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ABSTRACT

Educational leadership anig relation tostudent academic achievemena welk
researchdarea however little is known about principafeffectiveness in specific leadership

tasks and its relation with student achievement. The purpose sfublisvasto explore task

effectiveness, as perceid by principals themselves, their deputy principals and lead teachers

in the context of the Maldive®lore specifically this study identiftespecificdimensionof
principal tasks anthvestigatedhe relations between these dimensions and student
achievement in lower secondary schools in thedMas.

This study employed a quantitative desigsing surveys to collect sednd other
ratings of principal task effectiveness. Principals, deputy principals and lead teachers were
asked to complete thamme survey regarding principal task effectiveness, thus triangulating

principal selfratings with ratings from thether senior managemeleammembersAll of

the 17/ public secondary schools offering the International General Certificate of Secondary
Edwati on (I GCSE) in the Maldives resnpponded

IGCSEmathematics and Englisds a seconthnguagevere provided by the Ministry of
Education. An exploratory factor analysis was used to identify dimensions of pritasjal
effectivenessHierarchical regression analyses were used to examine the relation between
perceived principal task effectiveness, principal characteristics and student achievement.
The analyses revealed five principal task dimensiSnokoolManagement
Instructional Management, Teacher Quality, External RelgtamomdProgranme
DevelopmenandEvaluation The Teacher Qualitgimensiomrand pr i nci pal s 6
their current schogbositively predicted student achievement in the IGCSEi&mngs a
Second_anguage examinatiofurther, principals witma s t degre@ gualifications
perceived themselves as being more effective than thosé veitb h eahdoactora
degres.
This study provides a comprehensive picture of principal taskietfeess in the
Maldives, highlighting specific strengths and areas for improvement. The findings provide
implications for policy makers for principal training, ongoing professional learning and the

daily work of principals. The study provides a comprehenamework of leadership task

effectiveness which leaders and policy makers can utilise to examine leadership in schools

and identify professional learning neetisalsohighlights the importance of focusing on

principal task effectiveness and its littkstudent outcomes
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Chapter 1. INTRODUCTION

Thechapter descritzany personal interesth completingthis research. In addition
the chapteoutlinesthe significance of this study and overarching research questions which

this studyaimedto answerThe chapter concludes with an outline of this thesis.

1.1.PersonalMotivation Leading to this Research

My personal interest in this research began with nagtier of Education thesis. My
mastetb s hesi s i nvestigated gender differences i
achievementWhile studying the state of education in the Maldif@she thesisl noticed
that we had achieved universal primadgeation and had extended the availability of lower
secondary education to most of the islands. Howewiaite progress had been made in
providing access to educatiayerallacademic achievement was still low across the
Maldives. A World BanK2012)report highlighted that the overall quality of education in the
Maldives was low and immediate improvement was needed. One particulavasstie low
pass rates ithelower secondary exit examinations, hindering studieata pursuingupper
secandary schooling opportunities. In 2015, the lower secondary pass rate was%ityr41
Englishas asecond languagé&SL) and 526 in mathematicgMinistry of Education [MoE],
2016a) Whilethe passates hd increasd overprevious years, about %9of studcents
remainedvithout basic numeracy and literacy qualificasowhichrepresenthe foundations
for education and for st udegenthesyarsstasghcess 1 n p
trainingcourses athe Maldives National Universitiyave been upgraed fromanAdvanced
Certificate in Teaching in 1984 the currenBachelor of Teaching and Master of Education.
Even with the availability olighly qualified teachers, there remains gross underachievement
of students at the secondary exit examination. While some schools perform well in the
International General Certificate of Secondary Education (IGG8E8r schools are
struggling to get acceptabilesuls (MoE, 2016b) Even though similar resources are
provided in schools, thearehuge differences in performance of IGCSE. Of the many
available resources in scheghuman resoursglay akey role in the academic performance
of the studentand anong these resources, one of the prominesdurcess theprincipal
who has been shown faday a vital role in student achieveméWanzare & Da Costa, 2001)

| now work as a teachedecator and coordinator of the Master of Education

Management and Leadership in the Faculty of Education, The Maldives National University.



Given my focus orschoolleadershipl aminterested in the effectiveness of principals in the
Maldivesand the Ink to student achievementhis interest has led me émgage in atudyof
principal task effectiveness and student academic achievement in the Maldivian context.

| have always thought that teachers alone cannot bring a change in student
achievement. Quality school education is not ahgresponsibility of teachersn addition
to anenthusiastic teaching forcinere neeslto be a principal who is willing and abtolead
the school in every aspect. A principal who is an instructional leader with management skills
is neededo support effectivelassroom teaching.

1.2.0Overview of Literature

Sincethe 1970s educational researdtasarguel that one of the mutual crecteristic
of effective schools is principal leadersi#ndrews & Soder, 1987; Edmds, 1979;

Hallinger & Heck, 1998)As a result of this, thetteas beerm focus on the relationship
between principal leadership and student achieve(hiailinger & Heck, 1998)Reseech

and especially metanaly®s over the years haveveaédthe positive effecof principal
leadershipn student achievemefBossert, Dwyer, Rowan, & Lee, 1982; Hallinger & Heck,
1998; Leithwood, Louis, Anderson, & Wahlstrom, 2004; Robinson, Lloyd, & Rowe, 2008)
Forexample, MarzandNVaters,andMcNultyé €005)metaanalysis confirrada significant
relationship between school leadership and student achieyandriteithwood et a(2008)
claimedthat school leadership is second atdythequality ofteachiry in influencing student
learning.S i r c (2017 litkesature review on school leadership showed that effective
principal | eadership enhances the school env
academic achievement.

Onedebatehat remains is that of the differences between principal leadenstip
educational management antietherprincipalleadership and educational management
describe the same or different tasks of the principal. C(l&#88)distinguished leadership
from maragement by noting that leaders are concernedeglititationathangeand
instructionwhile managers maintathe organisationatunning of the schooBimilarly,
Connolly, Jamesand Fertigl2019)proposed that educational management and leadership are
different educational managemeioicusegroper functioning of the schqathereas
educational leadership fiscused oraccomplishing goals by influencing peoglehas been
arguedthat although leadership and management are equivalently important in school
administration (Bush, 2007; Cuban, 1988), both depend on context an@tiste 2007)



Schools where the basic management is already in place may need more leadership. On the
other hand, underperforming schooiay neednore emphasis on basic management to
ensureghe functionakrunning of the schoolOnce baic managerial aspects are in place, then
leaders can formulate their vision and missmrthe schoal

In the Maldivian context, school leaddravetraditionallybeenseen more as school
managers who deal with tasks such as record keeping, managing school budget and reporting
school activities to the MoB:he implementation of a new curriculum in 2015 gave
principals a more instructional rol&part from managing schoaktivities,the principal is
now compelled tdoeinvolved in the instructional activities that directly affect student
achievemen(National Institute of Education, 2014)/hether principa aregivenamore
managerial role or instructional leadership role, in either case, prinagatsponsike for
theirschoob performanceWhether a school principal dsmore managing or leading, they
are still responsible to lead@manage all the activities withthe school through utilisation
of available resources. As a result of thiprincipal is required tonakenecessary changes to
improve academic achievemelttcan be argued thatithout organisation and plannipgtaff
lack the enthusiasm to strive for better outcef$@rchia, 2017)Simultaneously
instructional leadership practice is also an impord@pect of student achievement, as it
involvesthe direct involvemenbf the principain teaching and learningold, 2003;
Shaked, 2018Hence, principals need practise both leadership anthanagerial skills to
increase student academic achievement. Principal leadership has only recently become a
focus in the Maldives, signified by thtiation of theabovementionednasteés programme
in the country in 2019Mloreover, theMoE s trying to improve principal leadership through
the World Bank2017)i Enhanci ng Educati on Dileywaning pment
existing and potential principals

As theleader and manager in a schdbg principal is given complex responsibilities.
Leithwood et al(1999)point out that, in practice, princigahay not be awarm their daily
work that they are either leading or managing; they simply carry out their tasksaihdieh
the school and studeni®o increase student achievement, completing leadership or
managerial tasks or the frequency of attempting these tasks is not sufifeigemhost
importantly, it is principal task effectiveness which bstige necessary chges in school
performance. Since the multifaceted principal responsibilities involve managing different
tasks relating ttheschool, it is vital to study principal task effectiveness. Hence, the overall
aim ofthis studyis to exploreperceivedorincipaltask effectiveness and student achievement

from the perspective of princigand from senior managemewntho aredeputy principals

P



and lead teacherH.includes additional perspectives of principal task effectiverassIf-
evaluating task effectivengsnight have positive bias in favour of the respondant.
particular,this studyseeks to answer the following research questions:
1. How does principal perceivedeffectiveness vary across leadership tasks?
2. What is the perceived relation between prin@patd school characteristics and their
task effectiveness through sediting and rating by deputy principals and lead teachers?
3. How do principas perceptios of their task effectiveness correlate with that of their
deputy and lead teachers?
4. To what extentare principak @erceptios of their task effectivenesgredictive of
student achievement?
5. To what extent are deputy ipnsofpricippldatks 6 anc
effectivenesgredictive ofstudent achievement?

This studyutilises a quantitative exploratory designdmplorethe perceived task
effectiveness of principslbased on evidence froasurvey completed bthe principal and
senior nanagement teaif®MT) whichconsiss of deputy principals and lead teachers. The
tasks focusdonin this studyarebased on principal job descriptions in the Maldives and
principaltasks identified by Grissom and Loeb (2011). The texskis defined as wdit
principak do or ensure is completed by others in leading and mantggingchool. In
addition, this study employs student achievement data to explore the relation between
principak perceived task effectiveness and student achievement in laldohools.

In educational leadership research, inadequate attention has been paid to principal task
effectiveness. Though numerastsidieshavebeen carried out in the field of educational
leadership, these studies tend to focus mainly on different dimensions of school leadership, or
generabpractices of principal or the frequency of leadership tasks (Grissoiroeb, 2011).

Thus, there is scarcity of empirical research which investigateskteffectiveness of

principak and its relatiorio student achievement.

1.3.Significance of the Research

A number of studies have investigated the impact of principal leadership on student
achievemen(Hallinger, 2005; Leithwood & Jantzi, 2008larzano et al., 2005; Robinson et
al., 2008; Witziers, Bosker, & Kruger, 2008jrstly, these studies have explored different
dimensions of school leaderstapd practicesbut notp r i n ceffqutavdnesdn the specific

taskstheydo to make a diérence in student academic achievement. Secondly, these studies



often investigated principalsé | eadership pr
practicesas the latter was thougtat have no relation tstudent achievement. However, the
work of pincipals often involves management and leadership, and both are important for
student achievement. On a daily basis, a prinégialolved in distinct sets of school
functions fAspanning instruction, pemnssonnel,
and a host (@Grissom,tLdele & Mitani, 2045 @ 774)hepracticeof a
particular leadershigimensionmay not be adequate to improve daily work and student
academic achievement. Thus, there is lack of research on what tasks memgaaje in on a
daily basis, how effective they are in these tashkd their effect on student achievement
(Horng, Klasik, & Loeb, 2010)
Previous research has foed®n the different leadership styles and their impact on
student achievement, especially instructional leadefstdpa r adaj , Bekt ak, ¢o]
Yal -én, 2015; Robinson et al., 200Beg Shatzer
Principal Instructional Management Rating Scale (PIMRS), the most widely utilised
instrument to examine instructional leadership issdelation tostudent achievement
measureshe frequencyf certainbehavious of principak (Grissom & Loeb, 2011)
However, it is not onlyhe frequency with whicprincipak engage in a certain behaviour that
is important.To bring a meaningful result studentachievement, principals have to
complee the tasks they engagesdifiectively. Hence, it is important to explore the relation
between principal effectivenessspecific tasks and studesthievement. Theelation
betweerprincipaltaskeffectivenessandstudent achievement is ander resear@darea. To
date few studies have beamarried outonein theUnited States (USGrissom & Loeb, 2011)
andthe othein China(Zheng, Li, Chen, & Loeb, 201.7Knowing moreabout pincipal task
effectivenesand its relation tegtudent achievement éspecially vital in the context of the
Maldives, as it is a developing country that is constantly working hard to improve its
education systenThis is also important for the recentdigoof improving principal
leadershipThe Maldives education system is trying to move towards a stedeired
pedagogy and a leadership model that is not just about administration or managertent
task liss of the principatin this study include &ith management and teachimgdlearning
related tasksunderstanding more abokbw effective the principals are completing the tasks
would helpto improve the systensimilar to Grissom and Logl2011)this study aims to
find the perceivedask effectiverss of principain Maldivianschools through sehleporting

and also from th& MT pesspective.



There is a dearth of published research on school leadership in the Maldiviart,contex
with the exception of Shafemiad@ herdialackd) and A
published research thefield of educational leadership and managenrestouth Asia
especially in the Maldive®A review of research published on educational leadership and
management in Asia from 1995 to 2012, revealed that in the Asian continent, South Asia had
theleast number of research articles publistiéallinger & Chen, 2015)n this review,
therewereno research publications on school leadership and management in Maldivian
schools.The current studpas the potential to contribute to school leadership develogigent
extending our knoledge about school leadership and principal task effectiveness in the
Maldives, andy identifying areas for improvement.

While the prominence of the princigak in schhoel improvement is widely
acknowledged, fewtudies exisinternationally about # specifictasksprincipals engage in,
on a daily basisand how these taskdfectstudent achievement. Hence, principal task
effectiveness is an emerging area of educational resddmststudyintends to contribute to
the field of educational leaderghtinrough exploring the relation betweemncipak 6
perceivedask effectivenesand student achievemeiurther, this research proposes
PrincipalLeadershiplraskEffectiveness Rating Scale and a Princlpsddershiprask

Effectivenes$ramework

1.4. ThesisOrganisation

This thesis is organised ingaghtchapters. Chaptdrprovides an overview of the
research and its purpose. Chaeescibes the context of the studyoutlines the
educational history of the Maldives and describes the current education system, with
particular reference to school leadershipgprincipak foles and responsibilities in the
context of the Maldives. Chapt8reviews the literature petining to the subject of the
study. This chapter synthesiderature in the field of educational leadership and student
achievementParticular attention has been given to the dnlg studiesavailable inthe area
of principal task effectiveneswhichwereconducted by Grissom and Log011)in theUS
andby Zheng et al(2017)in China. This study is gartial replication of Grissom and Loeb
(2011) in the Maldiian context.The studying of principal task effectiveness and its impact
on student achievement is vital as there is dearth of research on this aspect of educational
research in a wider contexth@ findings of the current study wittake aunique contribution

to school effectiveness studies in the Maldives and in the broader c@tiapterd



discusses the theoretical framework of this th&dmpter5 describeshe methodologyused

in the study andspecifes theresearchdesign, instrumentation, sampling and data collection
and analysiprocedures that were adopted. The results of the study are preseDiegtier

6. Chapter7 discusses the findirsgvith reference to the reviewed literatureGhapter3 and

4. Chapte8, the concluding chapter, summarises the study as a whole and elsthass
implications of the study. Further, @hapter8, suggestioafor further research araverall

limitations of the study are identified.



Chapter 2. CONTEXT OF STUDY

An understanding of the context is seen to be an indispensable prerequisite to
understanithg theeffectiveness of school principgBush, 2007)The fundamental role of
principak includespolitical, managerial and instructiorrasponsibilitiesand the
effectiveness of the principal depends on the right balance in theseTtmgzesent study
examines th@erceived task effectiveness of princgial Maldivian schools and the relation
between perceived task effectiveness and student achievem@@SkIThis research
explores the task effectiveness of principals, as perceived by principals themselves, their
deputy principals and lead teachérBis chaptesituateshe study within & historical and
educational contexthatof the Maldives The chapter first postulata brief introduction to
the Maldives. It then describes the education system in the Maldives. It pays particular
attention to school leadership in the Maldives #redoles and responsibilities of princigal

in the Maldivian context.

2.1.0verview of the Maldives

The Republic of the Maldives is a small island nation located in the Indian Ocean,
southwest of India and Sri Lanka. The Maldivaegeographically dispersed andmprise
1,192 islands, of which 187 are inhabited and 115 have been developed as tourist resorts. The
tourism industry plays a significant role in the development of the nation. In @15
tourismd percentage share of government revenue wag#(National Bureau of Statistics,
2017)
The total land area of the Maldives is 306°. The islands ofhe Maldives are
naturally formed into 26 atolls, which are admirasively divided into 20 atollsMaldivian
society isuniquelyhomogeneouygractsing the same languagBhivehi; religion, Islam; and
culture Nonetheless, English is widely used in commerce and business.
According tothe 2014censusthe Maldivian populaton is 344,023, witlagender
ratio of 103males to 100 femaleBased on theternational definition of youth (124
years)19% of the residential Maldivians are youffhe population structure of the Maldives
is suchthat68% of the population is in thevorking-age group27% arechildren(under 15
years)and 3% of the populations above 65 years of ag@ut of this 38% of the population
lives in the capit al2kmiAbgut9Beoftieedslandidaveah i s | us

residentpopulationof less than P00 and only 0.% of islands or four islandshavea



populationof more than 00 residentsSchook on the slandsare generallgmall ceeTable

2.1).

Table2.1

Schools bysze ofEnrolment

Enrolment category No. of schools  Percentage
100 or less 45 20.55
101 200 71 32.42
2011 300 42 19.18
301i 400 17 7.76
401i 500 12 5.48
5011 600 5 2.28
601i 700 7 3.20
7011 800 2 0.91
8011 900 1 0.46
901i 1,000 4 1.83
1,001i 1,100 1 0.46
1,101 1,200 1 0.46
1,201i 1,300 2 0.91
1,401i 1,500 3 1.37
1,501i 1,600 2 0.91
1,601i 1,700 1 0.46
1,901 2,000 1 0.46
2,001i 2,100 2 0.91
Total 219 100

Source: Adapted from School StatistibsoE, 2019.

With the dispersed nature of the populatgmnosgheislandsthegovernment of the

Maldives is facing numerous challenges to provide quality educ&tiparticularchallenge

is the provision of secondary education to the dispersed island popul@iaszsponse of

theMoE s to attract quality principalt the islandschoolsby providing special allowances

for principals who choose to work in schools whéck sitiated away frontheir usual place

of residential.

22.0ver vi

Currently the Maldives have three types of schools: public, private and community
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schools. The community schools are run by island communities with the adatiomsbf the

schools being the responsibility of the Isladoluncil In 2016, most students were enrolled in
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public schools (8%), while only 1446 and %6 of students were enrolled in private and
community schools respectivelyloE, 2017b)

In 2016, 87,420 students were enrolled at different levels of education. Table 2.2
illustratesthenet enrolment in 2016 by different education lel®eR002, the Maldives
achieved universal primary educatigvinistry of Planning and National Development,
2007) Lower secondary education is today available # 87 the islands except for the few
islands withfewerthan 50 students at lower secondary. These stadeavel to nearby
islands to attend schools. However, higher secondary education is available in%rmfy 21

the islands.

Table2.2
SchoolNet Enrolment byGrades, 2016

Level of education Grade % Enrolment 2016
Nursery,lowerkindergartenupper kindergarten  Preprimary 89.3
Primary lto7 106.6*
Lower secondary 81to 10 83.7
Higher secondary 11 and 12 26.9

Note Source: School StatistiddoE, 2016
*Net Enrolment above 100 is asesult of using estimated population in the calculation

Another challenge fathe government of the Maldivesittcreasng the accessibility
of higher secondary education to its student populatia, s t lowdperfotmanée in lower
secondary educatioin some islandsigher secondary education is not offered due to the
low student population. On other islands, a minimum number of students need to pass the
IGCSE to continue to higher secondary education. Otherwise, secondary education might not

be offered at t hat school and students have

2.2.1History of the Education System

Prior to 1960 there were two-@xistingeducation systems in the Maldives: the
traditional system and the English syst@nternational Bureau of Education, 201%jith
the introduction oEnglishmedium schoolg 1960 MoE, 1999), the number of traditional
schools significantly decreasefiable 2.3 shows sonsggnificant events in the education
system of the Maldives. These events have made huge impacts on the current education

system
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Table2.3
History andEventsthat Occurred in theEducationSystem of the Maldives

Year Events Source

Prior to 1927  Traditional educatioplaces: International Bureau
1 Edhurugeor Kiyavaagethe neighbouring  of Education(2011)
home where children attendamlearn to
read and write local language, recitation ¢
the Qurdédan and s ome
1 Makthab offered same curriculum but in a
separate building and were generally
operated in a formal manner.
1 Madharasa:ame as Makthab but the
curriculumwasmuch wider

1927 Establishment of first government school in  MoE (1999)
Mal.e 0

1940i 1950 Significant educational development took pla MoE (1999)
in the1940s e.g.,Each inhabited island had
a traditional school (Makthab) providing
instruction at the lower primary level.

1968 Ministry of Education was established International Bureau
Englishmedium schoawereintroduced in of Education(2011)
Mal ed6 for the first MoE(1999)
Students enrolleth classes parallel to their ac

level.
1978i 1980 Decision to movéo unified national education International Bureau
system primary Gradeli 5) andmiddle of Education(2011)
school Grade6i 7) with a common MoE (1999)

curriculumfor Gradesli 7 was created.

Equitable distribution of resourcedvocatel

Establishment of atoll education centre in ea

atoll.

Maldives graduallyadoptedhe University of
LondonGeneral Certificate dbecondary
EducationOrdinary Level (GCSE O/L
syllabus)

Private schools were established

20001 2004 Universal primary education achievkedccess International Bureau
to primary education in all 199 inhabited  of Education(2011)
islands.

2011 Primary and secondary schools changed to MoE (2010b)

schools whictieachGradesli 10.
National Curriculum Framework (draft)

2015 A new national curriculum framework National Institute of
introduced Education(2014)
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The dominant education system in the Maldives has its foundation in traditional
schools that have existed for hundreds of years. These traditional schools were privately
owned or operated by the island communities. Traditional schools encompassed three
different school types. FirdEdhurugeor Kiyavaagewere schools that children from a
neighbourhood attended to learn literacy skills in the local language Divehi and to learn how
to recite the Quian. SecondylakthabandMadhurasawere schools that generalbperated
in a formal manner, where literacy and numeracy were taught. The traditional schools have
contributed towards achieving many educational objectives, including a high rate of literacy
and the preservation of national culture and tradition (MOEB9L The contemporary system
of education is the result of a unificatiohthe traditional schooling system antVastern
style of schooling which was introduced in 1978 (MoE, 1999).

The government decision to unify the national education system invi®58ne of
the most momentous historical developments in the education system of the Maldives. In this
unified national system, the policy focus wagrovide universal basic education for all,
with aunified curriculum forGradeli 7. Under this new syste, schooling in the Maldives
was structured on%i 2i 3i 2 cycle as shown in Figure 23years at primary school leading
to 2 years at middle school, followed Byears at lower secondary school &ykars at
high secondary schodVipE, 1999).

2.2.2Current Education System

With the implementation of a new curriculum in 2015, the structure of the education
system has again changed. In the foundation stage, at the age of 4 and 5 years, children
complete lower and upper kindergarten. The second pha®&yrp school, consists of two
key stagesKey Stagel (Gradesli 3) andKey Stage? (Gradesdi 6). At the age of 12,
students start the third phase of schodingwer secondaryKey Stage3 (Grades7i 8) and
Key Staget (Grade<9i 10). Higher secondary iKey Stage5 (Gradesl1i 12) as shown in
Figure 2.1 Inthe current systenalocal curriculum is taught tithe end oKey Stage3, and
in Key Staged studentstudy theCambridgd GCSE syllabus.
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Higher

Secondary

Middle Lower
School Secondary

Pre-primary ‘ Primary

Grades| Nsry | Lk uke| 1 | 2 | 3 | 4 | 5 ['e | 7| 8 | 9 | 10| 11] 12|

Age | 3] 4] s [ e ] 7] 8] o101 12] 13]14]15]16] 17 g
Edexcel
Cambridge O'Level/IGCSE & SSC Exant A'Level &
HSC Exam

[ke|ukc| 1 | 2 | 3 | 4 | 5 [ 6 | 7] 8] 9] 10]11]a12)]

Key Stage | Foundation ’ Key Stage 1 ’ Key Stage 2 ‘ Key Stage 3‘ Key Stage 4‘ Key Stage 5‘
. . Lower Higher
Phase Foundation Primary Secondary Secondary

Figure 2.1 Former and current structure of education system in the Maldives.

