymin, A. (2009) History of the Kingdom of Saudi Arabia (in Arabic). 15th Ed.
Riyadh: Press Obeikan.

Vernon, P.E. (1964) Personality assessment: a critical survey. New York: Wiley.

Von Ber, 1. (2004) Writing winning research. 2nd Ed. Ann Arbor: XanEdu.

316


http://www.the-saudi.net/saudi-arabia/saudi-main-cities.htm

Waldman, D.A., Bass, B.M. and Yammarino, F.J. (1990) “Adding to contingent-reward
behaviour: the augmenting effect of charismatic leadership”, Group &
Organizational Studies, 15(4): 381-394.

Walker, A. and Dimmock, C. (2005) “Leading the multi-ethnic school: research
evidence on successful practice”, The Educational Forum, 69(3): 291-304.

Walker, J.M. (2010) “It takes at least two to tangle”, Journal of Cases in Educational
Leadership, 13(4): 22-43.

Wallin, D. (2006) “Short-term leadership development: meeting a need for emerging
community college leaders”, Community College Journal of Research & Practice,
30(7): 513-528.

Wallin, D. (2010) “Vocational education and training workforce”. In Peterson, P.,
Baker, E. and McGaw, B. (eds.) International encyclopedia of education (pp. 513-
518). 3rd Ed. Oxford: Elsevier.

Walumbwa, F.O. and Lawler, JJ. (2003) “Building effective organizations:
transformational leadership, collectivist orientation, work-related attitudes and
withdrawal behaviours in three emerging economies”, International Journal of
Human Resource Management, 14(7): 1083-1101.

Ward, K. and Street, C. (2010) “Reliability”. In Mills, A.J., Durepos, G. and Wiebe, E.
(eds.) Encyclopedia of case study research (pp. 801-803). Thousand Oaks, CA:
SAGE.

Weber, M. (1947) The theory of social and economic organization. (T. Parsons, Trans.).
New York: Free Press.

Witziers, B., Bosker, R. and Kruger, M. (2003) “Educational leadership and student
achievement: the elusive search for an association”, Educational Administration
Quarterly, 39(3): 398-425.

Yammarino, F.J., Dubinsky, A.J., Comer, L.B. and Jolson, M.A. (1997) “Women and
transformational and contingent reward leadership theory: a multiple-levels-of-
analysis perspective”, Academy of Management Journal, 40: 205-222.

Yan, J. and Shi, D (2003) A cross-cultural model of transformational leadership. Paper,
Academy of Management, Seattle, WA.

Yavas, U. and Yasin, M.M. (1999) “Organisational significance and application of
computer skills: a culturally-based empirical examination”, Cross Cultural
Management, 6(4): 11-21.

Yin, R. (2008) Case study research: design and methods. 4th Ed. Thousand Oaks, CA:
SAGE.

317



Yokochi, N. (1989) Leadership styles of Japanese business executives and managers:
transformational and transactional. Unpublished doctoral dissertation, United States
International University, San Diego, CA.

Yukl, G. (1989) “Managerial leadership: a review of theory and research”, Journal of
Management, 15(2): 251-290.

Yukl, G. (1999) “An evaluation of conceptual weaknesses in transformational and
charismatic leadership theories”, The Leadership Quarterly, 10(2): 285-305.

Yukl, G. (2002) Leadership in organizations. 5th Ed. Upper Saddle River: Prentice-
Hall.

Yukl, G. (2012) Leadership in organizations. 8th Ed. Pearson Education Limited.

Yukl, G. and Van Fleet, D.D. (1992) “Theory and research on leadership in
organizations”. In Dunnette, M. and Hough, L. (eds.) Handbook of industrial and
organizational psychology (pp. 147-197). Palo Alto, CA: Consulting Psychologist
Press.

Zacharatos, A., Barling, J. and Kelloway, K. (2000) “Development and effects of
transformational leadership in adolescents”, The Leadership Quarterly, 11(2): 211-
217.

318



Appendices

319
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Appendix B: Data Survey for leaders

Data Survey for Leaders

Please put a tick (+) in the box by the answer that best describes vou, or write in vour
details on the dotted lines.

1. Current position

Dean of Technical College

Vice-Dean of Traming Affairs

Vice-Dean of Trainees Services

Head of Vocational Institute

Vice-Head of Training Affairs

Vice-Head of Trainees services

Dean of Technical College for Girls

Vice-Dean of Training Affairs

Vice-Dean of Training Services

2. Gender
Male
Female
3. Age 4. Education level
20-29 Secondary school
30-39 Diploma after secondary school
40-49 Bachelor
50-59 Master
60 and over Doctor
Other, please specify...

5. Please specify a number of yvears of vour work experience:
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Appendix C: Data survey for raters

Data Survey for Raters

Please put a tick (V) in the box by the answer that best describes you, or write in your
details on the dotted lines.

1. Current position

Trainers at Technical College

Trainers at Vocational Institutes

Trainers at Technical college for girls (women)

2. Gender
Male
Female
4. Education level
3. Age
20-29 Secondary school
30-39 Diploma after secondary school
40-49 Bachelor
50-59 Master
60 and over Doctor
Other, please specify...

5. Please specify a number of years of your work experience:
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Appendix D: Dorfman and Howell’s CV Scale

Dorfman and Howell’s CV Scale

Instructions: Listed below are a number of statements that may represent possible
feelings toward your organisation. Please indicate the extent to which you agree or
disagree with each statement, by circling the appropriate number, using the following
scale.

Strongly . Neither Agree nor Strongly
. Disagree . Agree
Disagree 1549 Disagree g Agree
1 2 3 4 5

1 | Itis important to have job requirements and instructions spelled out in detail
so that employees always know what they are expected to do.