With theintroduction ofthenew curriculumn 2015 theassessmemhethodshave
alsochangedThe currentcurriculumassessmemhainly focuss on formative asessment.
Table2.4 depicts assessment types by key stagesdndatiorlevel. The typsof assessment
utilised inthefoundation stage tey Stage2 areonly formative.FromKey Stage 3 to 5
both formative and summative assessmarg used to assess student performance. For the
assessment of students with special education naeufglividual education plan is prepared
in accordancéo theneed of these studen{MoE, 2018).

Table2.4
AssessmernitypesAcrosskey Stlages
Key stage /grade Education level Type of assessment
Foundation Stage Preprimary
Key Stage 1 (Gradesli 3) Primary Assessment for learning

Key Stage 2 (Gradesdi 6) Primary

Key Stage 3 (Grades7i 8) Lower secondary

Key Stage 4 (Grades9i 10)  Lower secondary Assessment foandof learning
Key Stage 5 (Gradesl1i 12) Highersecondary

Note Source: Adapted from National Assessment Policy, 2018

In the Maldives, prior to 201%ower secondargducation comprise@rades 8o 10.
During their lower secondary yeastudents studiethe Cambridge IGCSE syllabus f&SL
andmathematicsWith the implementation dhe newnational curriculumn 2015, lower
secondary was changemlcompriseGrades #o 10. In the first2 years students continue to
learn fromthelocal syllabusIn Grades 9 and10, studentgollow the Cambridge IGCSE

syllabus and are expectedsiolGCSEexaminatiorat the end of secondary school.
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The current education system compsiseth academic and vocational education. All
students follow academic subjects till the completio®Ede7. When studeststartGrade
8, they can choose between the academic pathwdiwo vocationapathwaysthe BTEC
(Business and Technology Education Council) diploma provided by Edexrcihe
Dhasvaaru programe, which is a local vocational prograne Studeng can choose either
programme with thecore compulsory subjectd Islam, DhivehimathematiceandESL. The
Dhasvaaru programe canonly be chosen at thetartof Grade8, while the BTEC diploma
can be chosein eitherGrade8 or 9(MoE, 2017d) According to vocational education policy

both these qualifications are equivdlemthe IGCSE examination.

2.2.3Examination System in the Maldives

Since the introduction of secondary education, the Maldives has followed external
examination as a secondary exit examination. First, the General Certificate of Education
(GCE) Ordinary (O) Level (generally known as GCE O/Level) examinations administered b
Edexcel in London was used (Bray & Adam, 2001; Yamada, Fujikawa, & Pangeni, 2015). At
secondary level for subjects Islamic Studies and Divehi a national examination called
Secondary School Certificate (SSC) was administered by the Department of Public
Examination (DPE). At the end of higher secondary, grade 12 students take Advanced (A)
Level examinations administered by Edexcel, and Higher Secondary Certificate (HSC)
examinations administered by the DPE for Islamic Studies and Dhivehi., These lower
secomary and higher secondary qualifications at national level, SSC and HSC examinations
were introduced in 1987 (Bray & Adam, 2001). Although the Maldives follows an externally
devel oped examination system for the seconda
Maldives used to have a national examination called Junior School Certificate (JSC) for the
primary school exit. Subjects offered in this examination were English, Mathematics, Social
Studies, General Science, Dhivehi, Dheenee Tharubiyyath (Islamic gpigs), Arabic
language, Thaana (Dhivehi script) and Arabic handwriting, and Practical arts. This was a
mandatory examination for all the students who completed primary education. It was
compulsory to pass in English, Mathematics, Dhivehi, and SocialeStodiGeneral Science
form this primary exit examination to get promoted to secondary grade. This examination
hi ndered studentsd opportunity to move from
to achieve the minimum requirement. The governmertieMaldives discontinued
administering JSC in 1989.
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In the early days when the Maldives lacked domestic aptitude to operate
examinations on a large scale, the link to international examination bodies such as University
of London Examinations and Assessm€ouncil (ULEAC) was an advantage to Maldives.

At the same time, the Maldives also required internationally recognised qualification as the
domestic tertiary education provision was limited in the country (Bray & Adam, 2001;
Yamada et al., 2015). The Mitves continued to provide the Edexcel O' Level examination
even after these examinations were phased out in the UK in 1988 (Bray & Adam, 2001). In
the late 1990s, many Maldivians raised concerns about the cost and relevance of the Edexcel
examination argag that its culturally biased content that hinders most of Maldivian
candidates' performance in the examinations (Bray & Adam, 2001; Yamada et al., 2015).
With these concerns, the Maldives changed the examination body from Edexcel to University
of Cambridye Local Examinations Syndicate (UCLES). The International General Certificate
of Secondary Education (IGCSE) offered by the UCLES is tailored to international students.
Further, they also had experience in conducting examinations in other small island
deweloping states. Although IGCSE may not be cheaper than Edexcel, the Maldives may get
more flexibility in tailoring examinations to adapt to the Maldivian context (Bray & Adam,
2001).

Maldives spend foreign currencies to conduct IGCSE. The increased moimbe
candidates raised the volume of expenditures and recently issues were also raised due to the
nature of the curriculum provided by IGCSE (Yamada et al., 2015). Although the
international examination at the end of secondary school enables some stugents
internationally marketable credentials it is debatable whether or not it should be compulsory
for all the students at the secondary school exit. A localised examination centered on the
national curriculum may be an advantage it terms of allowirdgsts to achieve a higher
performance in examinations which are more specifically contextualised to the local
education system.

The recent national curriculum implemented in 2015 is leazeetred and
contextualised to Maldives. However, the IGCSE adstémed by UCLES creates conflict
with what the curriculum intends to deliver. In addition, it has been shown that candidates
from a high socieeconomic background perform better than low s@@onomic groups in
high stake international examinations susH@CSE (Shafeeu, 2019; Yamada et al., 2015).
Hence, making IGCSE a mandatory secondary school exit examination leads to the issue of
inequity in providing education (Yamada et al., 2015).
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2.2.4SchoolCurriculum

The government ahe Maldives is reforming its@ucation system continuously. The
first primary Gradesli 5) curriculum was introduced in 1980. ConsequeimiyL982 this
curriculum was reviewed to adlde middle school levelGradess and 7). These revisions
and alignment of the curriculum resuliedhe introduction of a locally developedtional
curriculumin 1984(A. M. Mohamed & Ahmed, 1998)he national curriculunctoveed
primaryand middleschool subjects. However, theceadary curriculum intended to follow
O-Level and AL evelexamination®ffered by external examination bodies.

In 1999, a major curriculum revision commenced. This led to major regisidhe
mathematicaind EnglisHanguagesurriculain 2004 and 2005A further curriculum reform
processwhich commenceavith the2007 revision of the curriculum brought the key changes
in the present national curriculum. The curriculum planning discussions had three main
focuses: moral education and studgistipline, medium of instructigmnd streaming of the
subjects in the secondary gradegernational Bureau of Education, 2011)

The Maldivesgovernmenteformedthe rational curriculumagainin 2015 It
advocatd a holistic approach to education and pldegual emphasis on the development of
knowledge, understanding, skills and attitudes. The National Curriculum Framework (NCF)
explainsthe learning experiences of dants aged 4 to 18 in schools in the Maldives and
describes what they should understand and demonstrate at each stagedevelopment in
learning.It provides the structural basis of formal school education. The NCF aims to build a
highly skilledknowledgeable future generation, to cater the needs of the 21st cénaimys
to craft confident, competent and responsible young people the country nésdeaiety It
further specifies how learnirgiould be structured and what measures schools dret 0
stakeholders within the system would need to take into consideration to implement the NCF
effectively (National Institute of Education, 2014)

TheNCEF, rolled-out in 205, places high responsibilities on the principal regarding
student sé6 | ear ni,mthe pagaseried ef sucricuiuin eevdsichdedaken
place however none oftheseplacedparticular responsibilities afne principal. According to
thenational curriculummplemented in 2015, principals arew accountable to:

1 Facilitate the development of a schaatle plan to support effective curriculum
delivery. Guide and develop teachers in effective alignment of thieuum

outcomes, instruction and the assessment procedures.

1 Manage and integrate resources available to the schools effectively.
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1 Monitor the teaching and learning process and use data to identify and plan for
changes in the educational programme witff.sta

1 Review and interpret assessment data, sets goals based on the information gathered,
and plans for continuous improvement of achievementteébhers, parents and
students.

1 Ensure that student progress and achievements are reported to parentg.regular
Facilitate and participate in the professional development of all staff.

1 Develop collaborations with parents, the community, and national and international
organgations to make significant changes in the implementation of the curriculum
through thegaching and learning programmes in their schdtional Institute of
Education, 2014, p. 70)

The current curriculunmtendsto foster holistic education. It is made in such a way
that learners acquire skills and abilities at different kokeducation. Though thisew
curriculum is promising, there are many challenges/grcomewvhenimplemening it.

Recent research on timaplementation of the curriculum reveals that stakeholders believed
thatthe newcurriculumwould enhance studeriisognitive development and cater forithe
holistic development. Neverthelestakeholders alsbighlighted alack of resources,
inadequatéraining and low confidence of teachers as key challenges in implementing the
curriculum(The Maldives National University, 2017)

2.2.5Student Achievement

With theaccomplishrent of universal primary education and increased enrolment in
secondary educatiothe expectation ahe public inregard to studengerformancen
secondary exit examinatiohas changed-urther, he public expectation of quality teaching
and school accountabilityas becomemore complex and demandi@ggang, 2011)
Althoughthe Maldives have achieved significant improvement in as¢e education, there
are still many challenges impeding quality education in the co(@kryina & Sodiqg, 2013)
To inspire students to explore career paths after scBbolna and Sodi(2013)
recommendetb develop a framework for skills development and career pathways within the
Maldivian context To meetpublicdemandin 2014the MoE introducediwo vocational
eduwcation programmes: BTEC andthe Dhasvaaryprogrammeto help studergfind career
pathwaysThe number of students who sit the IGCSE has decreased with the introduction of

vocational education prograngs. In 2008, a total of,781 students sat the IGCSE with all of

17



them taking at least five subjects. However, this number reducedo in 2016 with only

3,552 students takinfive or more subjectéShafeeu, 2019)he target of achieving é0

pass rates in five or more subjects in IGC®Eich wassetin 2008 was achieved in 2017.
However, this might not be the actual scenario of the IGCSE results as many students were
encouraged to opor thevocational streamNevertheless, recently thdoE has announced

that starting from 202 1regulation of vocational programmswill be changed. The MoE
acknowledged that the way these vocational programmes are incorporated had ihfluence
overall IGSCE pass raéNizaaru, 202Q)

TheMaldives placea high priority m its educational achievemeifitiis is evident
from the government policy documents as waslfrominternationally published reportShe
Human Development Repgublishedby the United Nations Developmefrogranme
(2016)reported thathe Maldives ranked 105 in the category of high human development in
education achievement wittmore than 9% youth literacy ratelt further notel the
government expenditure on educatiwas5.2% of gross domestic produ@GDP), which is
higher than most South Asian countries

Thoughthe Maldives hae achieved access to primary educafimnall children
across the country, and most of the islands praségdendary education, the quality of
education is stilacause of concern. In 200¢he Asian Development Banf2004)repored
that performance of studestitting secondary exit examinat®is low and thus
improvement is needed. Furthermore, Miennium Development Goals Maldives Country
Report2010(Ministry of Planning and National Development, 2040gssed that the quality
of the education in both primaand lower secondary is not very promising.

As highlighted in the 2007 World Bank report, educational quality in developing
countries is worse than in developed countries and the future picture is quite unpromising
(Hanushek & Woessmann, 200The Maldiveshas similar problemso other developing
countries. In recent yeaithe pass rate for the IGCSE examinatibas increasedrom 55%
in 2011to 65.86 and 7% in 2015 and 2016espectivelyGiven that the pass rates for the
newly introduced vocational programmes were included in the results, the pass rate for the
actual IGCSEexaminationss most likely to be lower than presented. The inaccuracy of
IGCSE results is discusseg Shafeeu(2019)who statedthe public concernghatthese
vocational programmesrebeing used as a political tool to achieve national educational
goals.

Furthermorethere is still a problem of underachievement in the compulsory subjects
such a£SL andmathematicsin 2011, pass percentages E8L andmathematicsvere
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32.8% and 45.%06 respectively. Thse rates have increased over the years. In 2015, the pass
rate was 4% for ESL and51% for mathematicsin 2016 pass ratehave increased to 49%
and 59.7% respectively. Yet, stijlmore than 5% of students complete lower secondary
educatiorwithout adequate litecy skillsand more than 4@ of students are withotle
necessary numeracy skills. As highlighted inhe E édsication master plan 200%is
harder for these youths to contribtiethe labour market as they do not have basic literacy
and numeracy skd to completethe jols they are expected to dBIOE, 2007)

Successn lower secondary examinatisins essential to continue to higher secondary
education and further to carry on to other fsaifi studies in tertiary educatiomhe Maldives
have achieved access to primary education, and lower secondary enrdgdmeore than
80% Yet, increasing lower secondary school exit examination performance is a challenge.
This study aims to explorthe contribution of perceived principal task effectiveness to

student achievement in the core aretnumeracy and literacy.

2.2.6Expatriate Teachers

In the Maldives, a shortage of lower secondary teachers has existed since the
extension of secondary educationhe &tolls in 2000. Due to this there is a large number of
expatriate teachers working in the Maldives and these teachers are mostly from South Asian
countries such as India and Sri Lanka. In 2018, the percentage of expatriate teachers in the
atolls increasd more than three folds (See Tahk).2ZThis was due to the rapid increase of
access to secondary education in the atoll
locally trained secondary teachers, at present there are locally trained lowelasgcon
teachers but most of them are unwilling to take a post in the remote islands where there is

inequitable delivery of services. This creates an imbalance of expatriate teachers between

Mal eé6 and the atoll s, wit h rahelatolla.Rgcenpyrthers e nc e
has been an increase of expatriate secondary
could be because trained | ocal secondary tea

moving to more prospective jobs in terms of reenation and future growth.
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Table2.5
Proportion of Expatriate Teachers, 2010 and 2018

Primary Education Lower Secondary Education
2010 2018
Total Expatriate Total Expatriate
Teachers Teacher % Teachers Teacher %
Ma | 1,274 20.80% 636 31.45%
Atolls 3,269 12.70% 2,417 45.43%
Total 4,582 15.69% 2,984 41.19%

Source:AWorld Bank Report 2012School Statistics 2019
The high dependence on expatriate teachers is debatable. Critics argue that lack of

commi t ment of expatriate teachersd | eads to
lessons and high cost burden to the system (World Bank, 2012). Further, thess tdaohe

face challenges due to cultural differences (Di Biase & Maniku, 2019). With a high number

of expatriate teachers trained overseas, it is challenging to deliver the national curriculum
consistently (Yamada et al., 2015). However, there are counienants that expatriate

teachers bring cultural diversity to the system and they fill the shortage of qualified teachers

in the remote islands (World Bank, 2012).

Despite the large number of expatriate teachers, the Maldivian education system is
improving However, if the secondary school exit examination is to change to a national
examination then it could be that the majority of the teachers who were expatriate may not be
able to effectively deliver the intended curriculum. Hence, with localisatiorcohdary
school exit examination, quality teacher training needs to be increased and simultaneously the
problem of teacher attrition needs to be addressed to improve student achievement at the end

of secondary school.

2.3.SchoolL eadership in the Maldives

In the Maldives, schoofsSMTs comprise the principal, deputy princigaid lead
teacherslrrespective of the school sizall theseositions ardull time andstaff are
appointed by the ME. The number of senior management staff depends on the size of the
school. One deputy principal is assigned to schools with enrolment exceeding 500 students
and an additional deputy principal 000 I I be
studentsMost of the islands are not much populatsia result of thjabout 956 of the

schools hae enrolmeninumbers ofewerthan 300 student3he average school sizetime
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Mal di ves is about 290 st utheavdrage schbobseeis er , i n
about 1300 students anal the publicschools n  Maael rugid two sessiongsenerally, in

the Maldives, schools run two sessions. Secondary stualggnsischool in the morning

from 6:45 to 12:30whereagprimary studentattendfrom 13:30 to 17:30.

2.3.1Principal Roles and Responsibilities

In the Madives, principals have a range of roles and responsibilities. These include
management and leadership. TheBets out the following instructional leadership
responsibilities: ensuring an enhanced teaching and learning environment for students and
teaches, thus, ensuring the resources of the school are utilised in the most efficient manner.
The principal is also required to organise and conduct professional develdpbgnt
activities for the enrichment ofteth@racher soé p
knowledge in the field. The principaltisekey person in creating the vision, mission, values
and philosophy of the school afat creaing a fair and equitable environment that
maximises student learningMoE, 2017a).

In addition to the instretional leadership role, the principal is also assigned
managerial responsibilities. These managerial accountabilities are intended to support the
smooth running of the school. The principal has the responsibility to disseminate necessary
information to shool employees and parents dadversee the proper maintenance of record
keeping in the school. The principal is further taskéti ensuringhat the premises and
finances of the school are managed in accordance to the laws, rules and regulations of the
Maldives MoE, 2017a).School administrative staff are allocated depending on the size of
the school. If a school héswerthan 300 students, three administrative staff are allocated to
support the principal in managing the schdfoh school has mordan 500 students, six
administrative staff are allocatemhd for every additiondl00students another
administrative staff member is allocated to the school. A schoolfestérthan 300 students
has a centrally managed budget, while schools with mare380 students manage their
budget autonomously.

Currently there is no research published in the Maldivian context regarding what
specific tasks principals engage in, what the princpalss fully entail in terms of these
tasks, and how effective pdipals are at carrying out these roles and responsibilities.
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2.3.2Role of Deputy Principal and Lead Teachers

The main role of a deputy principal is to assist the school principal in the running of
the school and leading the school in the absence gfihapal. In addition to the deputy
principals, one lead teacher is assigned for every 100 enrolled students. Lead teachers are
responsible to assure the assessments of students are carried out in accordance with the MoE
policy on student achievement atwhtinuously review student results to identify and address
areas for improvement. In addition, lead teachers teach five (out of 40) periods per week,
while principals and deputy principals have no teaching responsibilities. Some principals in
the small isands teach on an-&®eded basis; however, they have no formally assigned

teaching role

2.3.3Tenure ofthe Senior ManagementTeam

The tenure of the SMT of a school is fixed with varying duratidihe term of a
principal and deputy principal &years, while that for a lead teacheR igears. All these
management positions are renewable based on individual perforfiaese. SMT positions
are allocated with tenureship allowance. The deputy ipahand lead teacheare given a
fixed allowance for the duration of their term, white principab allowance varies
according to thechoob snrolment.

The MoE conducts regular supervision of schools. In cases where a school is
continuously low pdorming and or the activities in the scharkenot managdas per the
rules and regulations subcommittee of the & may advse discontinuation of the tenure of
the principal MoE, 2015). In addition, each principal, deputy principal and lead teaclier ha
annual performance appraisaisaccordance with civil service rules and regulatiand
these areompleted by their supervisoBeputyprincipalsand lead teachers are appraised
by their respective principal&/hile principals are appraised by theneaoordinator who is
based in the ME.

2.3.4Qualification of Principal

Schoolsdepend on principals as their leaders to implementmsfandstrive for
continuous improvemenin earlier daysprincipals in the Maldivesid not need to hold
higher education qualifications. Prior to 2015, the lowest qualification of a princifed in
Maldives was either aAdvancedCertificate inTeaching witlky ear s 6 experi ence
teacher, or a qualified teacher with a managemehdma (MoE, 2014).VSO (2005)
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reported that Maldian school leaders in the past were people who had little experience in
teaching, anavho,to become principalJsinderwent d-year administrative programein a
neighbouring country. Hence, these leadeundit difficult to meet the expectatigrof their
respective communitigY SO, 2005) There is no specifieD progranmeor principal
inductionprogramnmefor principals in the Maldives. Many princfs have had their basic
education in the traditional school system, dominatembtelearning. However, with the
implementation othenew curriculum in 208, there has been a huge shift in how students
are taught. In the current system, therefscas on learnindpy doingratherthan rote
learning. Previously, students were taught more passsteigents were expected to listen to
theteache®s explanatiorand tomemori® texts for the examinations. It can be argued that
the context in which pricipals are leading and from which they themselves have,dmwtte
havea huge impact on their leadership. The shift that has taken place in teaching styles over
recent years has been challenging for principals and teachers, and they often struggle to
adapt In a recent studiancock, Miller, Wang, and Hach&019)observed thaschool
principalsaspired to improve student learning by beamgnnovative leader and assisting
teachers wth curriculum and instruction. To attain these gdalé autonomy in school
managemerdand a comprehensive leadership trairpnggrammas a prerequisite for the
principalship(Hancock etl., 2019) Similar tothis, principakin the Maldives need to have
leadership preparation and more autonomy in their schools to perform

The school system in the Maldives is centrally managed and prislapklautonomy
in schools. In 2008, with thia'st multiparty election, the winning partilaldives
Democratic Partyhad a decentralisation policy. This policy dividbe 20 atolls into seven
provinces anestablishe@dn educational unih each provinceThe purpose of these units
wasto reduce bureaucracy and oversee and guide the schools in the province. However, the
government was reluctant to give autonomy and administrative powers to province units and
to the school principals. Hence these educatianits became another laydrbureaucracy
and with the change of government in 2@8ywere abolished.

In recent years, a greater emphasis has been placed on school leadership in the
Maldives. The ME has realised the importance of qualified printspa managing schools.
As aresult, a policy change in 2015 established that the minimum requirement for both the
principal and deputy principal, wa$aa ¢ h e | o rle¥ved qualicationdlekE, 2015)
Furthermore, the E-allocatedfunds from the Worldank EEDP project to train some of
the existing principals anaspiringprincipals. This project funds the principals to study for a
Bachelor of Educational Management and Leadership or a Master of Education in
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Educational Management and Leaderghyforld Bank, 2017)The initiation of these
programmes was a direct reaction to the new policy.

One aspect hindering the hiring of qualified principals in the Maldives may be their
benefits. Teacheigained a salary increment when a rsalaryframework was put in place
in 2015, which made it mandatory that teachers hold at least a teaching diploma. Existing
teachers who had not attained this qualification by the end of 2016 were terminated., Initially
teachers and principals were in the saaaryframework. However, in 2014vhen a
revised structure was proposed to provide a salary increment for teachers and principals, it
was decided that the principals would be placed under a separate managmmenbrk.
Under this framework, principals have not received any increment in salary. As a result, there
is currently not much of a difference in remuneration of a school principal and a teacher. This
change is seen to hinder qualified teachaksgup principal positions anéncourage
experienced principals to move away from the education sector. Since theoBhs M

pushing the government for a salary increment for principals.

2.4.Summary

The chaptehasdescribe the catext of the study. The Maldivisaducation system,
changes in the curriculum ovaperiod of yearand student achievememve been
discussed. Frorthe situation described above it is clear ttregMaldives has low
achiezement intheIGCSEsecondary school exit examinatidhhasfurther discussethe
roles and responsibilitiesf the SMT, particularly principa@managerial and leadership
responsibilities. With the implementationtbEnew curriculum, principals werewgn more
of aninstructional leadership rolelowever, they still carrput both instructional and

management task§his research aims to explore principal task effectivendsish include

both instructional and management tasks, i

mathematiceind BL in IGCSE in Maldivian schoel
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Chapter 3. LITERATURE REVIEW

Leadership is an important element of any orgstion (Sirchia, 2017)School
leadership is widely acknowledged as a key factor in determining student achievement
(Hallinger & Heck, 1998)However, the effect okhdership on student achievement is often
indirect. A principal influences student achievement either through their work with teachers
or by creating a positive learning environment. Although a number of studies have explored
the relationship between schd@adership and student achievem@ussert et al., 1982;
Griffith, 2004; Hallinger, 2005Hallinger & Heck, 1998; Heck, 2000; B. Mulford & Silins,
2011; W. Mulford, Silins, & Leithwood, 2004; Robinson et al., 2008; Suskavcevic & Blake,
2004) most of tem focused on leadership dimensions or stflew studiehavefocused on
the specific tasks principals engage in, their effectiveness in these tasks, and the relationship
of task effectiveness and student achiever(t@rissom & Loeb, 2011; Zheng et al., 2017)

This study investigates deputy princigjdsn d | ead t eachersd perce
task effectivenesa nd t he pr i ceptiorpohthes task effectivengds rdentify
the relation between perceived principal task effectiveness and student achievement in
mathematiceind ESL, in Maldivian schools. The literature review discusses three main areas
of researchFirst, it exploesprincipal leadership in relation to student achievement fogus
oninstructional anananagerial leadershifecond, it discusses leadership frameworks from
different contexts. Thirdt reviews principal tasks and task effectiveness studies. In
discussing principal task effectiveness, the review focuses on two studies, Grissom and Loeb
(2011)and Zheng et a{2017) which seem to be the only studies which have examined

principal task effectiveness.

3.1.Educational Leadership

The relationship between educational leadership and student achievement is a well
researbed area and several metaalyses have revealed that tioams of a principal can
have an impact on student achieven{Buatssert et al., 1982; Finnigan, 20t&llinger,
2005;Hal I i nger & Heck, 1996, 1998; Kaomgdaj] et
2010; Louis, Murphy, & Smylie, 2016; Marzano et al., 2005; Robinson et al., 2008; Sirchia,
2017; Witziers et al., 2003)

Interestingly howeverresearch in this field has produdedonclsive result®n the

impact of educational leadership on studschievementResearch indicates that leadership
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impacs student achievemertiut it is difficult to determine how it impastOne of the earlier
metaanalyses conducted by Witziers et(2003)of 37 multinational studies published
between 1986 and 1996 reveadadeakcorrelationbetweereducational leadershand
student achievemerih contrasthe metaanalysis by Marzano et §2005)on 70 studies
conducted between 1978 and 2001 revealed an average correldiph bétween principal
leadership practices and student achievement, concluding that school leaders can have a
moderate impact on student achievement in their schools. The difference in results could have
been due to the type of relationship measured andature of the reviewed studies. While
Witziers et al(2003)included only studies reporting direct effects of educational leadership
andonly peerreviewed journal articles in their medamalysis, Marzano et gR005)included
both direct and indirect effects of educational leaderdiip.publications reviewed by
Marzano et al(2005)were mostly unpublished theses and dissertations.

Robinson et ali2008)examined 2peerreviewed journal articles publishéegtween
1978 and 2006 to determine the relation between school leadership and student achievement.
Although this metaanalysis included muhationalstudies, the majority of these studies were
conducted in th&JS. Twelve of theestudies examined for thraetaanalysiswere on
leadership practices and student outcomes. From these, Robiradd@2008)inductively
derived five leadership dimensions and examined their impact omstartdéevement. These
leadership dimensions were:

(1) ensuring an orderly and supportive environme&< .27);

(2) resourcing strategicallfeG= .31);

(3) establishing goals and expectatioBS€ .42);

(4) planning, coordinating, and evaluatingdeiag and the curriculunES= .42); and

(5) promoting and participating in teacher learning and developia&at (84).
The effect sizes of #se dimensionBighlightedthatp r i nci pal sé | eader ship
i mpact, al beit an indirect one, on student a
showed thaboth establishing goals and expectati@mplanning, coordinating, and
evaluating teaching and the curriculunv@enoderate effects ostudentachievement, while
promoting and participating in teacher learning and developmemhédargest effect. Based
on these results, Robinson et al. argued that the gthatarvolvement of the school
principal in the core bursess of teaching and learning, the more impact he or she can have on
student achievement.

The increased attention to principal leadership practices and how they impact student
achievement paved the way for research on direct and indirect effects o$lheader student
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achievement. In th£980s direct effect models were more commonly used to study
leadership impact on student achieven{érta review see Witziers et al., 200Blowever,
their findings wereinconclusive. Hallinger and Heck (199898) ad Hallinger(2005)
asseredthat principaleadershiphas a statistically significant, but indirect, effect on student
achievementOther studies examined th@ect and indirect effct of principal leadership on
student achievement. For example, Nettles and Herrir{@@dv)and Witziers et al2003)
studiedthedirect effects of leadership on student achievement, while other research
examined the indirect effects of leadership on student achievéBussgert et al., 1982;
Griffith, 2004; Hallinger, 2005Hallinger & Heck, 1998; Heck, 2000; B. Mard & Silins,
2011; W. Mulford et al., 2004; Robinson et al., 2008; Suskavcevic & Blake, .2lie
researcherargued thaleaders impact student achievement indirectly through their work with
teachers or through improving school climbye for exampe, focusing on nurturing,
empowerment and social development of stud@td/ulford & Silins, 2011) supporting
teacher cooperation and collaborat{@uskavcevic & Blake, 2004@nsuringteacher job
satisfactionGriffith, 2004) and influencing teacher interactswith studentsn the
classroom{W. Mulford et al., 2004)Reseath indicates it is more likely that princigdiave
a greater impact on student achievement indiréethflinger, 2005; Robinson, 2011) has
been argued thag¢achers are the most importatdff membes in schoos, through whom a
principal can indirectly impact student outcosn&eachergpedagogical content knowledge,
professional communitygnd instructional practices affect student learfiregthwood et al.,
2004) Heck(2000)foundthat in schools where the principaieadershipvasrated as more
supportive and directed towaritstructional excellencandschool improvemenandthe
schoolhad apositive school ¢l mat e, t he s c hotlahexgeggadoduced gr ec
i mprovements i n st (pp &3FBi 639) Thoagh the prigcipad is therkeyt i me 0
person responsible for studéaarning, the principal does no¢écessarilynteract with
students on a daily basis. Howevatincipalsprovidethemeans to improve student learning
through providing a positive learning environment. For learning to occur, students must feel
safe, engagd in their work and connected to their schools. Research shoves thretafe
learning environment is detrimental to student achieve(@arhell & Mayer, 2010; Ripski
& Gregory, 2009) Similarly, positive learning environments have been shown to improve
student attendance and increase student achievéitergan, Salomon, Plkin, & Cohen,
2014)

Educational leadership reseatdsutilised a variety of leadership models, styles and
principal characteristics to explore the relationship between school leadership and student
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achievementHowever,moststudieshavefocused onnstructional leadership and
transformational leadership to stuitiye impact of schodéadership on student achievement
(Hallinger, 2003; Stewart, 2006; Zheng et al., 20Irvaddition to these leadership styles,

Choi and Gil(2017)added managerial leadership to the list of leadership models to study
school leadershigCompared to other leadership models, research has shown that
instructional leadership contributes more to student achievement than leadership adhering to
othermodelsof school leadershipuch as transformational and distribu(B@ébinson et al.,

2008; Shatzer et al., 2014jence, the following seicnswill review instructionahnd

managerial leadershipodes.

3.2.Instructional Leadership

Broadly defined, instructional | eadership
might do to assist classroom learn{irtallinger & Murphy, 1985, p. 2175ince the 1980s
studies on the relation between instructional leadership practices and student achievement
have become frequently used madelstudy principal leadership practices and student
achievemen(Bartell, 1989; De Bevoise, 1984; Hallinger & Murphy, 1985; Heck, 1992;

Krug, 1992; Sheppard, 199@)espite thenumberof studies focusg on instructional
leadership, the precise meaning of this term reethinguefor decadegLeithwood et al.,
2004) The following section discusses different terminologies used to deststhactional
leadershipthe definitions and thimol mostwidely usedo measure principal instructional
practices and effectiveness ahstructional leadershim improving student achievemette
PIMRS.

3.2.1Definitions and Measurement Tools

Instructional leadership is often defined as leadership activities which promote
teaching and learning. Hallingé&005)describd instructional leaders as strortjrective
culture buildewh o focus primarily on improving stude
school strategies and activities compatible with e s ch ool 6 s academi c mi s
leaders are goalriented and focusn the improvement of student academic achievement
(Hallinger, 2003)In particular, thelefinitions of instructional leadership highlight the
i mportance of improving teaching and | earnin
influence on daily activities of teachers, promotion of teacher reflection and PD and
assessment of teaching attes (Blase & Blase, 2000; Bush & Glover, 2003; Marks &

28



Printy, 2003) Apart from teaching anaarning and other activities which directly improve
student achievement, Supriadi and Yusofds (2
includes school management

Recent studies have shown that organisational management is an important aspect of
stucent achievemer(Bloom, Lemos, Sadun, & Van Reenen, 2015; Di Liberto, Schivardi, &
Sulis, 2015; Valentine & Prater, 201However, there are differing views regarding the
relevance of managerial tasks to instructideadershipFor example, Jenkin2009)argued
that a principal should relinquish all administrative tasks and focus their attemtipon
improving teaching and learning. This view of principal leadership was refuted recently by
Grissom and Loef2011)who indicated that an organisational focather than a strict
instructional leadership approapfovides a strong influence on student achievement.

The existing literature on principal instructional leadership is extensive anse®cu
on both narrow and broad definitions of instructional leadership. As discussed above
Hal | i (B09®and Iupriadi and Yusdof&2015)definitions are broadncluding a wider
focus such aahuman resource function tireschool culture, whereas other definitipasch
as Jenking2009) arenarrow focusing only on leaders improving teaching and learning.
Sheppard1996)attempted to draw fine distinctions between a narrow and broad concept of
instructional leadership. la narrow conception, instructional leadership is defined as those
actions that are directly related to teaching and learning. On the other hand, broad definition
define instructional leadershgsinvolving school culture and other tasks principals
undetaketo improve student achievement. Further, Shapaajued that there is more scope
to increase student achievement in the broad defingismarrow definitiors overlook
organisational managemeasks which may also have an impact on the cultureroring of
the school andn turn, on student achievement.

Different terminologies are used to describe instructional leadership. For example,
instructional leadership is referred to as learroagtred leadershifsoldring, Porter,
Murphy, Elliott, & Cravens, 2009educational leadersh{gurr, Drysdale, & Mulford,
2007) pedagogical leadershi{outhworth, 2002and studententred leadershifiRobinson,
2011)

Learningcentred leadership involves the main congride and key processes of
|l eadership aimed to i mprove schools Ain tern
curriculum, quality instruction, the culture of learning, connections to external communities,
and systemic perf ¢Qoldriagetad, 2@08, p. @Anrihe Austialian t y 0
context the preferred terminology used for instructional leadership is educational leadership
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(Gurr et al., 2007)Along with the termeducational leadershjpesearchers in the United
Kingdom (UK) also refeto instructional leadership @pedagogical leaderstip
(Southworth, 2002)Further, instructional leadership is referred to as stuckmtted
leadershigRobinson, 2011&nd Robinsorf2011)describes this as being knowledgeable
about how to align administrative procedures to improve teaching and learhowgh
researchers in different parts of the glblaeeused different labels to descrilmstructional
leadershipwhat they have in common is that they all focushenleadeship ofteaching and
learning.

Researchers have sought to define specific elements or components of instructional
leadershipFor exampleRobinson et al. (2008) havdentified five dimensionsf
instructional leadership practicesstablishing goals arekpectations, resourcing
strategically, ensuring quality teaching, leading teacher learning and develpantent
ensuring an orderly and safe environmdihie effective practice of these dimensiaeguires
leaders to be capable of: integratedycational knowledge, complex problem solving and
building trust(Robinson, 2010)These three leadership capabilities are seen as interrelated
and a | eader opsoblank is deepty gnméshed in the deptheand sagaom of
|l eader sd6 r el Robinsoh, 2 p.@Haedheonger and Murphyods
underlying thePIMRS camsists of three broad dimensions: defining the school mission,
managing the instructional programeand developing the sch@karning climatewhich
arefurther delineated int@O instructional leadership functions. These functionsfaaenes
theschob goal s, communicates the school s goal s
and evaluates instruction, monitors student progress, @otstructional time, provides
incentives for teachers, provii@centives for learning, promot&D and maintais high
visibility.

Similarly, Grobler and Conle§2013)identified 10 elements of instructional
leadershipdesigning school goals, communicating school goals, coordinating the curriculum,
monitoring learner progress, protecting instructional time, maintaining high visibility,
providing incentives for teachers, promotiD, andproviding incentives for learnghand
learner care. Thes®) elements arerganised ito three mairdimensionscurriculum,
teachelPD, and students. The school principal as an instructional leader is positioned at the
centre of these three dimensiposordinating the teaching and leiswg processAll the
components of instructional leadership practica pfincipal identified in tlese threstudies
focuson student learnindiowever thedimensionsn Robinson et al. (2008) artdhllinger
and Murphy (1985arebroad and include school climateghereas the dimensions@robler
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and Conley(2013)only focus on teaching and learnifidnesestudies measuredtie

frequency of instruabnal leaderip practices of school leadeRobinson et al. (2008)

contend that it is the frequency of performance of these instructional leadership practices that
is important, rather than adherence to a particular leadershitpNenlerthelessrequency of
occurrence may not nexgarily be the best measure to estimate effectiveness. For instance, a
school leademay check lesson plans every day and may not prgdddfeedback. On the

other hand, achool leademay check lessondans once a wedkut providea constructive
feedback. Hence, frequency alone may natriiugh foleadershipeffectiveness.

Different frameworks or measuring tools are usetthéaneasure instructional
leadership behaviospbf a principal. The MRS developed by Hallinger and Mump (1985)
is one of the most widely used survey &ialthe field of educational leadership and
management. According to Halling@011) the PIMRS tool has been used in more than 200
empirical studies acro26 countries and the tobhs maintained a consistent record of
yielding reliable and valid data. Nevertheless, Condon and Clif&f¥ti2)questioned the
reliability of PIMRS in a review of the tools usedthe measurement of principal
performance. According tinemany rating below .8 was indicated as poor reliability and the
reliability coefficient of PIMRS was .75. However, in a later attempt to assess the reliability
of PIMRS, Hallinger, Wang, and Ch¢2013)conducted a metanalysis of 43 empirical
studies which used PIMRS as a tool for data collection. This study asserted that the principal
survey form of the PIMRS demonstratedderately high to very high reliability and the
teacher survey form demonstrasecbonsistently higher level of reliability than the principal
form for all three levels of scale measurement.

As discussed in the above sections, both instructional and eréalaspects of
leadershimreimportant to improve student achievement. However, the most commonly used
school leadership model overlastke managerial aspedthe most widely used PIMRS tool
assesses principal instructional leadership behgvwouveve, it only enquires into the
frequency of tasks performed by a principal. HetlbePIMRS does not measure the
effectiveness of the principal in performing these taldksvever,measuing the
effectiveness of the principal in attempting these tasghtbe more relevant than
measuring the frequenevith whichprincipals engage in theras frequency of completing
may not guarantee effectivenelsthe current studypoth principal and SMT were requested
to rate principal task effectiveness oB-point Likert scale from ineffective to outstandingly
effective. The survey consisted of daily tasks performed by a principal which include both
instructional and managerial facets of school leadership along with tasks focused on narrow
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and broad definitions ohstructional leadershihe current study not only taketo

account principal task effectivenebsit alsaits link to student achievement.

3.2.2Instructional Leadership andStudent Achievement

This section further explores the impact of instructional leadership on achievement.
Researclnasrevealed that the instructional pracicé school leaders increase student
achievement through improvements in teaching and learning. Further, summassiagcih
on what principalsloin successful school§otton(2003)found that one of the 26 essential
traits in principal behaviour was thénstructional leadership

Though some l@rature proposed that instructional leadership has less impact on
student achievement, several studies confirmed the effectivengssagpak tstructional
leadership behaviour on student achieveni@antta & Sahney, 2016; Gaziel, 2007; Gurr et
al., 2007; R. M. Mitchell, Kensler, & Tschann&foran, 2015; Naicker, Chikoko, &
Mthiyane,2013; O'Donnell & White, 2005Apart from the school setting and principal
demographicgheinstructional leadership of principatss a significant influence on student
achievemen(Shater et al., 2014)Comparisons of the effect of transformational and
instructional leadership on student achievement in tBeddntext(Shatzer et a12014)
foundthat r om t he teacher sd p e afteregntrollingiforsohbol pr i nci j
context and principal demographics, principa
and significant amount of the variance in student achievenviiieé transformational
leadership accounted for a nsignificant proportionThe transformatiorideadership model
oftenfocuseson developing a shared vision and commitment to school change, whereas
instructional leadership focuses on the improvement of teaching and learnitige and
curriculum.

Meta-analyses comparing leadership styles and stustdmevement showed that
instructional leadership was effective in improving student achievement. For example, a
metaanalysis by Robinson et §2008)examined the impact of diffent leadership styles on
student achievement. The authors found that the average effect of instructional leadership on
student achievement wago 4 times higher than that of transformational leadership.

Denoting the importance of instructional leadership practices, Robinsor{20G8)further
noted that 0 alewiésprawde podrguddsdorthe Bpeqific leadership

practices that have((p®b8ater I mpacts on stude
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However, sme studies suggestthat instructional leadship is less effective than
other types of leadership styleorexampleK a r adal &g 015)metaanalysis on
different leadership styles confirmed that principal leadership Inaeldsumlevel effect on
student achievement, with a correlation coefficient of .34. Comparing leadership styles, the
authors further identified that distributive leadership had the highest correlation whil2
instructional leadership had the lowestretation .24. Regardless, boarad agt al . 6 s
Ro bi n s o (R008)metaamnalyséssaffirmadthat in generaleducational leadership has a
positive ef f eeniicachievementudent sé aca

A more recent metanalysis was conducted by Almarshi{@@17)on studies carried
out from 2006 to 2015 on leadership ssyi@structional, transformational drdistributive)
and student academic achievement. The inherent feature of these leadershiptbbties
instructional leaders focus on teaching and learriragsformational leaders develap
shared vision and commitment to schgohls,and distributedeaders share leadership
functions among people who are in leadership positidinsarshad(2017)indicatel that
therewereno perceptible differences betwdeadership styles and student academic
achievement. All three leadership styles had similarly low effect:sizstsuctional
leadershipES= .27 transformational leadershiS= .26 and distributive leadershigS=
.28.Thestudies highlighted the iportance of instructional leadership practices to increase
student achievementherehas been aimcreased global interest in instructional leadership
as a model for principal leadershifhishas led educational researchers to study the effect of
instrudional leadershifpehaviourandstudent achievement in different school contexts
(Alam & Ahmad, 2017; Dutta & Sahney, 2016; Gaziel, 2007; Rivifchell et al., 2015;
Naicker et al., 2013; O'Donnell & White, 2005; Tan, 20I8)esestudies revealethat
principakin different contextsvho engaged imstructional leadershipehaviour improved
student achievement.

The nstructional leadergh practicesof principals hae been shown to be effective
towards increasing student achievement at all levels of schqBliuita & Sahney, 208;
Gaziel, 2007)For example, arosssectional survey applying path modelljmgnducted in
Indian higher secondary schools witto-stage random sampling with 306 princgahd
1,539 teachers, confirmed a mediatgtect model of principal leadership on student
achievemen(Dutta & Sahney, 2016)he study proposed that the leaders achieve their goals
through indiret means and student achievement was positively influenced by a supportive,
social,affective and amiable physical environment. In contrast, a different finding was
observed in secondary schools in the context of |draeh a representative sample of
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se®ondary schools with 256 teaché@aziel, 2007) This studywasconducted using the
instructional leadership behaviogmestionnairevhich consiss of 11 subscalesHowever,

after face validy of the questionnaird,1 subscales were reduced to nine. These subscales
which describe different leadership practicesre:

Qf rames the school s goals and communi cat

(2) supervises and evaluates instruction,

(3) coordinates the curriculum,

(4) monitors student performance,

(5) provides incentives for teachers,

(6) maintains visibility,

(7) promottB,s teachersbo

(8) promotesacademic standards,

(9) provides incentives for students.

From the nine subsad ofinstructional leadership behavioguestionnairgonly two
practice® framing goals and communicating them to stashowed significant effesbn
student achievementhis finding contradicted most of tipeeviousresearch on the effect of
principal nstructional leadership behavioam student achievemefidutta & Sahney, 2016;
Robinsoret al., 2008; Shatzer et al., 201&pziel(2007)argued that thisontradicory
finding could be the result of the secondary school context where framing and
communicating a school goal could be sufficient to impact student achievasézachers
atthese levels are more independent. Similar to Dutta and S&0HEy)and Gazie{2007)
thecurrent study also focused on thecwremmdar y st |
study used task effectiveness of the principal instéfd@guency of garticular behaviour of
the s@ool principal.

Another studywith a sample of 75 principals and 325 teachersnd that principal
instructional leadership behaviour in a Pennsylvania public middle school improved both
reading and mathematics achievem@ibDonnell & White, 2005)This study usethe
PIMRSt o assess the three di mensions :defininghe pri
the school mission, managing the instructional progmgnand promotinghe school
learning climate. The authors found that teacher ratings of the three principal instructional
leadership dimensions had a significant positive relationship with both reading and
mathematics achievement. Further, promoting a positive schookelghawed the strongest
relationship to both mathematics and readiogievemen(O'Donnell & White, 2005)This
evidence st r end2002elairsone applicatioa of & bradader instructional
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leadership definition to increase student achievement compared to the narrow definitions
discussed in section1, which do not include school climate but onbnsist of teaching
and learning activities

The instructional leadership behaviour of a principaldissbeen shown to be
effective in challenging school conteXiaicker et al., 203). A study conducted in South
African challenging school contexts revealed that instructional leadership practice idcrease
student achievement in the national examinat{dl@sckeret al., 2013)This qualitative
study,found that all principals in the five participating highrforming schools gave the
most priority to teaching and learnifcademic achievement of the studentssthe first
priority and the principalinculcated themportance okvery student pasg their final
examinationNaicker etal.,2013) | rr espective of the school 0s
that highquality leadeship of a principal can bring positive learning outcomes. The authors
argued thah p r i mnstriugbianal léaslership practice is essential for a school to succeed.
However, regardless of the depth of analysis of the context, the generalisationrafitiges f
of this qualitative study are limited. A similar, quantitative study was conducted in 32 OECD
(Organisation for Economic Gaperation and Development) countries using PISA
(Progranmefor International Student Assessment) results in which prinsijrakeys showed
that principal instructional |l eadership was
academic achieveme(an, 2018) In this studyprincipal instructional leadship was
measured using four itemd) promoting teaching practice based on current educational
research, (2) praising teachers whose students were actively learnmgh(i@ting to
teachers the importance of developing student critical capaaoitif4) developing student
social capacityTan, 2018)

In the Asian contexit was observed that principal instructional leadership was
effective through teacher dedication to teacliiigm & Ahmad, 2017)Exploring the
impact of instructional leadership, professional communitiedlaeixtra nosteaching
responsibilities of teachers on student achievement in Pakistanssohlamn and Ahmed
(2017)demonstrated that principal instructional leadership influences student achievement
through heightened teacher commitment.

Similarly, Gurr et al(2007)revealedusinga case studwapproachthree different
approaches of successful instructional leadershiggratedeachingand learning process,
strong social justice valugand working throgh and together with staff. their study inthe
Australian context, some loperforming schools were transformechigh-achieving schools
by applying principal instructional leadership prac(@eairr et al., 2007)Thesmall sample
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sizeof their studylimits the generalisation of the resuitsothercontexs. Nevertheless, both
of these studies showed that principal instructional leaieislkeffective in improving
student achievememt different contexts

The reviewed literature on instructional leadership demonstrated that it is effective at
different levels of schoolings well asn different contextsAlthough there are bottmarrow
andbroad definition®f instructional leadershit, can be concluded that instructional
leadership behaviour of a school principal plays a vital miéan indirect onen increasing

student achievement.