2| Group welfare is more important than individual rewards.

3 | Managers should make most decisions without consulting subordinates.

4 | Meetings usually run more effectively when a man chairs them.

5 | Group success is more important than individual success.

6 | Itis frequently necessary for a manager to use authority and power when
dealing with subordinates.

7 | It is more important for men to have a professional career than it is for women
to have a professional career.

8 | Rules and regulations are important because they inform employees what the
organisation expects of them.

9 | Being accepted by the members of your work group is very important.

10 | Managers should seldom ask for the opinions of employees.

11 | Solving organizational problems usually requires an active forcible approach,
which is typical of men.

12 | Standard operating procedures are helpful to employees on the job.
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13

Employees should only pursue their goals after considering the welfare of the
group.

14 | Managers should avoid off-the job social contacts with employees.

15 | Men usually solve problems with logical analysis; women usually solve
problems with intuition.

16 | Instructions for operations are important for employees on the job.

17 | Managers should encourage group loyalty even if individual goals suffer.

18 | Employees should not disagree with management decisions.

19 | Managers expect employees to closely follow instructions and procedures.

20 | Managers should not delegate important tasks to employees.

21 | Individuals may be expected to give up their goals in order to benefit group
success.

22 | Itis preferable to have a man in a high level position rather than a woman.

324




Appendix E: Interview questions for Leaders

Thank you very much for participating in this research. The interview is scheduled to
last no longer than one hour and is completely voluntary. You have been selected to
speak with me because you have been identified as someone who exhibits
transformational / transactional leadership qualities. This research focuses on the
leadership styles in VET in Saudi Arabia, with particular interest in understanding how
national culture affects your leadership. This study does not aim to evaluate your

techniques or experiences

The first objective: Leadership styles

(A) The first group sought to build concepts by asking questions on leadership styles as

perceived by respondents.
1- Generally speaking, what is your understanding of the term leadership?
2- In your opinion, what are the most important qualities that leaders should possess?

(B) The second group of questions related to their preconceptions of transformational-
transactional leadership.  These questions concern the constituent elements of

transformational and transactional leadership.
Transformational and Transactional questions:

1- How do you encourage building teamwork among your staff toward shared goals and

commitment?
2- What are the most important values for you to present to your staff? Why? And how?

3-Is it important for you to set an example for your staff that is consistent with VET

institutions’ values and expectations?
4- How do you inspire your employees as with a vision of a better future?

5- How do you build trust, respect, and confidence in your staff?
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6- Is it important for you to be concerned about their personal needs, not just the

organizational? How is this accomplished?

7- In what ways do you challenge your staff? How so?

8- Is it important to be flexible?

9- How do you encourage creativity?

10- Do you consider yourself as a role model?

11-What type of ethical principles do you believe in?

12- Can you explain how decisions are made in your organization?
13- How do you react to new experiences?

14- Do you feel it is important to mentor/coach your trainers? How? Why?
15- What is your policy on rewarding performance?

16- How do you reward performance within your institution?
17-To what extent are the rewards financial and psychological?
18- How do you work to maintain standards?

19-How do you act if you notice errors?

20- What rules have you established to avoid mistakes?

21- How often and when do you attempt to improve performance?
The Second objective: cultural values.

These questions first asked respondents about their perceptions of cultural values in the

workplace and the extent to which they shape and influence their leadership styles.

1- Do you like to make decisions with your subordinates? Why?

2- How would you describe your relationship with your subordinates?
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3-In your experience, how frequently are subordinates afraid to express disagreement
with you? Why?

4-Do you like to work alone or as a team? Why?

5-What are your opinions about male leaders and female leaders?

6-How often do you feel unsure of how to behave? Why?

7- When do you feel anxiety? Why?

I would like to thank you for the opportunity to speak with you today. | appreciate the
hard work that you do for your institution, trainees, and the community at large. | know
how valuable your time is and | greatly appreciate it.
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Appendix F: Interview questions for Raters

Thank you very much for participation in this research. The interview is scheduled to
last no longer than one hour and is completely voluntary. You have been selected to
speak with me today because you have been identified as someone who assessed his/her
leader as having transformational / transactional leadership qualities. This research
focuses on the leadership styles in VET in Saudi Arabia, and is interested in
understanding how national culture affects your leader’s leadership. It does not aim to

evaluate your techniques or experiences or your leader.

These questions related to respondents preconceptions of transformational-transactional
leadership. These questions concern the constituent elements of transformational and

transactional leadership.

1- How does your leader encourage building teamwork among your staff toward shared

goals and commitment?

2- What the most important value you think your leader is displays?

3- How does your leader inspire you and other employees?

4- How does your leader build trust, respect, and confidence with you?

5- Is your leader concerned about your personal needs, or just the organization? How?
6- In what ways does your leader challenge you? How so?

7- To what extent do you consider your leader is flexible?

8- Does your leader encourage creativity? Can you explain?

9- Do you consider your leader as a role model? Why? How?

10-What type of ethical principles does your leader appreciate? Do you agree with
him/her? Why?

11- Can you explain how decisions are made in your organization?

328



12- How does your leader react to new experiences?

13- Does your leader mentor/coach you? How?

14- What is your leader’s policy on rewarding performance?
15- How does your leader reward your performance?

16-To what extent are the rewards financial and psychological?
17- How does your leader work to maintain standards?
18-How does your leader act if he/she notice errors?

19- What rules have you established to avoid mistakes?

20-How often does your leader attempt to improve your performance?

I would like to thank you for the opportunity to speak with you today. | appreciate the
hard work that you do for your institution, trainees, and the community at large. | know

how valuable your time is and | greatly appreciate it.
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