3.2.3Instructional Leadership in the Maldives

Therehas been minimal research conducted on instructional leadership in the
Maldives. One of the studies conducted in the Maldives used the PIMRS. The study
involving 191 teachers and nine principals represeihiagchodostaff ofone atol)
revealed thathe perception of teachers and principals differed on principal practice of
instructional leadership. Furthermore, it was evident that there was a significant difference in
the practice of instructional leadership in the participating schools. Thisstiodsed that
there was a strong relationship betwegnr i nci pal 6s i nstructional
achievement in secondary school completion examirat®imafeeu, 2011 Anotherstudy
wasconducted by Wafi2011)with a sample of 225 teachers and five principals from five
selected primary school sThidswudyatlissdlPIMRS tshai n t
principalinstructionalleadership behaviour tool and another questionnaire to check the level
of PDin their schoqlto study the role of principal leadershiptie PD of teachersThe
study revealedrom the perspective of the principaddl 10 subscalesf the PIMRS were
significanty correlatedHowever, from the perspective of teachén® of the three
dimensionof PIMRS defining school missigrand managing the instructional program
subscaleswere significarly correlated witlthe PD level of the schda/Wafir, 2011) This
implies that from the perspectives of both principals and teachers, principals were involved in
defining school mission and managing the instructional progie@mhese studis
demonstrate@viderce ofinstructional leadershipeingpractsedin Maldivian schools. Both
these studies utilisatie PIMRS and Shafeef2011)assers the reliability of the tool in the
context of the Maldives. However, it is debatable whether the findings of these two studies
are generagable in the context of Maldives as both these studies had limited samples

exploring principal leadership ééwer than 1(@rincipals
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A recent studwvasconductedn the Maldivian contexto explore the relationship
between principal instructional leadership and school effectivéBasdéeeu, 2019 his
nationwidestudy of teachers haresponse rate of 84 Thes t u duvéyswvas based on
the PIMRS to collect data on principal instructional leadership. The firstbhthis study
revealed thain the Maldivian contexstudent attainment in primary grades and
socioeonomicbackgroundlay amore important rolén student secondary school
achievement han pri nci pal s & Thercasrrent siudytis ddferemtifrom eader s |
Shaf €2019)ass t expl ores principalsdé effectivenes
student achievement, rather than the frequency of instructional leadership practices

Another recent study which explored the instructional leadership practice of principals
in the Maldivesutilised principakdinstructional leadership behavisyproposed by Hallinger
and Murphy (1990in their model The dimensions of this model afeaming and
communicating school goals, supervision and evaluation, coordinating the curriculum,
monitoring student progress, protecting instructional time, prom&imgnaintaining high
visibility, and providing incentiv&for learning. In the Maldivian context, Ahm¢2i016)
proposed a revised model with three added extra dimen&eiren withthe community,
holistic educationand ICT {nformation and communication technoldggtegration in
learning.However, he resuls of this stuly cannot be generalised as an instructional
leadership moddbr the Maldivian context athe studywasqualitative and involvednly
one principal, one supervisor and a teacher from each of the three participating schools. This
is afar too limited sampé to infer the instructional leadership practice of prinsipal
Maldivian schools.

Theabovereviewed literature sheds lighponthe practice of instructional leadership
behaviour of principals in Maldivian schools. However, these results cannot be generalised to
all the principals due to the nature of the studies and limited sample e x cept i n She
(2019)case These studies also include only the instructional leadership aspect of principal
practice, and ignore other tasks of school principals. The tasks of a principal not only involve
supervising andhonitoring teaching and learning, but also encompass organisational
management, administration, internal relatj@msl external relations. The current study
differs from the existing educational leadership studies conducted in the Maldives, because it
isfocused on principalsdé effectiveness in dif
achievement. Further, the study em@dg large sample gdrincipals inthe public schools
offering IGCSE as their secondary school exit examination. Therefore, theyfwidtinis

studyhasa greater potential to be genesahlein the Maldivian context.
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3.3.Managerial Leadership

It has been argued that leading and managing schools are two different things which
should be at two ends of a continuf@olman & Deal, 2017; Enoch&981) While
managing entails upholding current organisational activities, leadership influences others
actions to achieve desirable goals which often inv&lgachng both existing and new goals.
Although managing includes certain leadership skils,overall focus of managing is
maintenance rather than chariBesh, 2007) The definition of managerial leadership is to
facilitate the work of others in the organisation to achieve q@disi & Gil, 2017;

Leithwood et al., 1999)urther, it is argued that both leadership and management are
compkementaryand equivalently impoaint to accomplish school gogBush, 2007; V.

Wang, 2016)Hence, these two concepts overlap and the practice of both depends on the
context andime.

An investigation otheeffects of managerial practices in schools on student outcomes
asserts that managerial practices are positively related to student achiefizirhéerto et
al., 2015) The authors proposed that policies famen improving student achievement
should take into account Apothermualthapoadl sd manager
guantitativestudywhich included botWesternandEastern countrieshowed that higher
management quality was strongly linked with the improvement of educational achievement
(Bloom et al., 2015)The managerial aspect of school leader#iilg seems imperative to
school achievemenandin acomprehensive school leadership modeinagerial skill
cannot be ignored.

The current study investigates task effectiveness of principals towards improving
student achievement. These tasks involveaganral and administrative tasks of principals
such as hiring competent staff or managing the budget and resources. Although managerial
leadership is important, instructional leadership is considered to be a key leadership model
that has been linked to imgving student achievemerence, instead of using a particular
model of leadership, an integrated model may be more effective to measure the effectiveness
of principals in increasing student achievement. An effective principal practices a
combination obehaviours in both aspsaif school leadershép instructional leadership and

managemeniProtheroe, 2011)
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3.4.Leadership Frameworks from Different Contexts

The frequent investigation of sobl leadership has introducachumber of different
leadership frameworks that assess the practices associated with effective leadership. For
examplethe Ontario Leadership Framework (OiEeithwood, 2012h)the Learning
Centred Leadershipramework (LCLFE Murphy, Elliott, Goldring, & Porter, 2006andthe
Essential Supports Framewd&ebring, Allensworth, Bryk, Easton, & Luppescu, 2006)e
OLF describes school leahip broadly and includéise diversity of Ontario schools and
communitiesBased on research and consultations with educators across Ontario, the OLF
provides leaders at different levels a clear leadership roadmap of successful leaders across
Ontario an around the world. Similarlghe LCLF was developed on the basis of empirical
studies of effective schools, school improvement, and principal instructional leadership
However, this framework was established to inform formulaticerafw evaluation systn
for principals and school leadership teams inUBeWhile LCLF is a leadership evaluation
tool, theEssentialSupports Framewotlwa s devel oped for Chicago
This framework identified five essential elements thatestrongly associated with student
outcome.

The OLF was initially introducd in 2006 and its still beingrevisal. This framework
consists of four & componentq1) schootlevel leadership(2) theK-12 School
Effectiveness Framewoyk3) systemilevel leadershipand(4) the District Effectiveness
Framework It alsoincludesfive leadership capacitieterived from educational leadership
research. These capacities satting goals,aligning resources witlpriorities, promoting
collaborativelearningcultures,usingdata andengaging incourageougonversationsThe
OLF highlights what effective leadesbouldpractse to facilitate school improvement.

Similar to the OLF framework, the LCLF consists of eight dimensions:
(1) Vision forlearning
(2) Instructionalprogranme
(3) Curricularprogranme
(4) Assessmernprogranme
(5) Communities ofearning
(6) Resourcecquisition and use
(7) Organgationalculture

(8) Socialadvocacy

39

S

c



Although the OLFhasa broader perspective of educational leadership at different
levels (school and district) than the LCLF (only school level), the LCLF indalil@ensions
such as culture ansocial advocacy which are not often included in most of the framework
However, the OLF also focason successful leadership practices of individaaldsmall
groups and atthe organisational level.

The Essential Support Framework developed for Guiczhools consistoffive
categoriesleadership, parent community ties, professional capacity, stadanedlearning
climate, and ambitious instructiolm this frameworkleadership is positioned #se first
element whictstimulateghe other fourcore organisational supports to increase student
engagement and academic learnifge gincipal is the key person to act as a catalyst to
increase student achievement by improving the conditatien theschool.

However, theabovediscussedrameworksrevealthe behaviour of effective
leadership but not the task effectiveness of the principals. Unlike, these frameBriskem
and Loeb(2011)argued that principal task effectiveness is more important for successful
schoos thanpractisinga particular behaviour. Principal task effectiveness is an emerging
area of educational leadership and few studgagfocusedon principat perceived task
effectiveness and student achievenm(@rissom & Loeb, 2011; Zheng et al., 201The next

section explore theseaforementioned two studi@s detail.

3.5.Principal Tasks andTask Effectiveness

The job of a principal is multifaceted and involves a variety of tasks. Thus, it is
crucial to understanethich specific tasks or skillareneeded by school leaders to promote
student achievement. While stditerature on principal effectiveness in relatiomntg@roving
schoolperformancéras been focesl on instructional leadershipighlighting only one
aspectimprovingt eachi ng and | earning) of the princi|
such as inter relations, organisational management, administradiot external relatian
have often been overlook€@rissom & Loeb, 2011 urther, Grissom and Lo€B011)
identifiedthatorganisation managemeiaskswerepredictive of student achievemeihhis
indicated that certain tasks of principals improve student achievenoevgver what is less
known is whether a difference in effectiveness makes a differemwgrioving school
performance.

Principal task effectiveness is an important area of school leadership which currently

lacks sufficient empirical research. This thesis exgsdhe relation of principal task
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effectiveness$o improving student achievement in the Maldivian contéxtly two known
studies have examined the relation between principal task effectiveness and student
achievementOf thetwo studies, Grissom and Loép011)will be examinedn more detall
as the current study is a partial replication péitd the empirical work and theoretical
framewor k of Gr201%) wilhba ceatral this thesib 6 s (

Grissom and Loef2011)studied principal task effectivenessie Miami-Dade
County Public Schools (NDCPS) in thdJS. The study used administrative data that
included data on student performance in state standardisedBastisschool was graded on a
5-point scale (A, B, C, D, and F). Grades were based on a scoring system that assigns points
to schools for their percentages of students who achieve the highest achievement levels in
reading, mathematics, science, and writm§ | o r i d a 6ssd tesstindgradisa3thdough
10. A principal tasks survey was derived from a list of principal duties and enhanced through
discussion with several principals in various states. The survey was further refined through a
pilot shadowing of principals. It was admitg@sed to 314 principals in NDCPS. Exploratory
factor analysigEFA) revealed five task dimensiansstructionmanagemeninternal
relations,organsation managementdministration, andxternalrelations. Figur&.1 shows
t he pr i nratings dther 6wn saskleffectiveness from the study, grouped by task
dimensioms. The study showethatt he average of principalsd rat
was above on all tasks (on a scale of 1 to 45 ineffective, 2= little effective, 3=

effective,4 = very effective) except for fundraisingrhich had an average rating bel8w
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Using data to inform instruction

Developing a coherent educational programmes across the school
Using assessment results for programme evaluation

Formally evaluating teachers and providing feedback

Classroom observations

Utilising school meetings to enhance school goals m— Instruction Management

Planning professional development for teachers
Implementing professional development

Evaluating curriculum

Informally coaching teachers

Directing supplementary. after-school or summer programme
Releasing or counselling out teachers

Planning professional development for prospective principal

Developing relationships with students
Communicating with parents
Attending school activities (eg: Sports events)

Internal Relations

Counselling students of parents

Counselling staff about conflicts with other staff
Informally talking to teachers about students
Interacting socially with staff

Developing a safe school environment
Dealing with concerns from staff

Managing budgets and resources — E— Orgam'sati on management
Hiring personnel

Managing personal, school-related schedule
Maintaining campus facilities

Managing non-instructional staff
Interacting/networking with other principals

Managing school schedules
Managing student discipline

Fulfilling compliance requirements and paperwork
Implementing standardised tests

Managing student services (e.g.: records, reporting)
Supervising students (eg: lunch duty)

Managing students attendance-related activities
Fulfilling special education requirements

Administration

Communicating with district to obtained resources  m—m—r —
Working with local community — — External Relations ]
Utilizing district office communication to enhance... E—— 1
IRINCETENEEE  ——
0 1 2 3 4

Figure3.1Pr i nci pal sé6 ratings of ownfrolm&sssomendf ect i
Loeb(2011, p.1099

Table 3.1 showthe five broad leadership task dimensions identified in Grissom and
Loeb (2011), seffated for high and low effectiveness by printspin Table 3.1pr i nci pal s 6
selfratings show that they believétemselveso be most effective atrganisation
management anadministration taskdn contrastthey perceived themselvestasg least
effectivein external relation task3his indicats that principals in this study perceived that

they were more effective in school internal matters and managing the Hwiodirect
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instruction management and external relati@s.i ssom and

Loeb

effectiveness on organisation maaagent tasks consistently predisthool performance.

Hence, they argued the importance of key organisational functions, such as budgeting and

managing school facilitiesp improving school outcomes.

Table3.1

Pr i nci pRafingsdor Task EffectivenassGrissom and Loeb (2011)

Principal skill High self-rated tasks Low self-rated tasks
Instruction 1 using data to inform planningPD for
management instruction prospective principals

Internalrelations

Organgation

management

Administration

Externalrelations

E N

developing relationships with
students, communicating with
parents

attending school activities

developing safe school
environments

dealing with concerns from
staff

managing school schedules
managing student discipline
filling compliance

requiremerg and paper work

releasing or
counselling out
teachers

utilising district office
communications to
enhance goals
working with local
community
fundraising

Grissom and Loeb (2011) argued that it is not the frequency of certain bekaviour

which is important but the effectiveness of thsk accomplishmentheir studyconfirmed

five task dimensions that principals engagednm daily basis which impact student

achievement. In additiotheir study revealed that organisational managerskifis mostly

predicedstudent achievement. Therefore, it is understbatprincipal management skills
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complemenp r i n cwonlk af suppdrting curriculum and instruction to increase student
achievement.

In a recent crossectional study, Zheng et é€017)investigated principal task
effectiveness and student achievement in a Chinese context. Zhen@@t a)adopted
Gr i ss om g2a0H)measwdméns framework by contextualising the survey to the
Chinese setting. The study employed multiple outcomes such as student aftcerheu d e nt s 6
reading ahievement and Chinese learning efficacgre$ and teacher outcoraé@eacher
ratings onoccupationastressj ob bur nout and Chinese teacher s
leadership effectiveness, from the perspective of both pris@palteachers. Ths st udy 6 s
sample consisted of 613 principals ante% teachers from secondary schools in Chiha.
authorsobserved five task dimensiossnilartothosed e | i neat ed i n Grissom
(2011)study. However, the main finding was differémm that ofGr i ssom and Loebd
Whil e Grissom and Loeb had demonstrated that
consistently preicted student achievement, in this study, with respect to student outcomes,
the most highly correlated aspect from both
instruction organisation (Zheng et al., 2Qlid)contrasto Grissom and Loeb (2011) who
demonstrated hat principal sd organisation manageme
achievement. Nevertheless, Grissom and (@6l 1)argued for a broad view of
instructional ledership with inclusion of organisation management stoltsomplementhe
improvement ofteaching and learning.

Table 3.2 depicts the task dimensidmsn both Grissom and Loéb&011)and
Zheng et ab €017)studies Both studies have the same number of factith some
differences irtheteacher dimensi@in Zheng et al(2017) I n Gr i ss @Ml)and Loe
study both principal and assistant principal dimersi@d similar factor loadings, whereas
i n Zhen@0lBdtudyaHet.ebasc her sd6 di mensi ons had a di f
principal sd di mensions (as i | | Hestorkiratheed i n Ta
teacher dimensions were labelled differently from the principal dimensions. In the Chinese
context, tachers seemed to identify organisational management tasks separately from
internal organisatiogrwhereas the principals combined organisational management tasks with
tasks focumg on theinternal organisationf a schoalZheng et al. reported a high reliability
coefficient, while Grissom and Lo€B011)did not reporareliability coefficientfor the
leadership dimensionalthough Zheng et a{2017)adcieved a high reliability coefficient in
some of the principal taski$,could be argued th&¢achers may not be able to fully observe
principal accomplishmenin contrastthe assistant principal is assumed to be working

44



closely with the principal whicputs the assistant principal in a better position to observe
effectiveness of the principal(20li)sti@dn t eacher s
triangulated principal éwn rating with assistant principal gatings.

Table3.2
Comparison of Task Dimensions Used by Grissom and Loeb (2011) and Zheng et al. (2017)

Task dimensios Task dimensios
GrissomandLoeb (2011) Zheng et al(2017)
Principals Assistant principal Principals Teachers
Instruction Instruction Visibility and direct  Visibility and direct
management management participation participation
Internalrelations  Internalrelations Instruction Instruction and
organsation curriculum
Organgation Organgation Internalenvironment Organgation and
management management organisation management
Administration Planning and
personnel
Externalrelations Externalrelations

Both U.S. assistant principals and Chinese teach®raveragerated their principals
lower than principals rated themselves. These differences are commonly observed in some
other studies (Hallinge011,2003 . However, Gr(d0E)stadpnintheWdS L oeb d:
indicatall ow correl ations between principalsé and
in the Chinese study by Zheng et(@17) pri nci pal s6 and teacher s
organisational skillsnstructionorganisation,internalenvironmentorgansation, and
planning andpersonnelverehighly correlatedThis indicates that the principal task
effectivenessating by principals andating by others (other than principatsay differ in
different contexa.

As illustrated in Table 3,3he Chinese study also revedfive dimensions similar to
those found in th&).S. context. However, in the Chinese studl dimensionsother than
external relationsalteredtheir original connotations. These broad dimensions were
categorised differently and some individual tai#isin different dimensions. For example, in
the Chinese study, fAclassroom obGebeetHdangono a
thevisibility anddirect participation skills, while irthe U.S. contextthey wereplaced inthe

instructionmanagemendimension Zheng et al(2017)argued that in the Chinese context
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instructionalorganisation skills seemed to reflect more integrated organisation skills which
emphasise the core purpose of schabich is teachin@ndlearning
Addi Y, I (201G studys theotraditianal chstructoadh 6 s

leadership items were labelled as instruction management, while in Zhen(R81@)they

tional/l
werelabelled as instruction organisation. UnlikeGrissom and Loeb £011)study,there
wereno separate organisation management, internal relaindsadministration dimensien

in the Chinese study. The items in these catega@es loaded in another three broad
dimensionsvisibility and direct participation, internal environment organisaiom

planning and personnels seen in Table 3.3. The administrative dimension disappeared due
to contextualisatiorand the nely introduceditems appeared to be in other leadership
categories in the Chinese context. These differential findings suggest thallui$thentext

principals determine their effectiveness through routine administrativevihgiesn the

Chinese context these tasks seem to be much less important.

Table3.3

TaskltemsGrouped byBroad Dimensiors in Grissom and Loeb (2011) azdheng et al.

(2017)

Dimensiors andtasks
Grissom and Loe2011)

Dimensiors and tasks
Zheng et al(2017)

Instruction management

Using data to inform instruction

Developing a coherent educational
progranmeacross the school

Using assessment results for prognaen
evaluation

Formally evaluating teachers & providing
instructional feed back

Classroom observations

Utili sing school meetings to enhance scho
goals

PlanningPD for teachers

ImplementingPD

Evaluating curriculum

Informally coaching teachers

Directing suppl emen
summer instruction

Releasing/counselling out teachers

PlanningPD for prospective principals

Instruction organisation

Establishing a moral example for teachers

Formally evaluating
providing feedback in time

Ensuring studentséd ¢
regional unified exam

Utilising school meetingor activities to
enhance school goals

Using different aspects of school data to
inform instrudion

Learning and grasping new education glea
and new teaching research results

Using studentsd eval
teachersdo teaching

Using studentsd schc
teaching evaluations to measure teaching
effort
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Dimensiors andtasks Dimensiors and tasks

Grissom and Loel011) Zheng et al(2017)
Internalrelations Visibility and direct participation
Developing relationships with students Counselling staff about the contradictions wi
Communicating with parents other staff
Attending school activities (e.,gports Supervising student lunch duty and other
events) important daily activities
Counselling students or parents Solving studentsd pr
Counselling staff about conflicts with other  Classroonobservation
staff members Establishing and supervising school
Informally talking to teachers abbstudents administration system (e,@nrolment
Interacting socially with staff management)
Managi ng atendandeelsteds 0
activities

Informally talking to teachers
Attending school activities

Organisation management Internal environment organisation
Developing a safe school environment Interacting socially with staff
Dealing with concerns from staff Cooperating with school middlevel
Managing budgetandresources personnel
Hiring personnel Establishing campus order
Managing personal, schodlated schedule Creating a safe, easy school environment
Maintaining campus facilities Dealing with concerns from dta
Managing norinstructional staff Managing school budgets and resources
Interacting/networking with other principals Managing school schedule
Administration Planning and personnel
Managing school schedules Maintaining the initiative in school
Managing student discipline management
Fulfilling compliance requirementnd Developing a gooeénvironment for school
paperwork teaching/reform
Implementing standarstid tess Formulating longterm school plans and
Managing student servicés.g, records, guaranteimg their implementation
reporting) Communicating with parents
Supervising students (e,¢unch duty) | mpl ement i PDplanse ac her
Managing student attendanadated Hiring staff
activities Evaluating curricula
Fulfilling special education requirements
External relations External relations
Communicating with the distri¢d obtain Working with the local community
resources Interacting with social orgasatiors or
Working with local community individuals to obtain resources for the schi
members/orgasations Networking with regional management
Utili sing district office communications to departments to obtain resources for the
enhance goals school
Fundraising Fundraising

Source: Adapted from Grissom and Ld@b11)and(Zheng et al., 2017)

Further, in the Chinese studige organsation management taskeom the U.S. study
belonged tdheinternalenvironmentorgansation,instructionorgansation, andolanning and

personnel skills. Each of these categories seemed to emphasise a different area. Nevertheless,
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in the US. context Grissom and LogB011)found that from the grspectives of both

assistant principal and principals orgaion management skills consistently predicted
student achievement. Contrastingly, in the Chinese context, based on both teacher and
principal ratings, principahstructionorgansation skillswere highly correlated with student
outcomegZheng et al., 2017)et, there are some similarities in these two studies as tasks of
organisation management in theSlstudy fall in the broadategory ofinstruction

organisationn the Chinese study and this category is highly correlated with student
achievement.

Zheng etal(2017)pr oposed that in the Chinese cont
skills, such as instruction and curriculumnipste f | ect t he I mpact of pr
effectiveness on student achievement. However, in t8estiidy, organisation management
skills predicted student achievement. Similar to Zheng €2@1.7) the US. study also
highlighted the importance of curriculum and instruction towartisuecing student
achievement. In the same vein, Grissom and (@6h1)proposedh broad view of
principal sd | ead eamprisaé opganesdtibnenartagementsklls @ the h a t
maincontributorto support curriculum and instruction.

It is essential to determine task effectiveness and not simply the frequency with which
certain tasks or behaviours have been completed. The frequency of exhibiting certain
leadership behaviours mapt be the best indicator for measuring principal effectiveness. A
specific behaviour could be performed regularly. However, to be effective, the behaviour
may not necessarilyeed tdbe performed frequent§Hallinger & Murphy, 1985)The
studies conducted by Grissom and Loeb (2011) and Zheng20A&F.)explored principal
task effectiveness and student achievemetitab).S. and the Chinese context respectively.
These studies demonstrdteh at princi pal sé i nstruction or g:¢
management skills are important in predicting student achievement.

Grissom and Loeb (2011) and Zheng et al (20duhd contrasting results relating to
increasing student achievement. In th&. contex principal effectiveness in organisation
management predstudent achievement (GrissdnLoeb, 2011) whereasin the Chinese
context it was principal effectivesg in instruction management which predicts student
achievementTask effectiveness dlfie principal is essential to improve sch@arformance.
However schools in different contextnay require effectiveness in different dimensions.
Hence, principal tas&ffectiveness and its link to student achievenmexetd to be explorad
a wider context. fie current study examigsgrincipal task effectiveness on different daily
tasks principalengagedn whenleading and managing their school in the Maldivian context.
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Further, thestaskdimensions were used to study principal task effectiveness and student
achievement in the Maldivian contertexplore which of the principal task effectiveness
dimensiors predct student achievement

The nextchapterdiscusses the framework guiding this study which presumes that it is
not the frequency of executing certain tasks
butitisp r i n ceffgetevdnesé thesaasks which indirectly brings the required changes

in student achievement.
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Chapter 4. THEORETICAL FRAMEWORK

This chapter describes thteeoretical frameworkdapted in this study, detailing the
leadership task dimensions and principal characteridtesheoretical framework for this
thesis is adapted from Grissom and L@e011)study. The task dimensions depicted in the
theoretical framework in Figu#1 are the dimensions idengfil in Grissom and Lde
However, the individual tasks under each task dimension have been contextualised to the
Maldivian context. The process of contextualisation is discussed in Chagttion 5.5.1,
Item ContextualisationThe individualtasks in the task dimensions involve what principals
do in their daily schedule to manage and lead their schools. These tasks are rdiioeus
particular leadership behaviour of the princifalrther, it was not the frequency of these
tasks which wameasured, rather it was the effectiveness of pringipahese tasks from the
perspective of both principals and SMT. Instead of tasks whitdcta particular leadership
model, this study colleet effectiveness of principals their dailytasks which may
represent various leadership modélserefore, in this studyeadership effectiveness is

structured in an integratéchmework

For exampleage, 1 Instructionmanagement
gender, experience,  Internd relations
academic { Organgationmanagement
qualifications, tenure ' Administration

in schools. {1 External Relations

Figure 4.1 Theoretical frameworkPrincipal characteristics and leadership task dimensions
that impact on student achievement.

This proposed framework postulates that principal task effectiveness impacts on
student achievement through five broad task dimensions, nameiyiction Manageent,
Internal Relations, Organisation Management, AdministraindExternal Relatioa Each
of these dimensions consists of multiple tasks which are discussed in more detail in the
following sections. In addition, the proposed theoretical frameworkdes principal
characteristics such as age, gender, academic qualification, experience and tenure in school

which may shape principal task effectiveneélese characteristiogill be discussed
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4.1.Instruction Management

Instruction management tasks #respecific tasks of principathroughwhichthey
assist and improve the implementation of curricular progresxiGrissom & Loeb, 2011)
These taskslso include tasks of a principal aimed at directly enhancing teaching and
learning(Bossert et al., 1982nsuring gality teaching and learning is the key component
of instructional €adership whichn this frameworkis namednstructional management. It
involves utilising school meetings $et and monitor progress towast$ool goals, planning
and implementind?D for teachers, classroom observations, using student data to improve
learning, managinthe school curriculum, mentorin@nd counselling ineffective teachers.
Principalsin Grissom and Loe&h £2011)studybelieved that they were highly effective in
doing more than half of th&3 instructioral management tasks. Principal selfings of thee
tasks showed that more than half of the principals felt that they were very effective in using
data to inform instruction (65%), developing a coherent educatioogtgprme across the
school (61%), using assessment results for progr@avaluation (60%), formally evaluating
teachers and providing instructional feedback (57%), classroom observations (57%), and
utilising school meetings to enhance school goals (56%hémg et ab £017)study, on
the basis of both principaand teachefzatings, student reading achievement was highly
correlated with instructicad organisation. The followingectionswill discussin more detalil
literatureon some of the principal instructional leadership tasks that promote student
academic achievement. These taskdemding effective meetingsetting school goals,
facilitating and implementind?D, classroom obseation,using data for school improvement

mentoringteachersimplementing curriculugrand dealing with incompetent teachers

4.1.1Leading Effective Meeting

Meetings are one of the most commonly occurring workplace experiences and they
are a place for principgto show their leadership capabilities. In a Maldivian school,
principal sdéd tasks depend on the size of the
where there are two sessions, principals lead general staff meetings and most of the other
meeting tend to be led by deputies or lead teachers who are in charge of the session. While
some meetings are led by principals, most of the teaching and learning related meetings are
led by Lead Teachers in most of the schools.

The effective | eading of meetings can bui

skills. When members build trust and gain respect for their leader, they are motivated to
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perform higher than expected. Il n imgsl school s
including general staff meetings and specific meetings such as annual planning or goal
setting. If such meetings are not effectively handled, it could have detrimental effects for
managing the organisation (Rogelberg, Leach, Warr, & Burnfield, 20@8jective

meetings are costly in terms of their direct and indirect cost to the organisation (Allen,
Rogelberg, & Scott, 2008; Leach, Rogelberg, Warr, & Burnfield, 2009; LeBlanc & Nosik,
2019). For instance, some of these costs include time and emptoggelevels (Allen et al.,
2008). Effective meetings serve important purposes (LeBlanc & Nosik, 2019). Effective
meetings are important in school for a common understanding of planning and to set goals.
Nevertheless, it might not be easy to lead effeatieetings with people who have different
personalities. As an effective leader, a school principal can reduce tensions with humour and
establish a culture of mutual respect, integrity, and civility (Perkins, 2009). Further,
leadership behaviour is a cratfactor in explaining essential meeting outcomes (Odermatt et
al., 2017).

4.1.2Setting School Goals

Settingschoolgoak and communicatinthemhas been foundo bean important
aspect of instructional management. An effective prinaipderstands the imparice of
framingthe school goals and mission and communicating these to stakeh@trersge,

Richard, & Catano, 2008puch communication involves sharing and discussing ideas about

schml goals and other success criteria with sf@fbldring et al., 2009)instructional leaders

focus primarily on improving studentsod acade
activities of the school compalie with its academic missioRlallinger and Heck1996)

observedn their metaanalysisthat setting school goapsitively affected student learning.

Furthermore, Finniga2012)found that school performance increased in schools where the
principal set goals.

Goals should be attainable and meaningful for all the relevant partgipasgnse of
achievement occurs when people meewhekplace challengdsy attaining goals that are
significant to their work plac@.ocke & Latham, 2006)This aspect of meeting challenges
through goal setting, studied by Locke and Latham (2006), is tiagizganaging and leading
schools. For effective school leaders it is vital to set goals vibatls onincreasng student
academic achievement. For example, Robinson €@08)ascertainedhat establishing

goals and setting expectations had an effect size of .42 standard deviat@ns\efa
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analysis revealed that goal setting is an important aspect of imgasasdent academic

achievement. Student achievement is mostly affected when school leadeusage teachers

to challenge goals by providing a safe environment for the teachers to evaluate and question

these goals and assist one another to reach(tHattie, 2009) In the Maldivian context, in a
small study using PIMRS, it was foutttht from the perspective of both teachers and
principals defining goals was the most frequently uksatlershigracticeby the principal
(Wafir, 2011) Another task of principalWwhich improve student achievemerd facilitating

and implementing prfessional learnindpr teachers

4.1.3Facilitating and Implementing Teacher Professional Development

Principal s& c on tPRDactiviies®f tekahersdsl essentraéfor the i n

devel opment of teachersd knowl edstudentand cl ass

learning(Akers, Jakobs, & Orlando, 2011; Bredeson, 208fectivePD progranmes
enhance teachdyability to perform in classroom&oon, Duncan, Lee, Scarloss, & Shapley,
2007) The key criteria foPD effectiveness proposed by Desim@g609)are catent focus,
active learning, coherence, duration and collective participa®ibmprogrammes which
include these core features are expected to increase teacher knowledgesanal chédhge
their attitudes and beliefs, and increase student achievemeuaghthe improvement of
classroom instructioné\s a key person itheschoo] principak can playanimportant role in
facilitating and implementing PD programes for teachers

To facilitate and implement PD programmes, school leaders need to bgleadin
learnerswhere they actively participate in PD programnfissearch shows that learning
centedleadership fosters teachHeb in schoolgLiu, Hallinger, & Feng, 2016)A study
conducted in Israel comparing work behaviour of principals in-peyifiorming andaverage
performing schools revealed that principals in Rogiforming schools spend more time on
their PD (Gazkel, 1995) Research shows thegacher8PD may have a positive impact on
student learningAkiba & Liang, 2016; Andersson & Palm, 201However, i has been
observed thatthe e acher sé need f orwitktbhe(Prash Yandemme s
Weijer-Bergsma, Kroesbergen, & Van Luit, 2018herefore, school leaders neéedlan
teacher s PD act i viofthedeschaddeooe,raslléadggrintipas t h e
canfacilitate PD whichcorrespondto thelearning needs of the students and teachers,

thereby making the PD programe more meaningful. In addition, principals need to
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encourage teachers to participate in ongéibgprogranmes to be able to provide high

guality instructions to the students which enhance student academic achievement.

4.1.4Principals Active Involvementin Professional Development Activities

Principal®active involvement in planning and implementiD progranmes for

teachers is one of the tasks which may have an impact on student achig\@edegon,

2000; Robinson et al., 2008 addition tofacilitating and implemenbg PD programmes,

school leaders need to be leading learners. Robinson(20@8)demonstrated thétom the

five dimensions in her study, promoting and participating in teacher learning and
developmenyielded thehighest effectswith an effect size of .84 standard deviatién

recent comparate study on the relationship of principal leadership and teacher professional
|l earning emphasised the vital role of the pr
highlighted the responsibility of principals to inspire, engage and maing&uotitinued

learning of teacher@allinger, Liu, & Piyaman, 2019)his is important as these are the
mechanisms through which principals can have an impact on teacher practice and student
achievement.

Principal s& arcteacher®D programniesessemgahdue tBD
programmeds effect on student achiement A study conducted in the Netherlands
examined the effects afteachePD programmeabout differentiated instructions on student
achievemen(Prast et al., 2018 his2-year expemental design study showdthtthe PDin
Y earl hadasignificant effect on student achievement, wiml&' ear2 it had no significant
effect on achievement. The authors arguedYlear 2 participants were less motivated as
their waiting time was lengthfpr the PD programme since registering for éind also many of
theYear2 participants were less experienced in teachinghadjbined the school in the
year of the POvasconductedPrast €al., 2018) It is important for the school principal to
identify PD whichis relevant and effectivéAnother longitudinal study conducted in
Missouri State in the US, with middle school mathematics teselkamined the effects of
types of teacher P[2arning activities on student achievement growth dwerars Akiba
and Liang(2016)found that teachezentred informal collaborative activitiegere successful
in increasing student mathematics achievement. Further, the study showed thaitk@asmer
research activities and attending professional confesappeaedto be useful in improving
student acilevement. At such confererseachers can tailor their attendance according to

their learning needs and interests. Teacher participation in research conferences could enrich
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teacher content and pedagogical knowledge. Further, it could improve the teskiltsn

the teacher presaattatthe conferences and receiMeedback fom the other teachers

(Akiba & Liang, 2016) These studieevealedhe importance of the princialactive

involvement tadentify the needs of the teachers to facilitate PD progresyior teachers.
Studies conducted in the Maldives showed that princfalgidedPD opportunities

for the teacher6A. Mohamed, Moosa, & Yusoff, 2015; Wafir, 201 Eurther, A. Mohamed

et @015)siuly indicated teaché&racknowledgement of the importance of continB&u

i n the s c hWwittegarddofteaddex Py the positive finding is that these studies

indicated that in the Maldives both principals and teachers believed that te&ctsecrucial

for enhancing teacher knowledge to improve student achievement. However, these studies

only focus orthe frequency oprincipals facilitating PD for teacherheydid not explore the

effectiveness of principals providing PD or the relatetween teacher PD and student

academic achievement.

4.1.5Professional DevelopmenActivities in Maldiv ian Schools

In 2009, the MoE of the Maldives formally introduced scHeaded PD programmes.
Prior to the introduction of scheblased PD programmes, school PD coordinators were
involved in facilitating and implementing PD for teachers, not leaders. With this cliriDge,
coordinators are now involved in administrative tasks of PD while principals have a more
active role in teachers PD. In the PD policy, the MoE identified 3 days in the academic
calendar for PD, which are considered #teaching days. Hence, studentsndd attend
school on those days and teachers are free from teaching activities to conduct and get
involved in PD programmes. According to this policy, teachers are required to complete a
minimum of 15 hours of PD in every academic year (MoE, 2009). Mdkediours
allocated for PD are utilised by the MoE to create awareness among teachers and principals
on current educational policies rather than on improving teaching practice. The MoE also
expects principals to conduct all the teaching and learningdeRD activities in their
schools. However, principals express concern over how the MoE utilises the time allocated
for PD. Moreover, the principal not being a subject expert for all the secondary subjects, it is
challenging for principals to conduct PDssmns for staff on aspects of teaching and learning
and curriculum changes on all the subjects.

Research has shown that teacher PD is an important aspect in improving student

|l earning. However, these studi e P proggammeso n
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and principal involvement in facilitating PD for the teachers. These studies indicate the
importance of principals facilitating PD opportunities for teachers to improve student
academic achievement, but they lack the focus on the effectiveinasscipals in providing
opportunities for teachers to get actively involved in PD (Desimone, 2009; Fischer et al.,
2018; Yoon, Duncan, Lee, Scarloss, & Shapley, 2007).The current study explores principal
task effectiveness in regard to facilitating Raddition to effective PD, classroom
observations are another important instructional management task of a principal for

improving student achievement.

4.1.6Classroom Observation

Classroom observations in the Maldives are conducted for both evaluation and
mentoring purposes, however classroom observations are mainly used for evaluation
purposes. Classroom observations provide necessary information to principals on the
competency of the teacher and are a fundamental component of teacher evaluation (Gargani
& Strong, 2014; Steinberg & Garrett, 2016). Regular classroom observations are helpful to
improve classroom instruction and to make retention decisions. However, teacher retention
decisions based only on classroom observation may be tricky. The contextctastroom
plays a vital role in the performance of a teacher (Steinberg & Garrett, 2016). One single
observation to evaluate a teacherods professi
retention decision (ObLeary a&ardnkiogekexercigeD17) . R
teacher evaluations ought to be a part of continuous teacher development {Darling
Hammond, 2014). However, school principals need to make decisions earlier rather than later
on the effectiveness of teachers, which impacts studbevament. This decision can be
made through identifying the challenges of teachers and recognising incompetent teachers
early in their career and to improve the classroom practice of existing teachers (Bruns, Costa,
& Cunha, 2018).

Heck (1992) observedhat principals in higfachieving elementary schools had more
regular classroom visits than those in iparforming ones. Classroom monitoring can be
used as a tool to gather information on instructional strategies to organise PD activities and it
further sgnals the standard of goal accomplishment and acceptable performance (Rosenholtz,
1985). Effective leaders utilise the feedback from classroom observations to focus on
providing needdased PD (Goldring, Porter, Murphy, Elliott, & Cravens, 2009). Direct
information about students and individual teaching, acquired through classroom observations,
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can assist the principal as a pedagogical leader to improve teacher competency (Arlestig &
Tornsen, 2014; Hattie, 2009; Hitt & Tucker, 2016). Hattie (2009) agbatt®bservation of
the actual classroom is one of the most effective methods to explore teacher knowledge and

behaviour.

4.1.7Using Data for Schoollmprovement

Effective principals use multiple forms of student data to inform improvement efforts
in the variougealms of a schodLeithwood & Montgomery, 1982Assessing student
results and using them for student evaluation is imperative to increase student achievement.
Use of classroom obsation data in combination with student grades can assist the principal
in providing specific feedback to teach@rgggett & Smith, 2019)To improve student
achievementprincipals are erburaged to use student data to inform their decisiaking
procesg{Sun, Johnson, & Przybylski, 201@&urther,it has beembserved that meetings
focusing on evaluating student data cauigrove student performan€8irchia, 2017)
However, Leithwood and Montgomef¥982)pointed out that the use of data was different
for effective andesseffectiveprincipak. While effective principals use this information to
examine student progress and review the status ep&irming students with teachers, a
less effectiveprincipal just collectsheinformation. Further, student assessment results and
teacher8information can be used to plan, develop and implement necessary PD pnagram

for teacher development which in turn would improve student academic achievement.

4.1.8Mentoring Teachers

Coaching and mentoring are important for both novice and veteran teachers.
However, formal and informal mentoring is important for beginning teachers trying to adjust
to a new teaching and learning environment (Carter & Francis, 2001). Novibereaspire
to have their principal frequently in their classroom and would prefer support on an informal
basis on teachingelated activities (Cherian & Daniel, 2008). Studies have found that schools
with effective mentoring and coaching programmes hase &ttrition of teachers (Guarino,
Santibanez, & Daley, 2006; Ingersoll & Smith, 2003). Hence, it is vital for the principal to be
effective in facilitating, monitoring and coaching novice teachers. Within the instructional
leadership tasks, mentoringas important one. However, the reality is, that it is not often
practiced in some of the schools in the Maldives for learning purposes. In some schools, there

is mentoring for beginning teachers. Nevertheless, without aestlblished mechanism,
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most ofthe time it may end up being a mere checking of whether the new teacher is capable
of performing in the system. With the implementation of the new curriculum and availability
of new tools for classroom observation, there has been a shift towards a ngerutitire in
Maldivian schools. With this shift, in some schools, mentoring is now more focused on
improvement of teachers rather than the evaluation of teachers.

It is possible to utilise mentoring and coaching as an effective tool in enriching
t e a c instructsoial practice for effective delivery of a lesson (Onchwari & Keengwe,
2008; H. Wong & Wong, 2008). Hence, mentoring and coaching of teachers often improve
student achievement through improved instructions (Adams, 2010; Ross, 1992). Ross (1992)
confirmed that student achievement is higher in classrooms of teachers who work together
with coaches. This study revealed that coaching can positively influence student
achievement. Teachers with positive attitudes towards teaching perceived coaching as an
opportunity to strengthen their teaching practices (Ross, 1992). The evaluation of a coaching
programme designed to provide schimslel support for teachers in Brazil on lesson
planning, classroom management, and engaging students showed statistiafiltasig
improvement in teacher instructions (Bruns et al., 2018). Furthermore, teachers need ongoing
support from their principals for successful completion of their tasks. Formal and informal
discussions with teachers and staff provide avenues foriti@pal to learn about their
|l eadership from different perspectives. Thes
help to increase student achievement.

4.1.9Implementing Curriculum

Another important principal task within the instruction organisatida lmanage and
implement curriculum effectively. Managing or improving curriculum has been found to be
one of the core componertf instructional leadershigsidentified in many instructional
leadership model@allinger & Heck, 1998; Mark& Printy, 2003; Robinson et al., 2008;

Supriadi & Yusof, 2015; Valentine & Prater, 201Eurther, Witziers et a{2003)propose

that in effective schos| principak should coordinateurriculum.For the coordination of the
curriculum, principals need to acquiredepth knowledge of the curriculum, ensure that all

the teachers are aware of the curriculum and the required teaching and learning assessments
are carried out accordinglyffEctive curriculum implementation is expected to increase

student achievemenA study d U.S. high school principal leadership behaviour found that
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promoting instruction and curriculum improvemergscorrelated to student achievement
(Valentine & Prater, 2011)

4.1.10Counselling Incompetent Teachers

Counselling out incompetent teachers is another essential instructional management
taskof a principal(Grissom & Loeb, 2011Recruiting competent teacheasdnurtuing the
instructional development of teaché&®qually important to identifigg those who are
incapable of inreasing student achievement. By employing effective teachers, a principal can
identify the right fit for the existing studentitt and Tuckef2016)argued that when
teachers fiato perform to the standardr they do not possess the potential to have a positive
impact on student achievement, the principal could exercise his or her power to release these
teachersAccording to Hitt and Tuckgi2016) aneffective principal should safeguard the
human recourse function either by hiring proficient teachers or developing and identifying
ineffective teacherandremoving thee if theydo not improve in time.

This sectiorhasreviewed literature with regard to tasks involved in principal
instructional management. Instructional management has been shbawone of the key
taskdimensiors of a principal. These tasks involve principal actions which may improve
teaching and learning activities through teacher development and monitoring student

progress

4.2.Internal Relations

The internal relations di mension comprise
develop effective interpersonal relationships with g@fissom & Loeb, 2011). Grissom and
Loebbs (2011) study showed that 72% of princ
developing relationships with students, and 70% rated themselves as very effective at
communicating with parents. Further, about 5d8d 50% of the principals felt they were
very effective in informally talking to teachers about students and interacting socially with
staff, respectively. The internal relations of a school in highly populated countries may differ
from those of principalin small island nations. Principals in Small Island Developing States
(SIDS) work in closelyknit communities where they face different opportunities and
challenges due to close relationships within the community, either through their family or
social crcle. Due to these relationships in SIDS, there exists a higher degree of a

6particularistic cultured and d6émanaged intin
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particularistic culture refers to the relationship of people in their uniqueness, ancethanag
intimacy is where due to close relations among the people in small communities, conflicts are
accommodated. Due to particularistic culture, principals in small island schools may not be
able to take impartial decisions. The following paragraphs ot#&uson review literature on

tasks included in the internal relations dimension and how these can affect student
achievement. The section, in particular, focuses on the following tasks: developing
relationships with students, communicating with parentsljrtewith student and parent
concerns, managing tension between staff and socially interacting with staff.

4.2.1Relationship with Students

A caring principal who can develop good relationshijth students and provide
them with academic assistance can enhance student motivation and academic achievement
(Louis et al., 2016)Principal®informal discussionwith teachersad studentsibout
academic goals and achievement can positively impact student achiebgmestivating
students to puadditional effort io their academic workGentilucci & Muto, 2007; Silva,
White, & Yoshida, 2011)Further, Silveet al.(2011) in an experimental studfound that
principaldiscussion of test scoresdhgoals for the next assessment with individual students
of a large suburban middle school resulted in significant gains inretatmgtest
achievement compared to students whothadediscussions after the test. In additian,
study conductedin Thri sh pri mary schools indicated that
consideration of students was a mutual activity in all the schools towards increased student
academic achievement Kél én- & ¥zdemir, 2015, p. 11)

4.2.2Homei School Relationship

Another means through which principals can impact student achievement is by
establishing homieschool relationships. Student learning is enriched when supported by both
the school and pamés (Leithwood & Riehl, 2003)To build relationships with families,
principals must establish trust aadheans of communication between the school and
parents. As a key figure in tisehool, the principal can communicate with pasémtreate
home environmestconduciveto the students | e aResearam ghows thahome
educational environment and parental involvement in chifegtucation at homeand in
schoo] increased theimcademic achieveme(ttattie, 2009; W. Mulford et al., 2004)

Despite differences in countrisulturalandhistorical contexd, the importance of parenis
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educational achievement and the impact on schools thlegrworkeffectively with parents

is globally acknowledge(Mandarakas, 2014Yhao and Akib&2009)found that a

principal 6s high expectations for parentso e
create collective effort between school and parents to sugipdient learning. Hence, it can

be advocated that princigalommunicating with parents is vital for studér#gsademic

Success.

4.2 .3Communication with Parents

Effective communication between teachers and parents is another important task
within the task dimension afternal relations. Principals can play an important part to
enhance communication between parents and teachers. Research has shown that teachers
often identify themselves as not being well prepare@faouragingarental engagement in
theirchildrerd educationMandarakas, 2014principals could support communication
betweerteachers and parents by, for example, taking teachers to meet the parents at the front
gate, if the teachers are reluctant to contact parents themselves, thus creating an atmosphere
for teachers to interact with parefBarr & Saltmarsh, 2014Another qualitative study
conducted in a wealthy district in the US revealed that when parents question the decision of
teachingrelated activities, students are mbkely to question the ability oketchers
(Landeros, 2011)Such behaviour of parents may influence the entire tone of the school.
Teachers believed that without strong principal leadership to comprehend parental demand,
educators can lose control, professionalism and regpantieros, 2011 Hence, the strong
leadership of a principal is an important factor in mediating the impact of parents creating
favourable conditions for parents beinvolvedi n t hei r chi.l drends educ:
The communication style of a principal is important to maintain a-lasting
relationship between parents and sch@&r & Saltmarsh, 2014)n a qualitative study
conducted in AustraliBarr and Saltmars{2014)observed that parents are more likely to
get involved with the school when the principal is perceived to be accepting and supportive.
The approach of a principal towards the parents of the school could infh@ngarents
feel about their authority tangage and contribute to school activities. The participants of the
study unanimously agreed on the essential role of the principal in successful parent and
school relations. Further, parents believed that the approach and communication style of a
principalplays a critical role in developing and sustaining relationships between the parents

and the school.
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Parent al i nvol vement is one avenue which
backgroundZhao & Akiba, 2009)Effective pareritprincipal ori teacher communication is
important to foster student learning. Communication and collaboration between parents and
schools can provide better awareness of the difficulties their children experience in
mathematics learnin@Mistretta, 2004)It is also vitafor parents to understand the
experience of students acomparative study on school expectations for parental
involvement ad studentmathematics achievement in the US and South Korea, Zhao and
Akiba (2009)r eported the i mportance of involving p
student s6 s oc hds souheytcould ddvelop iactugivg clasarooms and enrich
classroom experiences to support student academic achievé&mether, the study revealed
that when principals communicated the importance of home assistance to children with
minority and workingclass parents, it led the creaton of a support systemwhich helped to
improve student achievemeiitis indicates that communication between the school and
parents is especially important for students from these backgroiméisster a
comprehensive ahcooperative school atmosphgpancipals need to understatite social
background of the studen@hao & Akiba, 2009)

4.2.4Conflict Between Staff

An additional taskvithin theinternal relationglimensionis managing conflict
between staffin a schoqlas in other workplacesgnflicts are inevitabl€Uzun & Ayik,
2017) Someargue that aving conflict may not be unhealthy for arganisation if it is
managed effectivel{Bacal, 2004; Saiti, 2015pthers have argued that internal conflicts can
make work environments urddéhy and reduce productivity (Hoerr, 2004)conflicts persist
for a long time, the positive environmastaffectedand school achievemedeéteriorate. By
maintaining discipline and reconciling personal disputes of teachers, effective principals
makea difference in student achieveméiberts & Stone, 1988Dne of the major problems
faced by administrators in an organisatioavsrtingconflict rather than managing (iGenc,
2007, as cited in Uzun & Ayik, 2017 The nature ofhework of a teacher involves
interactions with other teachefSood teachers atgpically passionate about their job.
However, their desire to work diminishes if they face barriers in communicating their
perceptionto fellow teachergHoerr, 2004; Ingersoll, 1996According to Uzun and Ayik
(2017) teachershusbelieve that one of the most important competencies of a principal is to

have conflict management skills. Moreover, tensions and dispute in a school can hinder

62



st ud e n-bem@in timeHehce, conflict managemeskills of a principal are imperative

to manage a school and to create a healthy work environment.

4.2 5Social Interactions

Social interactiosof the principalareanother important aspect thfe internal
relationstask dimensionAn organisation is composed social beingandsocial interaction
is essential for the performance of the organisation. Adler and K20@2)defined internal
social capital with reference to bdtie structure ad content of relationshgbetween the
individuals inanorganisation. Principamatter in the school social capital, as the principal
stays at the apex of the school and the relationsbffihe principal with other members of
school matter for the webleing of individuals irtheschool. Social capital is perceived to be
an important predictor of organisational accomplishnfleeana & Van Buren, 1999;
Nahapiet & Ghoshal, 1998price(2015)argued that a school environment cannot be
maintained without social iatactions.

Staff interactions are an important aspect of school performance. Leana g2aD®)l
stated that exchanging information is vital to effective teaching. Social intersatiang
school staff camctas a medium to exchange information. Principal leadecstnpave ways
for teacher8interactions to lead to learnifigpm one another and improving instruction. In
addition, the principd@l mteractiors with staffarean imporaint aspect of school success. A
principals close interaction with staff members increaggsortunities to sharand fostethe
schoots vision and goal@ryk, 2010;Bryk & Schneider, 2003; Moolenaar, Daly, &
Sleegers, 2010)

4.3.0rganisational Management

Resear ch has s h organisatiomabmanageméenisoimpatdnstd
increase student achievem@toom et al., 2015; Di Librto et al., 2015)A comparative
study of organisational management praatickaly and other European countrigantened
that school principals in Italy are less autonomous than most of the other countries. Further,
this study revealed positive relation betwegnr i n cniapageriad @ractice and student
achievement in standasdd matlematicsessin Italy (Di Liberto et al., 2015)The authors
argued for btter management practices in schools to improve student achievement, stating

that dAif I talian school principals woul d

hav

school principals, student t éDsliberetalres woul d

63



2015, p. 723)Hence, thauthorsadvocatd the importance of training principals in

managerial capabilities to increase student achiever@egé@nisational managemt tasks

are an integral part of student academic success. Research shows that when principals are
invol ved in organisational manag(Bloomettal.,t as ks,
2015; Grissom & Loeb, 2011; Horng et al., 20H)rng et al(2010)identified that

principals spenidg more time on orgasational managemetgadsto amore robust increase

in student achi evement(2011fswdyaffineedthat iéneasig s om and
one standard deviation of principddsganisational management task effectiveness is

equivalent td years ofprincipal schookxperience in terms of student gain.

Grissom and Loebés (2011) study showed th
the oganisational management tasks and seven of eight items had a mean score of 3.5 or
higherfrom a scale of 114. Principals perceived themselves as very effective at developing a
safe school environment (68%), dealing with concerns from staff (65%), andintatiag
budget (64%). Further, 88of the principals rated themselves as very effective on all the
organisational management tasks except for networking with other principals (47%).

Thenextsection focuses on the following tasks of organisational management:
developinga safe school environmengacher recruitment and retentionanaging

resourcesand managing personahdschootrelated scheduse

4.3.1Developinga Safe LearningEnvironment

Oneaspect of the organisational management dimension is developing a safe
environment for student learning. Research shows that a safe learning environment is
essential to ensure academic suc¢Eben, 2007; Leithwood, 2012b; Luiselli, Putnam,
Handler, & Feinberg, 2005s a leader, the principal takes responsibflityfosteing a safe
and und environment for teachers and studenta/hich studentsstaff andother
stakeholdersre open to interact in a positive and 1tbreatening manng¢Bucher &

Manning, 2005)Schod safety is not limited to the physical safety of the stakeholders. In
addition to physical safetit, includes both intellectual and emotional saféBucher &
Manning, 2005; Kohn, 2004; Merrow, 2004)

Research shows that physical, intellectual and emotional safety in schools also affect
studentsd academic achi euvtedimeSwearer, BPspefagey i ew o f
Vaillancourt, and Hyme{2010)reporedthat bullying is linked to poor academic
achievementwhereby preventing bullying in schools improves student academi
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achievement. Ripski and Gregq®009)studied the impact of school safety on student
engagement and academic achievement and identified that studera$igtier level of
perceivel hostility were morédikely to have less engagement in school ancelowading
scores. There ianindirect effect of school disorder on student academic achievement,
mediated via student attendance f&tbken & Weikart, 2008)According to Cornell and
Mayer(2010)a safe and orderly school is a prerequisite for successful academic
programmes. If students fedior their safety, they are less likely to attend scl{@bien &
Weikart, 2008; Ripski & Gregory, 2009 herefore, it is important that the principsl

actively involved in providing safe learning environment for the students.

4.3.2Teacher Recruitment and Réention

Recruiting and retainingompetent teachers another aspect of organisational
managemenil e a c ltapabtitiésdirectly affect student learning and academic
achievemen(Fuller, Young, & Baker, 201Ieck, 2009Heck, Larsen, & Marcoulides,

1990; Leithwood, 2012a)n educational research, the impact of effective teachers on student
outcome and achievement is walesearche{©huey & Smith, 2014; Ferguson, 1991; Loeb,
Kalogrides, & Bteille, 2012)Research shows that teacher qualification has been linked to
student achievemefferguson, 1991; Fuller et al., 2010ne of the key measures that a
principal can take to improve school achievement is throegiuiing and retaining high

guality teacher¢Baker & Cooper, 2005; Bastian & Henry, 2015; Brewer, 1993; Goldring et
al., 2009; Jacob, 2010; Sebring & Bryk, 2000; Strauss, 2@¢@&xt from hiring quafied

teachers and firing ineffective teackeschool principa should ensure the retention of

effective teachers. A study in primary and secondary ssiothe Australian context

revealed that insufficient support from the principal was one possible reason for an effective
teacher to leave the schd®lice, 2014)Rice (2014)further emphasised the importance of
building a strong support network to retain effective teachers.

Principals work in a complex environment where they need to atidrath
instructonal and nofinstructional activities. Hence, they have to deal with and manage both
teachers and nenstructional staff who suppoattie schoob academic activitiedNon-
instructional staffireinvolved in tasks such as budgeting, maintenance of sdhottities,
and assigihg in acquiring resources needed to create an effective teaching and learning

environmentlt was found that principals spend difth of their day on organisation
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management activities, such as hiring and managing staff and mgubagigei{Horng et al.,
2010)

4.3.3Managing Resources

Another important principal task is managing resources. School leaders need to ensure
that teachers are provided witie necessary resoces to deliver effective lesso(Soldring
et al., 2009)Robinson2011)identified resourcing strategically ase of the key dimensign
of studenicentred leadership. Moreover, effective principals plan well to obtain resdarces
the schoo(Bryk, Sebring, Kerbow, Rollow, & Easton, 1998choolswith a principalwho is
highly ratedby teacherss a resource provider are often seen to have increased student
engagementlsq when teachers are provided with appropriate instructional resources and
the environment encourages effective student engagfehis is reflected in high student
academic achieveme(@uinn, 2002)

Effective leaders manage their resources efficiently for instructional purgoses.
principal can playherole ofinstructional resource amdsource provides an instructional
resourceaprincipal can set expectations for continuous improvement of the instructional
programme and can actively engage in teacher developA®eatresource providea
principal gathes resources such as materials, information or opportunitiegwiite school
and community to achieve school go&tudies showed that providing necessary resources is
vital in achieving student academic achieven{Rabinson et al., 2008; Waters, Marzano, &
McNulty, 2003) From 30 years of quantitative reseaMfaterset al.(2003)identified that
providing teachers with necessary materials Bifor the successful execution of their job
is one of the 21 leadership responsibilities which improve student achievement. Robinson et
al. (2008)described resourcing strategically as seguresources which are essential for
instructional purposes. Therefore, effective leaders need to pittreckesources required by

teachers for them to effectly deliver their lessamn

4.3.4Persoral and SchootRelated Schedule

Schools are complex orgaations within which principals need to atteldnultiple
tasks. There is a paucity of research on how effective principaisggersor andschoot
related schagles and howvthis affects student achievemekthile some studiesave

explored how principalsper their time on daily task&oldring, Huff, May, & Camburn,

2008) other studiebavefocusdon pri nci pal sé t i dadytasksdnd c at i on
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how it affects student achievemé@aziel, 1995; Grissom, Loeb, & Master, 20G3jssom

et al, 2012;May, Huff, & Goldring, 2012)However, none of these studies focused on the
aspects of effective manag e {related schedulespandi nci p al
their effects on student academic achievement. A study conducted in-BlagaiaiCounty by

Hornget al.(2010)revealed that principals spend abou¥a36f their day taking care of

administrative task such as supervising students, managing scheaddléulfilling

compliance requirements. This implies that principals spend a considerable amouint of the

time on tasks which consist of managing the school schedule. If there is no planning and
organising, Athere is no outcome for employe
aimlessly muddl e through (Sichiaj2017,tpi9éWherwi t hou't
principals effectively manage their personal and schelated schedule, it helps the school

to function smoothly, which in return may indirectly increase studelmevement. This gives

more time for principals to focus on other instructional activities wimiohedirectly relate to

student academic achievemente fudies discussed above investightew principals

manageheir personal and schootlated schedaland focusdon the amount of time

principals spend on particular tasks. However, these studies did not explore the effectiveness

of the principal in managing personal and schretdted schedules. Unlike these studies, the

current study includes a focos the effectiveness of princigah managing personal and

schoolrelated schedussand its effecbn student achievement.

4.4. Administration

One of the daily tasks of a princigaladministration. Principals spemagonsiderable
amount of time on administrative tasks such as student discipline and fulfilling compliance
requirements. Horng et §2010)found that on average principals spend mosh@r time
on administrative activities to operate the school smootlig.administrative dimension of
principal leadership contains tasks such as managing school sehetiident discipline,
fulfilling special education requiremenend attendaneeelated activities. Grissom and Loeb
(2011)stated that more than @6of the principals in their study rated themselves as most
effective in managing schosthedulesndmanaging student discipline in the administration
dimension. Further, fulfilling compliance requirements and implementing stasethtdsts
were also tasks at which principals rated themselsbghly effective (60% and 51%
respectively). The lowest me&ffectiveness score in this dimension was fulfilling special

education requirements, in which only4@f the principals rated themselves as very
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effective.This section particularly focuses on the following tasks of administration:
managing the schootkedule, managing student discipline, fulfilling special education

requirements, and managiagiendanceelated activities

4.4.1School Schedule

It is challenging for principals or other lead teachers to prepare teaching schedules
while allocating a balanced miber of subjects, or teaching blocks from different areas of the
curriculum, and ensuring the needs of the students and teachers are met. For example, the
individualised education programme for special need students or sports activities should not
interfere with the school schedule. Similarly, principals need to schedule time for teachers for
teachingrelated administrative work, breaks, and collaborative planning activities.

A well-managed school schedule is important for both a novice and a veteram.teache
Cherian and Daniel (2008) emphasised the importance of the role of a principal in a novice
teacherdéds inducti on eXx p e-planeed eventswineretelchessh oul d
learn to rehearse their skills. Further, principals should ensure tloat schedules are
created in such a way that opportunities are provided for newly joined teachers to familiarise
themselves with the school environment. In a qualitative case study, Hoppey and McLeskey
(2013) found that one of the qualities of a succegsfatipal was to have a flexible school
schedule which provides time for informal meetings with teachers and staff. A flexible
schedule may help teachers to discuss their concerns with the principal. Encouragement and
support from the principal were theam reasons beginning teachers did not leave the
profession (Brock & Grady, 2007). Hence, principals need to manage their school schedules
and allocate appropriate time for informal and formal meetings with teachers to provide

continuous support to teacker

4.4.2 Student Discipline

As a leader, the school principal strivegteate an environment conducive to
st udent sTocréae aucmenvuranments, problems associated with student discipline
need to be addressed and minimised. Luiselli é2805)asserdthat establishing effective
discipline practicess vital toimproveacademic achievement and to create a safe learning
environment. Moreover, principals need to formulate skcholicies and ensure that students
abide by rules and regulativas,ic | ear and consi stent school r

improve the general disciplinary climate of the school, and contribute to improve staff and
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st ude nt(Bryketrala 1988) p. 45Discipline issues are challenging and need to be
addressed at an early std@embo & Gulledge, 2009; Hawkins et al., 2000; Severson,
Walker, HopeDoolittle, Kratochwill, & Gresham, 2007 arly intervention is needed to
address discipline issu@rennan, 2015)When discipline issues are reduced, teachers can
spend more time on instruction and other teaching and learning opportuvitietscan

increase educationablvancement.

4.4.3Special Education Requirement

Fulfilling special education requirements is another aspect of principal administration.
A principal plays a prominent role in planning and supporting special education pnoggram
for studens with special need$heprincipal is a main contributor in creating schools that
support teachers to meet the needs of all the stufieédsian & Daniel, 2008; McLeskey &
Waldron, 2002)Research shows that create sustainable inclusive prograne,principals
provide numerous types of suppgfurney, Aiken, Hasazi, & Clark/Keefe, 2005; McLeskey
& Waldron, 2002) Also, by using information from schools and through reflective inquiry,
principalsareable to promotaninclusive culture in the school. The involaent of a
principal in both process and content of inclusiothesschool is the basis for achievement in
establishing schoekide changgSalisbury & McGregor, 2002Riehl(2009)identified three
broad task categoriefostering new meanings about diversity, promoting inclusive practices
within schools, and building connections between schools and commuHiteesesponse of
principakto these tasks established the level of their inclusive practices. The combined
efforts of the principal and school staff to enhance inclusive pragearoan increase the
achievement of all students including those with speciedisi@loppey & McLeskey, 2013)

Special education requirements are one of the educational concerns in the Maldives
that have been discussed at policy level. In 2013, the Maldives implenaenitedusive
education policy where the key principle is to provide equal opportunities for all children
within the formal education system. According to the policy, schools are required to identify
students with special needs, prepare a register, anaitshis register to the MoEAny
changes to the registareto be notified to thdoE within 30 days of the change. In
addition, the resources required to teach students with special needs need to be identified and
acquired prior to the beginning of eamtademic year. The schools are also required to
organise and conduct awareness prognasifor parents and theommunityregarding the

education of children with special neeti#og, 2013). Effective involvement of the principal
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in fulfilling special education requirements is necessary to provide an equal opportunity for
students wittspecial neesl The current study inquiries into how effective principaite

perceivedo bein fulfilling special education requiremsiiri their respective schal

4.4.4Student Attendance

Another important task included in the administration dimension of principal
leadership is monitoring student attendance. Attendigrecgital component in success at
each school levefrom kindergarten to high scho(Balfanz & Byrnes, 2006; Gottfried,
2010, 2014; Nichols, 2003 ottfried(2010)applied a quasexperimental design modi a
longitudinal data set and identified a constant positive significant relation between student
attendance and multiple measures of achievement for both elementary and middle school in a
Philadelphia School District. Further, the coefficient of attendancestatistically
significant in all the models and across multiple measures of achievement. Hence, Gottfried
(2010)suggestdthat attendance was a sturdy predictor of student achextefrurthermore,
research revealed that student attendance is crucial in improving student achievement
(Balfanz & Byrnes, 2006; Gottfried, 2011; Salzer & Heine, 20E6y instance, Balfanz and
Byrnes(2006)found that tudent attendance is important in redudingmathematics
achievement gap in urbdmngh-poverty middle school students in the WSiother study on
student achievement in the PISA 2012 proficiency test revealed that missing lessons on
mathematics and science leads to poor performance in these s(®jénts & Heine, 2016)
Furthermoremissing school islsodirectly associated with low achievemé@ttfried,
2011)

When students miss classes they ldabenefis of classroom interaction,
cooperative learning and other activities led by teachers, which contribute towards school
succesgMorrissey, Hutchison, & Winsler, 2014; Nichols, 2008)rther Jow-attendance
rates hinder academic achievementlag current level andor future learning. Students with
attendance issues dileely to have several years of chronic absence wpatbntiallyhinder
academic achieveme(itondon, Sanchez, & Castrechini, 2016herefore, student
attendance is one variable thaslaasignificant impact on student achievement. Attendance is
not only the basis of student academic achievement but it is also a direct inesbr &
Karabeyoglu, 2016)Attending classs regularly significantly contributes to higher academic
achievemen(Ozkanal & Arikan, 2011)Whenthe principal is effective in improving student

attendance, it is likely to improve studeachievemenGrissom and Loeb (2011) found that
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pri nci msséssedtask effectivenémsadministrative tasks was positively correlated
with student learningPrincipal effectiveness in managing student attendance can motivate
students to attenclasses on regular basis, hence students get more instructional time which
may improve their learning.

In 2016 the MoE of theMaldives introduced an attendance policy in schools which
mandates parents to send children to school on time and to iof@amg absenteeism with
reason. Further, if the absence is for more thdays and ifealthrelated, it is compulsory
to provide the school with a medical certificate issued to the student by a registered medical
practitioner.In addition, schoa@need to make a student file for individual studeamd any
incident that maynterferewith the attendance of the studshbuld be noted in this fil&he
policy mandates the principal to conduct awareness progeamwithin the first3 weeks of
the acdemic year for parents and staff members to make them aware of any changes to the
policy. Further,thet udent 6 s attendance is tleadbe discus
teaches t o i dentify areas where studensessob atten
absenteeismegularlyto the School AdministrationsSection ofthe MoE. According to the
policy,i t i s the school 6s r eterp absenteeism &and to gssidtio i d e n
finding solutions. If absenteeism issues are deprithegights ofthe studentthe School
Administration Section and Education Supervision and Quality Improvement Division of the
MoE need to be informed immediatelyloE, 2016c)

4.5.External Relations

The dimension of external relations encompasses tasks such asgneitki those
outside of the school such as thel/service providers arttielocal community. It is
important for schools to have good relations with external partners such as the local
community and government agenciesttesschool is a part of the community. Grissom and
Loebés (2011) st udyheexthroaleltibnstdimensionthaa alkver under
mean effectiveness score than the otli@rensionsn the survey. Only 3 of the principals
rated themselves as very effective at either communicating with the district to obtain
resources or working with the local communithirty-three percent of the principals rated
themselves as very effective at @ilig district communications and %Bof the principals at
fundraising.

A principal should build relationships with pareatslcommunity, and mediate

informationregarding c hool t o exter nal agencies fias the
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par t i c(Hausnam 8&Gollring, 2001, p. 4P rincipals guide different service

providers in the commuty to initiate opportunities to assist students with various needs
(Butty, LaPoint, Thomas, & Thompson, 200BYy linking both ir andout-of-school
communities, principals havbkedistinctive challenge of developirgsense of the school as

a place for al(Hausman & Goldring, 2001Effective principals work with different
representatives from the communitydgrersuadéhemto collaborate positivelwith the
aspiration to promote shared meaniaggacquie resourcesind supporfLeithwood &

Riehl, 2003) Furthermore, it is essential toveasturdy links with the external community for
the academic success of every studeneése connections include everyone in the community
that enhanceacademic and social learnif@oldringet al., 2009)

Effective leaders involve parents athé community in school activities to increase
student achi evemen t(20115tudy puggested tha scliboindipals,b o n 6 s
as collaborative leadersave adirectmedium effect uposommunity engagementience,
principalscould have a positive impact on development of meaningful community
engagement. Effective leaders establish links with the external community to promote
broader involvement from key stakeholders who can contribute to student |g&aling
2011; Sheppard & Dibbon, 2011; L. H. Wang, Gurr, & Drysdale, 2@ther, effective
leaders reagnisethe external community as an available resoHi¢t & Tucker, 2016) A
high level of community involvement is one of the key characteristics of ag@gbrming
school(Henderson & Mapp, 2002; Sebring et al., 20@6) effective school leader will
create a school environment that supports parent and coityrmyolvement. Hence,
principal task effectiveness in the external relation task dimension is imperative to student
achievement.

Apart from the task effectiveness of the principal in different leadership dimensions
described above, tllemographichaacteristics of a school principadight alsoplay a role
in improving student achievement. The next section will discuss literature on principal

characteristics anttheimportance of school context in shaping principal effectiveness.

4.6.Principal Characteristics

The theoretical framework of this study incorporaigacipak demographic
variables which includéheiracademic qualification, experience and tenure in school which
may contribute to principal task effectiveness. Research showed that managemuadegsp

and actions of principals were shaped by-sonool factors, including personal
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characteristics such gendertraining and experiend®astian & Henry, 2015; Bossert et al.,
1982)

School context andersonakharacteristics of the principal impagctr i nci pal s 0
leadership behaviour. The renowned tool PIMRS, developed by Hallinger and Murphy
(1985) to assasnstructional leaderspibehaviour of principal is oftenused to study how
school context and different personal characteristics of principals influence their instructional
leadership. Principal leadership is also influenced by personal characteristics such as gender
(Hallinger, Bickman, & Davis, 1996from the use @ decades of PIMRS, Hallingé2011)
observed that female principail®re constantly rated higher on the PIMRS. A raatalysis
on gender and leadership styles among school principals revealed that female principals tend
to be more democratic and task oriented than their male counsdepegty, Karau, &
Johnson, 1992However, some studiésmveshown no significant effect of gender on
leadership effectiveneg¢&ieselmann, 2009; Ibukun, Oyewole, & Abe, 2011)

A principal with a higheacademiaualification isusuallyexpected to be more
competent and more experiedcklencejt can be assumed tham exgrienced principal
with a higher educational qualification is likely to increase student achievement through their
effectiveness. 2@A)s s adm ahdwek dexbdienteispr i nci pal
positively linked withs t u d tegt scae®A similar studyfound that schools whose
princi pal sdegreelbvdl qualdicatiorsfr@rspublic institutions had larger
average achievement gains than private schools whose prin@pdlshma st er 6 s or do
degreegBastian & Henry, 2015Howeveri n Ba st i a npringipadprepheation y 6 s
programmesvaried avour i ng publ i degrésowrprivatainstitutoom mast er ¢
ma s t er &.dor chgaymae,anere than 600 principal8ia st i an a20W5)stddynr y 6 s
had compl eted their mas twkereass tindesfgweehad private pub | i
i nstituti on (Bastiant&kélenfy,s2018)e anotleessidyalentine and Prater
(2011)examined the relation between high school prinsigibnagerial, instrtional and
transformational leadership and student achievenretite US. stateof Missouri The study
found that student achievement is consistently higher in schools where principals are
perceived to be more competent leaders andptivatipalHperceived effectiveness incredse
when they heldhighereducational qualificatiag Further, principal8educational levelvas
significantly correlated with leadership fact¢nsanagerial, instructional, and
transformationalpndwasassociateavith student achievement. However, no significant
correlation was found between gender, total years of experience, and years of experience in
the current school and leadership fastareasuring managerial, instructional and
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transformational leadersh(alentine & Prater, 2011)n contrast taGrissom and Loeb
(2011)andValentine and Pratér&011)findings, some studidsavecontene@dthatneither

years of experience nor principalsdé | evel

achievemen(Clark, Martorell, & Rockoff, 2009; Gieselmann, 2009; Nasser, 2008
reason for these findings could be ttiese qualificabnsmay not be directly related to their
work.

Leadership effectiveness may vary with principal knowledge, expertise, capability
andtheir problemsolving skills The decisions school leaders make may depend on the
context,theiracademiaapabilitiesand experience. A study conducted in Nigerian primary
schools revealed a significant difference in leadership effectiveness for both years of
experience and prinapl s {lbuaug et al., 2011)On the contrary, Gieselma2009)
argued that the age of a principal has no effect on their performance or their leadership

responsibilities. Nevertheless, it can be argued that experience and training are accumulated

with principalage.These accumulated experiences and learning cafeemabincipal to

perform better and increase their effectiveness. Literature shows that experienced principals

tend to rate their effectiveness highly tie New Zealand contexit was found that

of

principal sd age andcuprenacb® oof w&wwapepredcetimet

effectivenesgSinnema, Robinson, Ludlow, & Pope, 201Aquiring more experience
makesgt easier for the principal to lead and man#geschool. Pincipals participating in
successfubchootlleadership case studies from Singapore believed thawilte range of
experience assistithem to shape their way of leading schdblsH. Wanget al., 2016)In
another qualitative evaluation on the role of culture in leadership effectivéneas
reported that Al eader s hi(Qengk&&ibsan, 20@8fp. 184) o u t
implying that principals can perform better through experiefilce.awrrent study examines
whether a princip@ age, educational qualification, tenure in schaat experience can

make a difference in principal task effectiess.

4.7.The Importance of Contextual Experience

Schools differ greatly with locatioguality of education providk and capacityit is
important forschoolleaders to take into accouhe situated contexdf the schoqglrather than
havinga onesizefits-all approachSchool leadership is shapley contextual features such
as social, culturapolitical, and geographical factor§he school setting alsomulti-layered

andreflects thdocal realities, national policies and practices and universanamtgClarke
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& 006 Do n o g hanekisalso2edsltive)to leadership practice. With regarduoh
contextial features of schotg#adershipLeithwoodet al.(1999)statedthatfloutstanding
leadership is exquisitely sensitive to the context in which it is exerrisef prhese3 )
contextuakensitivitesto the milieualsoi nc | ude | e todeadtls @omplgxityioft ud e
the context relating to people, challenges and isseasol culture and community. Hence, it
is imperativefor leaders to havsuchsensitivity and familiarity wittsuch contextual features
of theschool they workn ( CI ar ke & OO0 Donoghue, 2017)

There isalsoa need for the research to consitherschool contexin greaterdepth to
support contextualisation of school leadership policy and pra@ticepp & Lupton, 2006)
A school context involvemany complex layers that involve both internal and external
stakeholders. Braun al. (2011)identified four sets of interrelated contexts in relation to
school leadership: thsituated contexts the fiprofessional contexisthe fimaterial contetsd
and thefiexternalcontext® (p. 588).The situated context includes aspects that are historically
and locallyconnectedo theschool such athe enrolled student populatiandthe school
setting. Professional contexts entail factors sudh asa ¢ vakies,se@dcher commitment and
experiencesand policy management in schodlfie material context comprises physical
resources such as staffing budget, availability of technology and infrastructure. The external
context includethe extent and quality ddcal supportand pressure and expectations from
the local board and national polici@raun et al., 2011)hese four contegtdefined by
Braun et al(2011)areinterrelated andreevident in every school.he leadership practice
needed iraschool deperglon how andwhere the school is situatedriespect tahese
contexs. Thus, he instructional leadership and management practice in one context may not
be efective in another context. When engagimgchooleducationaimprovemenwork, it
has been advisable for stakeholders to dparonsiderable amount of time to leadnout
thesespecificcontexs and align the leadershipork accordingly( Cl1 ar ke & O6 Donogl
2017) However, there is dearth of research that considers such dehelsituated contexts.

Having a sound understanding of the school setting is one of the factors influencing
theeffectiveness of the principal. For example, according to Osborn, &hohtlauclti2002)
contemporary educational leadership research is valid but not comyiletet including the
context, aseadership is socially constructed and entrenched in the context and it is
inseparable from context.has been argued thide leadership practices of principals stem
from the sociocultural backgrourmd themand the school system within a couni@platka,
2004) Further,cultural context is strongly associdte wi t h pr i nci p,ahnds 6 at t i
norms(Hallinger & Leithwood, 1996)However most of the educational leadership literature
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has been related Westerneducation systems andetlbrganisational structures within these
systemgHallinger & Leithwood, 1998; Oplatka, 200Further, there is lack of empirical
reseach on leadership of educational organisation that emplsdasessignificance of the
context( Cl ar ke & OO0 DWdoredtiat? deeades agasitnifal) concera wereput
forward byHeck (1996)regarding the paucity of research highlightihgsignificance of
context in educational researdteck statedhatfithere is stillmuch to be learned about how
leadership is expissed across the wider sphere of nation#ilral boundaries(p. 2).

The contextual experience of a principal plagsmportant role in leading and
managinga schoolas such experience plays an important role in their school management
However, when a new principal is assigned to a school the contextual realities cannot be
overcome by the accumulated experiencé different context§Gray & Lewis, 2013)The
experience collected from the same school is critical in helping to manage and lead the
schoo] and for a principal tbave arimpact on student achievement. For, instance, Bastian
and Henry(2015)found thatexperience gained while serving as an assistant prinpipai
to assuming the role of a principahn have a significance association with student
achievemengairs. This indicats theimportance otontextial experiencen school settings
for effective leadership. Being an assistant principal can feweay to understandg the
school context and other factavhich impact the decisions of schools. This may help the

principal to run the school more effectively

4.8. Summary

The literature on the relatistetweerprincipal leadershipndstudent academic
achievement reveals thatincipal leadership is one of the key factors that impact on student
academic achievement. The indirect impact of a principal is more evident in studies where
principals affect student achievement through teacher development and @mgating
environmentonduciveto learning for students. Instructional leaderdigs beemxplored in
more detail as it is ongf the most frequently used modet educational leadership to
examine principal leadership behaviour which increases student academic achievement.
Unlike the earliernarrow definitions of instructional leadership which advocate changes in
student achievement through a close focus on the priramplan theteaching and learning
processes, recent literature defines instructional leadership in a topeasieective which
incorporates the r i n cmapagemsrifasks Most of the school leadership research

focuses on the frequency of some of the principal fdmksnoton t he princi pal 6s
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effectivenessn these tasks. Principal task effectiveness aneliggion to student academic
achievement is a vital area of educational leadership research which has yet to be fully
explored. Research shows that task effectiveness of a principal is linked to increasing student
achievemen(Grissom & Loeb, 2011; Zheng et al., 201There is dearth of research on this
emerging aspect of educational leadership with teMystudies conducteia this field and

only in the context of theUS and China. However, other contexts are yet to be explored.
Hence, with no studies conducted in the Maldivian context, the current study intends to
explore the subject gfrincipaltask effectiveness in the Maldivian context.

4.9.This Research

The actions of a principal significantly but mostly indirectly impact student
achievemen(Hallinger & Heck, 1998)However, there is paucity of literatutescribing
what specific tasks principatio to improve student achievemearence, this research will
explore the following research questions and examine principal task effectiveness in the
Maldivian context.
Below are the specific research questioms study aims to answer:
1. How does principal perceived effectiveness vary across leadership tasks?
2. What is the perceived relation between principals and school characteristics and their
task effectiveness through sediting and rating by deputy prineils and lead
teacherd
3. How do principas perceptions of their task effectiveness correlate with that of their
deputy and lead teachers?
4. To what extent isa principab erception of their task effectiveness predictive of
student achievement?
5. Towhatex ent are deputy principalsdéd and | ead

effectiveness predictive of student achievement?

The following chapter describes theethodology and procedures that were employed

in conducting this studgind seeking answers to the research questions
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Chapter 5. METHODOLOGY

This chapter describes the methodology adopted in this study, detailing the overall
design, the instrument that was used, and the participants of the study. Finally, it outlines the
data collectiorand analysis processes. The purpose of this research was to explore the
perceived task effectiveness of principals, the perceptions of deputy principals and lead
teachers on their principalds task eflfective
task effectiveness and student achievementathematicend ESL, in Maldivian schools.
Additionally, this study aimed to identify specific sets of principal skills that are linked to

student achievement

5.1.Research Methodology

Given the aims described@le a positivist paradignwas deemed appropriditar
this researchhecause firstin this study principal task effectiveness was assumed to be
guantifiable and secondhe study aimed to establish a relation between task effectiveness
and student achiement. Further, a quantitative research design can allow for greater
generalisation of study finding$hisresearch had surveyed the majority of schoothe
Maldives, and 10% of those who met the sampling criterespondedo the survey
Quantitative research collects numeric data fedarge populationutilising instruments
which are predetermined and with questions that are precise and focus on measurable and
observable stcomeqCreswell, 2012)In the current study, 177 principals completed
survey about their task effectivengasd the same survey was completed by 369 members of
the SMTO deputy princiglsandor lead teachers. In these surygyincipal task
effectiveness was assessed usibgpaintrating scale. Furthermore, achievement data from

all participating schools was collected from thef/

5.2.Research Design

This study uses a quantitative éatory design witla survey as the main data
collection tool, combining principal 8elfassessments of their task effectiveness with an
assessment by deputy principals and lead teacheesatings by deputy principals and lead
teachers served the poge of triangulation. Thiwas done in order to validate principab
selfratings of their task effectivenesit.must be noted that mst of the principa éelf
assessed tasks can be triangulated using deputy prin@pdllead teachedsesponses. Yet,
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for some of the principal tasks, the principal may be able to absssselvedbetter than the
deputy or lead teachers. For example, the principal magtberable to judge their
effectiveness than the SMT on tasks such as managing pessdsahootrelated schedule
or working with external stakeholdggs these tasks may not have been observed very
closely by the SMT. Triangulation of effectivenessha principal by selfand other ratings
have mixed resultg.o illustrate, h a metaanalysis of studies of the reliability of the PIMRS
survey tool, Hallingef2011)found that resarchers consistently reported significant
di fferences between teachersdé and principals
| eader s hi p.-reported scorespeadedtd be substahtially higher than scores
obtained from teachers. Similariyyn Gr i s s o ROAL)sd uldoyeb @s si st ant ¢
ratings of principalsd effectiveness were | o
ratings however the patterns acrose items were quite similar. In contrast, in the New
Zealand contexit was found that principafsverage selfatings of effectivenessvere
closely matched with teachératings, and teachers rated their principals lEgthan the
principals rated tamselves. On averagaoth groupératings were between satisfactorily and
highly effective. Nevertheless, teacher rasimgremor e vari ed than the pr
ratings (Sinnema et al2015) Due tothe discrepancies in ratinigjis essential to triangulate
aprincipab gtings with other members in school. In the current st T éangswere
collected, because they closely worked wiitdprincipal.
To examine the relation betwe#me perceived task effectiveness of principals and
student achievemerd,large amount of data needs to be collected from multiple sources at a
specific time pint about the perceived principal task effectiveness. Given the nature of this
study, a quantitative exploratory methodology, particularly a esesgonal surveywas
considered to banappropriate design. Crasgctional surveys gather informatioroae
point in time from a sample obtained from a target populdiosmenkel & Wallen, 2009)
Crosssectional surveys can be used to coléderge amount of data from a population in a
short time period. In addition, by collecting data at a particular time p@icrtosssectional
study can analyse existing practi¢€seswell, 2012)

5.3.Survey Design

Creswell(2012)highlightedthat a crossectional survey design is the most prevalent
form of survey design utilised in educational research. Similar to most educational research,

this study employed a swey design. This is due tbheappropriateness dfie survey design
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for this research, as this study collected information from a large population at one point in
time, using closed questions.

Surveys are deemed reliable and/or valid if designedised appropriately. For
example, Camburn, Huff, Goldringnd May(2010)showed that principal surveys were
valid in measuring leadership practice. In their study, they compared thieotaia daily log
instrument and an annual principal survey to assess the validity of the survey in measuring
principal leadership practice. They founchaderate correlation 0% on all measurements,
and hence argdehat this indicates a significant eence of validity in employing self
reported surveysn principak practices. Furthermore, n@xperimental research designs
such as surveys have been used to measur e
(Hallinger & Heck, 1996)Similar to Hallinger and Heck (1996), Camburn e{2010)
observed that principal practice is mostly measured usingegelft survgs. These studies
attest the appropriateness of survey measures in leadership practices. However, there are
certain drawbacks associated with the use of surveys in general and particularly with self
report surveys. These limitations and how they were nigithis discussed in the concluding
chapter Chapter 8section.8.3).

5.4.Survey Instrument

The survey used in this research is an adapted version of the survey developed by
Grissom and Loef2011) This survey was adapted because the current study aims to explore
principal task effectiveness and student achievement in the Maldivian c@rtissbm and
Loeb (2011) developed an initial principal task list by categorising principal duties a
adding more specific tasks that emerged from a consultation with principals in various states
in theUS. These items were further refined through shadowing principals in various states in
theUS. The final survey had 40 items and measured five dimesisibprincipal work.

These dimensions were labelled as instruction management, internal relations, organisation
management, administration and external relatibhese dimensions will bediscusedlater
in this thesis.

In the current study, theurvey has two sections. The first section consists of
demographic information of the participantecluding: gender, age, experience and
educational qualification. The second section has a list of task items. Principals rated their
own effectiveness on&point Likert scale with the following descriptors: 1 = ineffective, 2

= minimally effective, 3 = satisfactorily effective, 4 = highly effective and 5 = outstandingly
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effective. The stem of the principal survey Wsw effective are you in completinthe

same survey was completed by deputy principals and the lead teachers. The question stem
was changed for the informaritsHow effective is your principal in completingo

triangulate principal selfatings of their tasks, it is important to consider sols with a

deputy principal or a lead teacher who is nexXine in management. Onlgfew schools

have deputy principals, hence both lead teachers and deputy principals were invited to
complete the survey. Texamineprincipal task effectiveness frometiperspective ahe

SMT, theaverage othe SMTO mtings oftask effectiveness eveused. Thus, task

effectiveness was measured by principal-sstihg and compared with deputy principal and

lead teacher ratings of their respective prindipaisk effetiveness.

5.5. Reliability

In this study, internal reliability of the survey items was measured by calculating
Cronbaclé alpha. The alpha coefficient measures how consistently participants respond to a
set of items. Reliability is an important aspect in diiative research. Reliabilitgresents a
survey instrumeid accuracyo f measur ement and i s fian i ndica
t wo measur es dBlack 1999, ps9 hhat istiftthie imsgrdment is reliable in
measuring something, it should give similar results when administered severaitiwits
different population samplem this study, reliability means the degteevhich items
obtained the same kind afformation from all the participants at different instances.

Reliability is concerned with the effect of error on consistent measurement. Ary2€1141)
discussed three sources of random error which can affect the reliability of the instrument.
These are: errors which may come from the research participant, administrative problems of
the instrument, and conciseness of the instrument. Further, subjeatiglitynprecise scoring
instructiors can decrease the reliability thfeinstrument. In this study, to avoid any

ambiguity in the survey, clear instructions and task descriptors were provided.

It was important to rua series of reliability checks becausassom and Loel2011)

did not report on those in their study ahd current study isonducted in a different cultural
context. However, adagionof Grissom and Logb £011)survey by Zheng et &2017)
found that inthe Chinese contexteadapted survewas highly reliable. Wheasurvey
instrument is utilised iradifferent cultural context, it is important to calculéte reliability

of the tool(Litwin, 2013). Internalreliability can vary betweefl and1, and a general

acceped value of Cronbacéhalpha is .6 to ..,Awhereawalues of.8 or greaterepresenvery
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good leves of reliability (Ursachi, Horodnic, & Zait, 2015 he current study had high
internal eliability for both surveys. Thmternal reliabilityof both the principal an8MT
survey was .97 and .98 respectively, showing a high reliability. Additionally, the factors also
had a high reliability coefficient. The principal survey distinguishedfae#ors: School

Management (U
Teacher Quality neDewvel 89 meanhdaRdogGrvamuati on
n

. 91) , l nstructional Manageme

SMT survey identified three factors: School

. 96) , and External Rel ati ons

Management (U
Therearedifferent ways to adapt and increase reliability of the survethis study,

the adaptation ahesurvey instrument involved three stages: contextualisation, consultation

and cognitive interviewslhese are outlined below along with the ways this research aimed

to increase reliability.

5.5.1Item Contextualisation

In the first stage, the tasks used in Grissom and (@@bl)were contextualised by
examining the survey items in relation to job descriptions of principals in the Maldives. In the
Maldives principals are given 22 specific tasks in theirg@scriptionsas opposed to 40
tasks in the original studyvioE, 2017a) As a resulbf the comparisonrrelevant items were
disregarded (see Taliel). Fourtask items were deleted fratime instruction management,
administratiorand external relationtsisk dimensionsThese items were removed because
they did not seem relevaimtthe Maldivian context. For example, there arafterschool or
summer programes in Maldivian schools, thus the itemregard to these was removed.
Similarly, in the Maldiveschools communicatdirectly with the MoE whenthe need arises.

Also, intheMal di ves all the public schools in Male
designated time period for lunch. Studentsegg)-minute break, duringvhich primary

students stay inside the classroevhereasecondary students are allowed to go to the

canteen to buy food. Therefotbe task item in regard 8upervising students during lunch

hourwas deemedrrelevantin the contextof the Maldives The task itemin regard to

implementing standard testasalsodeemedot appropriate to the context as all the schools

have one common examination at the end of secondary school, which is the IGCSE.
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Table5.1

DeletedTaskltems

Task dimension Deleted sk items

Instruction managemer Directing supplementargfterschool or summer prograne

Administration Implementing standardid¢ests

Supervising students (@, lunch duty)

External relations Utilising district office communication to enhance goals

Once irrelevant items were removed, some of the task items were revised tihenake
surveyeasier to understaneixceptin the administratiomnd organisation management
dimension. Most revisions were maddtieexternal relations dimension. The original
Grissom and Loef2011)tasks list had only four tasks in the extenmdtionsdimension. In
the current study all these items were either removed, modified or newvargesdded.
Removing irrelevant tasks and revising taskttthe context is important to establish data
reliability, increasing the validity of this study. Tal® illustrates theoriginal task items,

revised task items artdh e s broad @sk dimensions.
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Tableb.2

Initial and RevisedTaskltems

di Task_ Original task item Revised task items
imension
c Using data to inform instruction Using d_ata to assess school
S GE_) effectiveness
§ g Utilising school meetings to enhanc' Split into two items: Setting school
= % school goals goals Leading meetings
[
- E PlanningPD for prospective Developingleadership capabilities i
principals others
Split into two items: Dealing with
Counselling students or parents students concernBealing with
% parentéconcerns
O Counselling staff about conflict with : .
= Managing tension between staff
% other staff
(_’; Informally talking to teachers about Discussingst udent s & |
c students regularly with teachers
Q
£ Managing nornstructional staff Managing norteaching staff
Inter_acyng/ networking with other Networking with other principals
principals
= Communicating with the district t
9 ommunicating wi € districtto Working with MoE to get resources
= obtain resources
© .
G Working with local community Obtaining support from the local
T community
(&)
o Raising funds Raisingfunds for school

5.5.2Consultation with School Principals and SMT

Second, prior to determining the final task litp principalsand two SMTmembers

from different schools in the Maldives were consulted to increase internal validity of this

study.These prigipals and SMTs did ngarticipate in the later studyhe consultation

process is important to increase data reliability and hence validity of theisteigyretation

In the consultation procesheoriginal survey waseri to these selected principals and SMT

members. They were requested to check the relevance of the task items in the context of

Maldivian schools and to suggest any new task item thattioeghtwould be important

and relevant. The consultations led to d@ldelition of five items (see Tab%e3). One item was

added to the instruction management dimension, one to the internal relations dimension, and

three new tasks were added to the external relations dime@sinsequently, the final task
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list was refinedhirough cognitive interviewsith two principals, two deputy principals and

two lead teacherd.he cognitive interview process is discussed in the following section.

Table5.3

NewTaskltems

Task dimension Task items

Instruction managemer Beginning teachers receive formal mentoring

Internal relations Teachers communicate well with parents

Work experience placemesfor vocational educational
programmeare facilitated € g., Dhasvaaru)
External relations Maintaining good relationships with government agencit
Maintaining good relationships with ngovernmental
organisatios

5.5.3Cogpnitive Interview Process

Cognitive interviewing is an wdepth method of assessing tradidity of a survey,
which involves four stages: comprehension, retrieval,gommt and respong€ollins,
2003) A think-aloud process is used by the interviewer in all four stages of this process
towards establishing a participantdos under st
method of pretesting a survey allows afdepth analysis of individual itemiDesimone &
Le Floch, 2004)Cognitive interviews can impart important evidence about the cognitive
operation of item interpretation and respo(feterson, Peterson, & Powell, 201Hgnce,
after successfudognitive interviewsa researcher may select or adapt items in their survey.
Desimone and Le Flogt2004)argued that more attention is needed to improve survey
research using cognitive interviews. Nevertheless, most educational rdsesrebsed
including the step otognitive interviewsn developing survey items. This study utiligee
cognitive interviewmethod to validate survey iteragdto increase the internal validity of
the survey items. An important attribute of internal validity is that a participant needs to have
a similar understanding of the survey items or the condtrubtt of the researcher.
Cognitive interviews safeguard most threats to validity such as measuring complex
phenomena, answerimg socially desirable wasor providing misleading responses
(Desimone & Le Floch, 2004)

In the pilot process of the survey items, two series of cognitive interviews were

conducted. In the first interview, the researcher identified the misinterpreted items and these
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items were further revised. For tbegnitive interviewssix participants were selected/o
principals, two deputy principals and two lead teachers. To increase diversity of the
responses, the researcher ensured that these six participants were distributdueevealy

at ol | s c hoohbok Tlerefdre, Barincepd, depuaty principal and lead teacher
fromaMal ed school and an atoll schosoHachwer e sel
participant had a or®-one interview with the researcher, which on average lasted 45
minutes. In theénterview process, items were reaut and respondents were encouraged to
engage in a running commentary of everything that they could thwvkioh that particular

item was measuring. Participants were encouraged to note if an item was ambiguous or
difficult to understand in the Maldivian context. In addition, at the end afttipeitive

interviews, participants were asked to freely recommend any additional items which might be
relevant in the Maldivian context and which they believed wetencludedm the survey.

The misinterpreted items alongside the revised items are shovatle5.4.

Table5.4

Misinterpreted andReviseditems

Initial item Revision (after cognitive interview)
Developing coherent educational Developing consistent educational
programmes across the school progranmes across the school
Releasing / counselling out teachers Dealing with incompetent teachers
Maintaining campus facilities Maintaining schoofacilities

Following thecognitive intervievs, only instruction management items were revised.
None of the items in other dimensions were changed. These misinterpreted items were
revised and in a second series of interviews, all the participants hacilarsinderstanding
of the items and the constructs the research intended to measure. The revised surveys are
attached in Appendix A (principal survey) and Appendix B (deputy principal and lead teacher

survey).

5.5.4Measuring-Scale Adaptation

The measuring scalused in the study aninterval scale. Foabetter understanding
of the scale, brief descriptors were added to the deedeise ratings camnly be achieved
with well-defined categorie@Ary et al., 2010) The measuring scale of the original survey
was modified to offer more response options. That is, in the current study, the scale was

changed from d-point to a5-point scale. Irthe original survey, thé-point Likert scale

86



descriptors were: 1 = ineffective, 2 = little effective, 3 = effective, 4 = very effective. In the
current study, th&-point Likert scale descriptors were: 1 = ineffective, 2 = minimally
effective, 3 = satisfctorily effective, 4 = highly effective, 5 = outstandingly effective.

In the original scalewith even descriptors, participants were forced to choose a
negative or positive ratingn the current studyhe scale was changed to@id number of
responsgwith five descriptors to avoid forcing participants towards a negatigepositive
responseThe reasoning behind this decision was tltipipants may not perceive their
principal task effectiveness as specifically negative or positive but assettigf effective.

It was also assumed thatith the addition of this optigrihere would béewermissing
values, as participasitvho werenot onanextreme end of perception would have a choice.
Research shows that when participants tend to havetapagtitude towards ratirsgself
report rating scales with even descriptors often produce insufficient inforniBtiown,
2004) Overall, d the three processof survey adaptation dmeasuringscale adaptation
aimed tofurther increase the reliability of survey datadto increasehevalidity of the

study.

5.6. Validity

Although this tool has been shown to be valid by Grissom and (28414.)in the
initial context in the MDCPSin the US, the current study took place in the Maldives, a
different cultural context. Hence, the validity of the instrument needed to be determined,
because validity is critical when developing survey instruments and determines the credibility
of the stug. Validity refers tofithe extent to which empirical measures adequately reflect the
real meaning of the concept under considerat{8abbie, 2014, p. 155imilarly, validity
canbe defined as the relevance of the inferences researchergfmadwekel & Wallen,
2009)and the degree to which the research instrument determines what it asserts to measure
(Ary et al., 2010) The validity of quantitative research can be enhatto@digh precise
sampling, using suitable instruments and proper statistical treatments (T dla¢m,
Manion, & Morrison, 2007)This study has taken into consideration all of these three aspects
to i mprove the studyodés validity. Two differe
internal and external validity.
Il nternal validity is defined as fAthe exte
be interpreted accufWetsmd, 3000apna)nthe presbntstyd nf i denc

internal validity of the research was maintained by reviewing the survey items for content and
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clarity through a consultation process and cognitive interviews. Selected principals, deputy
principals and lead teachers were asked to review the itemsuceaontent validity and
internal validity, as discussed in detail in the previous section. In additiorgoctoral
supervisors in the area of educational leadership participated as experts and offered feedback
on content and clarity of all the 42 tagdms. Furthermore, cognitive interviews were carried
out with two principals, two deputy principals and two lead teachers to check whether their
perceptions of each itemerealigned with their intended meaningognitive interviews can
reduce responserer in survey researdidlaeger, Lambert, Kinzie, & Gieser, 2012his
processalsoensured the face validity of the survey instrumbnaddition, cognitive

interviews are betteat minimising response errors than traditional pretesiivigereasa

cognitive interview enables the researcher to study the process and the factors that impact
answers given in the survey, pilot testing caly check whether participants answered
consistently(Collins, 2003)

External validity is defined as the extent to which research results can be gederali
(Cohen et al., 2007; Wiersma, 2000 maintain external validity of the study, data was
collected from all the lower secondary schodls=(152) that fall in the inclusion criteria of
the studyand at least one SMT member from each of these schools completed the survey.
Therefore, the sample of this study is adequate and well represented. In a quantitative study,
sample size is an important aspetthe validity and reliability of the study. In addition to
the sample size being adequate, it should also be representative of the po(itdatigar,
Wegener, MacCallum, & Strahah999)

5.7.Data Collection

The study used two data sources, a survey and student achievement dataghBelow
processes of data collection are outlined for both data sources.

5.7.1Survey Data Collection

With permission from the University of Aucklamtlman Participants Ethics
Committeeg(referencenumber020807, the researcher approached the MoEpermission to
conduct research in the Maldivian schodlsopy of the MoE permission letter is contained
in AppendixC. Once permission to conduct the research was obtained from the MoE, the
researcher approached the principals of the public secondary schools to get their permission

to conduct the study in their respective school. An introduction letter wass®ducing the
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researcher and the study. Upon the principal
participant information shee(R1S) andconsent forms (CRp all potential participants.

Copies ofPISsandCFsfor principals and senior managementmbers are contained in

AppendcesD to G. In order torelatesurvey datdo school achievement data, participants are
required tadisclosetheir school namedoing soreveakdthe identity of the principal and

some of theleputy principa. Hence confidentiaity of the responsesasassuredo the

participants.

Invitations weresentto all the 189 public secondary schools, to principalears of
school (HoS), deputy pringblas,and lead teachers. HoS is a temporary responsibility given to
one of the teachers from the school when there is no principal assighed¢hool. The
HoS oftencarriesout the same responsibilitiasa principal. However, a HoS may not have
the qualification requiredo bea principal and may lack the experience of running a school.
Given the triangulation design, at least the principal and one SMT member was required to
compl ete the survey for the sDbDuetothdsiallsitekat a t o
of the student populatiormore than 8% of the schools did not have a deputy principal.

Hence, lead teachers who work closely with the principal in these small schools were
considered for the pur porgperts Ohieindlusionaritegafdrat i n g
this study were that the school offered IGCSE, had a principal who joined the school prior to
2018, and that staff were available in the data collection period from JGeptembe018.
Survey dataverecollectedf r o m Ma | &ydhe sesearchérdnsluly to September

2018. These survey forms were enteredrtelectronic survey link to generate all the data in
one format. However, due to the geographical distribution of the islands, it was noafysic
possible for the researcher to travel to all the other islands to obtain responses. Thus, an
electronic survey was deemed to be the most efficient angtffestive means to collect data
from a large scattered population in a limited time. Thereforehe atollschools electronic
surveys were used.

For this study, data were collected from all the schools that satisfied the inclusion
criteria to include diverse school contexts and to enrich the findings of the study. As per the
school statisticsyblished by the ME in 2017, 189 public schools offered lower secondary
education in the Maldive@VoE, 2017b) However, less than 20(n = 35, 18.52%) of the
schools offering lower secondary education had more than 500 students enrolled, which is the
criteria to have a deputy principal appointed in a school. At the time of data collection, more
than 606 (n = 24, 68.57%) of the eligible schools had a deputy principal. More tH&ro80
all the schools did not have a deputy principal. Hence, both deputgathdelachers were
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invited to complete the survey. Whieschoob SMT includes principal, deputy principal
and lead teachers, it is assumed that both deputy and lead teacher would have been able to
rate principal effectiveness.

While these 189 schoolseascattered across the Maldiy&8 schools (15% of 189
schoolsar e | ocated i n FRrdméhe total pf 189 achoolg, one schoMadse 6 .
excluded from this research because the school teaches in Arabic medium and their
secondary school examiien differs from other schools. The survey intended to collect data
from the principal and one SMTiemberfrom a minimumof 100 schoolsHowever the
survey responswasvery favourable with 10 response rate from principals and at least
one or more SMT from each school participgin this study. This study haa71%
response rate from deputy principals and & B8sponse from lead teachefr$is study
collected data from 141 principals andB36S, deputy principals and lead teachers from 177
schools in the Maldive§.he demographic data of the participants are presented in section
5.8.1 and 5.8.2.

5.7.2 Achievement DataCollection

In addition tothe survey data, this study utilised tagit-examindion achievement
data for 2016 and 2017 as secondary data to determine the relation between principal task
effectiveness and student achievement. Bi@SEmathematiceind ESL results were used
as achievement data or as a dependent variable. A requastgado the ME to obtain and
usemathematiceind ESL IGCSE data. Except for the Arakmeedium school, IGCSE is
common for all students regardless of the school éitieynd In addition, the scoring system
of this examination hebeenshown to be standardised, reliable and v@idmbridge
Assessment017) Hence, this examination is considered a good measgtad#nt
performance. For the purpose of this study, the results of IGG8Eematicand ESL were
used. This datwasutilised to determine the relation between principal task effectiveness and
student achievement.

Theexaminatiorresults are graded from AS (A star) to U (ungradedjveverthe
MoE usesa point system for these grades. TableiltuStratesgrades an#loE-allocated
points for each grad®@rior to the analysis, these graded scores were converted to numerical
valuesusingthe point system MoE uses in grading IGCSE regMtsE, 2017¢) Studens

who were absent from the examination were excluded from the analysis.
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Table5.5
Grading of theSubjects

Grade Points
AS 58
A 52
B 46
C 40
D 34
E 28
F 22
G 16
U 0

In the IGCSE examination imathematicsstudents follow two different curricula and
students can bassessed in two different ways. The two curricula are the core curriculum and
the extended curriculunthese can be assessed by an examination paper only or by a written
examination paper and coursework. Students who follow either curriculum aseasse
two written paper assessments. The first paper consistodfanswer questions and has to
be answered without the use of calculators. In this paper, questions are designed to assess
studentsod knowledge and use oaperdomsistsaf skil |l's
extendeeresponse questions and, particularly, the use of graphic calculators is assessed. In
both papers, any area of the syllabus may be ass&bsgddnts who follow the extended
curriculum sit similar paper assessments in which ang péthe syllabus may be assessed
however the test is more difficultThe total number of marks for either curriculum is 100
(Cambridge Assessment Internatiokducation, 2017)Iin the Maldives, students choose
only the written paper assessmtarteither the core or the extended curriculum.

In the ESL examination, students are assessed in their usBlof$milar to the
mathematicgxamination, students céollow either the core or the extended curriculum. In
the core curriculunstudents are assessed in readivrging and listening. In the extended
curriculum students are exposeddavider range of language structures (grammar and
vocabulary) and sources (texts and recordibiggversity of Cambridge International
Examinations, 2017b)

Themathematicend ESL examinations have the same grading system. However,

both the core and the extended curriculum have different grading rsethdlle core

91



curriculum, grades range from C to G and in the extended curriculum grades range from AS
to E respectivelyUniversity of Cambridge InternatiohBxaminations, 2017ajsradesn
both curricula have the same value in their final assessment. Taettisving a C grade in
the core curriculum is the same as achieving a C grade in the extended curditmexer,
the maximum grade studeman olbain fromthe core curriculum i C grade.
The markingand grading of the examinatiomssdeemed reliable because the
IGCSE is one of the most renowned and established international examinations conducted by
the Cambridge International Examination boRgliable marking is the key aspect of their
assessment and the Cambridge AssesstB@mh)body has carried out extensive research on
all facets of markingfromfit r ai ni ng and mar ker standardi sat
accuracy and identifying factorswhc h  af f ect acc @rlawhchshowdd r el i at
in thehigh reliability of the assessments.

5.8.Research Participants

The potential participants of this study included all the principalso& Heputy
principals and lead teachers workinghe 189 public schools offering IGCSE in the
Maldives. Tableb.6 shows the level and size of the schools that participated in this study. Of
the 189 schools, 12 schools were excluded after the invitatioause the principal had
either joined the school at the beginning of 2018 or was on leave during the data collection
period (June 2018 to August 2018). The remaining 177 schools were invited to participate
and all the 177 schools responded to the suiltewever, out of the 177 schools, there were
25 (14%)schools in which the principal or Hdtad beerin the current position for less than
a year. Such a short time in the role may not give the SMT enough time to observe and
evaluate the principal task effaeness, hence, these principals were excluded from the data
analysis, whicHheft 152 principalsn the sample fothe final analysis.

There was a wide range of schools in terms of size (see bab)lelhe school with
the lowest student population ha@ studentendthe school with highest student population
had 2,095 students. The majority of schools had 5@&werstudentsrf = 126, 83%)and
only afew schools hdamore than 900 students € 12, 7.9%). The majority of schools were
lower secondary schools teaching ugstadel0 (n = 114, 75%) and on@urth of schools(n
= 38, 25 %) were catering for both lower and higher secondary edudti@neasall the

schools offered the opportunifyr students to sit the IGCSE examination on completion of
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GradelO, the schools that taught upGoadel?2 offered students the opportunity to continue

for their higher secondary examination upon completioBrafdel?2.

Table5.6
School by Level and Size
Characteristic n %
School level
17 10 school 114 75
1i 12 school 38 25
School size
Less than 100 16 10.50
1011500 110 72.40
5011 900 14 9.20
901 1,300 5 3.30
1,301 2,100 7 4.60

Note N = 152 schoolsTotals of percentages are more than 100 for some characsdyestmuse of rounding.

5.8.1Principal Characteristics

Table5.7 illustrates thecharacteristics of these principals. More than fourdiéththe
principals 6 = 122, 80.3%) were male whereas less tharfithewas femaler{ = 30,
19.70%). The majority of schools were run by a Maldivian principal whereas only ab%ut 15
of schools wee headed by an expatriate principal. More than foursfdttthe schools had
principals assigned and less than bftle of the schod had an HoS assigned. In most cases,
gualified principalsvere assigned to schools. However, when existing principaigelthe
school for various reasorthie MoE temporarily allocates a school head till tlway appoint
a qualified principal. Overall, 34 of the participants were between 25 and 40 years of age.
A small percentage of the princip&&92%6) were at the edr retirement age (above 55

years).
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Tablebs.7

Demographic Characteristics of Principals (N = 152)

Characteristics n %

Gender

Male 122 80.30

Female 30 19.710
Role

Principal 128 84.20

Head ofschool 24 15.8
Nationality

Maldivian 128 84.20

Non-Maldivian 24 15.8
Age

25130 years 8 5.26

31i 35 years 34 22.37

361 40 years 40 26.32

41145 years 33 21.71

46i 50 years 19 12.50

511 55 years 12 7.90

561 60 years 5 3.26

61i 65years 1 0.66

Note.Totals of percentages dessthan 100 for some characteristiecause of rounding.

Most principals who participated in this study thiflierenteducational qualifications,
work experience and different roles in their respective schools (see5@bl&heir
academic qualifications ranged from an AdvahCertificate in Teaching to doctoral
degrees. While the majority of the principals (%43 held abachelor'sdegreeor a higher
gualification, onlyafew principals (263%) did not have the minimum qualification
(bachelor's degreeequired to be a principal. In additiche majority of the principals
(67.77%) had been a principal in their cunteschool for3 or more years anapproximately a
third (32.24%)of the principalshad beerin their current role foll to 2 years. Principal
experience in the curreathool showed that more thar®60f principals served in their
current school fob or more years and less than one fifth (6) for 1 to 2 years. Most of
the principals ha® or more years of leadership experience in the principal role in their

current school or across appointments at different schools.
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Table5.8

Principal Qualification and Experience (N = 152)

Characteristics n %
Highest Educational Qualification
Advancel Certificate in Teaching 1 0.66
Undergraduateiploma 3 1.97
Bachelots degree 42 27.63
Postgraduatdiploma 6 3.95
Mastefs degreein educational leadership oranagement 56 36.84
Othermastefs degree 41 26.97
Doctoraldegree 3 1.97
Time in role at current school
11 2 years 49 32.24
31 4 years 48 31.58
51 6 years 21 13.82
Morethan 6 years 34 22.37
Time at current school
11 2 years 29 19.08
31 4 years 30 19.74
51 6 years 18 11.84
More than 6 years 75 49.34
Years of experience
1i 2 years 25 16.45
31 4 years 40 26.32
51 6 years 23 1513
More than 6 years 64 4211

Note.Totals of percentages dess omore than 100 for some characterisbecause of rounding.

5.8.2Senior Management Characteristics

Similar to principals, all the deputy principals and lead teachers in all 177 schools
were invited tgarticipate in this study. As noted earlier, 25 schools were excluded from the
analysis as principals had only been in the role for a short period of time. Accordingly, SMT
members from these schools were also excluded from data analysis. Thus, wheB8M3 369
members initially participated in the study, the number decreased to 298 once SMT from the
aforementioned schools were removEkde following paragraph will describe the final
sample of 298 SMT who were included in the main analysis of this study.

Comparel to the principals, more of tHeMT members were femafsee Table5.7
and5.9). The SMT members consisted of mostly Maldivians 880, 8.96%) and very few
(n= 18, 604%) were expatriates. Overall, about half (9894 of the SMT who participate
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in the survey were&years or younger. Only one (@%) of the SMTmembersvas older

than 55 years.

Table5.9
Demographic Characteristics of Senior ManageniezamsN = 298)

Characteristics n %

Gender

Male 130 43.62

Female 168 56.38
Role

Deputyprincipal 15 5.03

Leadteacher 283 94.97
Nationality

Maldivian 280 93.96

Non-Maldivian 18 6.04
Age

20i 24 years 3 1.01

251 30 years 57 19.13

31i 34 years 91 30.54

3540 years 71 23.83

411 45 years 48 16.11

461 50 years 23 71.72

511 55 years 4 1.34

561 60 years 1 0.34

Note.Totals of percentages are more than100 for some characshitause of rounding.

Almost all of the SMT members £ 296, 99.3%) had an undergraduate diploma or
higher teaching qualificatio®bout onethird (n = 103, 34.56%) of the SMT members had
other mastér degreedrama s t e r Oirseitletreeducagiomal leadership or management,
andvery few f= 2, 0.&%) had no teachg or management qualification (see Tablk).
Most of the SMTmembergn = 261, 87.8%) hadbeen atheir current school fdé or more
years and more than one third5 107, 35.91%) of the SMT members had served in the

current position for more thagyears.
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Table5.10
SMT Qualification and Experience (N = 298)

Characteristics n %
Highest Educational Qualification
GCE OLevel 1 0.34
Advance Certificate in Teaching 1 0.34
Undergraduateéiploma 46 15.44
Bachelots degree 109 36.58
Postgraduatdiploma 38 12.75
Mastefs degreein educationaleadershipr management 52 17.45
Othermastets degree 51 17.11
Time in role at current school
1i 2 years 81 27.18
3i 4 years 73 24.50
51 6 years 37 1242
More than 6 years 107 35.91
Time at current school
11 2 years 12 4.03
31 4 years 25 8.39
51 6 years 37 1242
More than 6 years 224 75.17

Note: Totals of percentages amorethan100 for some characteristlwecause of rounding

5.9.Data Analysis

The Statistical Package for the Social Scier{8€SS) version 24 was utilised to
analyse both the survey and achievement data. Data analysis steps included: descriptive
statistics EFA to identify task effectiveness dimension, hierarchical multiple regression
analysis and analysis of the achievemetd.dBhese steps are further outlined in the next
sections. Tabl&.11 showsin detail the different data analysis steps utilised to answer each

research question.
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Table5.11

Data Analysis Framework

Researt questions Variable Analysis plan

1. How does principal 6 { Principal sel 1 Frequencies and percentage
perce_ived assessment of 42 1 Mean and standard
effectiveness vary tasks deviations of principats

across leadership
tasks?

assessment of their own
effectiveness on each of the
42 tasks

2. What is the perceived
relation between
principals and school
characteristics and
their task effectivenes q
through seHrating and
rating by deputy 1
principals and lead
teachers?

Taskdimensiondrom
the perspectives of
both principal and

SMT

Principal

characteristics

School characteristics

Comparsondomains of self
assessed task effectiveness
and other ratingacross
principal and school
characteristics using
ANOVA. In cases where
normality assumptions were
violated, an equivalemon-
parametric test was
conducted

3. How do principad 6
perceptios of their
task effectiveness
correlate with that of
their deputy and lead
teachers?

Principak 6wn 1
ratings of task
dimensions and

ratings by SMT

(deputy principals anc
lead teachers)

Pearson correlation betweer
principals scoresand SMT0
scores

4. To what extent is q
principab perception
of their task
effectiveness q

predictive ofstudent
achievement?

Rating of task 1
dimensions (principal
ratings)

ESL andmathematics
gradesin 2016 and

2017

Multiple hierarchicalinear
regression modeaistimate
schoolachievemenas a
function of principas éelf
assessed task effectiveness
along each of the five task
dimensions explored iBFA

1 Regression model derived f
each subject of achievemen
data

5. To what extent are 1 Ratings of task 1 Multiple hierarchicalinear
deputy pri dimensions (SMT regression model estimate
| ead teach ratings) schoolachievemenés a
perceptions of § ESLandmathematics  function of rating by SMTs
principal task gradesin 2016 and on perceivegrincipaltask
effectiveness 2017 effectiveness along each of
predictive ofstudent the three task dimensions
achievement? identified iInEFA

1 Regression model derived f

eachsubject of achievement
data.
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5.9.1Descriptive Statistics

Initially, descriptive statistics of school and principal characteristics were calculated.

The school variables were school size and level of scAndlschoogrades (1i 10 and 1

12). Principal characteristics inclutigorincipal role, experiencas a pmcipalin the current

school, total experience in the school (including other positions), total experience as a

principal, age, gender, nationality and academic qualifications. These vaaedhaportant

to investigatealongside with principal task effeveness and student achieveméfgan and
standard deviation of principal sd assessment
managemeilt assessment of principal effectiveness on each task was calclriaaddition,

descriptive statistics of the aforentioned variables were calculated.

5.9.2Exploratory Factor Analysis

Second, an EFA was used to identify the factor structure for both principal and SMT
perceptions of leadership effectiveness. ER& and regressions analysis are the main
guantitative analysiused in this study. The original study by the Grissom and Loeb (2011)
derived five factors from their data sAtthough this study adapts tH&-item task inventory
from Grissom and Loeb €011) survey, the structure was extensively reviewed and devise
to reflect the Maldivian context. These changes were evident BRAgas some tasks
which fall into a particular dimension in the original stimyGrissom and Loeb (201Were
scattered in the EFA of the current stifthe EFA results to be presented latethiaresults
chapter) Further, the survey may hakada different factor structurgiventhe cultural
variationsand accordingly the different perspectivesn principal workof theresearch
participantgKim, Ku, Kim, Park, & Park, 2016)Therefore, rather than a confirmatory factor
analysisan EFAwasconsidered more appropriate for this study.

To exploreafactor structure, it is vital to hawsadequate sample size. An
inadequate sample size can be unfavourable to a factor analytics process and it may produce
inaccurate result®slorne & Costello, 2004; Pett, Lackey, & Sullivan, 2Qa3gnce, ér the
initial factor exploratiorof a multivariateanalysist is often recommended ttave aleast
150 case¢Beavers et al 2013) The arrent study collected data from all the eligible schools
(N =152). In addition, multiple criteria were used to determine the number of factors to be
retained within the data. The first extraction of factors from the principal survey yielded
seven factors with some crelemded items and few negatively loaded iseffio retain items,
four criteria were adopted from the literaty@ostello & Osborne, 2005; Field, 20183)
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retaining factors with correspding eigenvalues greater than one (i.e., the Kaiser criterion),
or by using a scree pldb) dropping items with loadings less than;.@2 dropping items if
they crosdoaded with other itemsnd (d) dropping items from a specific factor if that item
was conceptually incongruent with the remaining itenasn&arguehatretaining more
factors than are needed is less harmful than eliminating the factors that are(Besdeds
et al., 2013 Conversely, others argue that an oversimplified factor structure may undermine
the complexity of the dat@ett et al., 2003)Therefore, the decision to retain or eliminate
items neds to be based on theoretical relevance and not just on statisticgCtesédlo &
Osborne, 2005)n the current studyne item from the principal survey atideeitems from
the SMTsurvey were removed, as these items fall thetheoretically incongruent factor.

To present th&FA, the guidelines provided by Ford, Maam, and Trait(1986)
were followed. These authors argued that the procedures involved in factor analysis must be
Apresented clearly in enough detail for info
k nowl évd3dlg Dhis included reporting on information such as tdr model,
communalities, rotational method, eigenvalues for all factors (if applicable), percentage of
variance accounted for (depending on the rotation method), factor loading, descriptive
statistics and correlation matrix, computer prograpackage sed, and the pattern matrix
when oblique rotatiowasused. Further, when running analyses, the procedural guidelines
suggested by Fiel(018)and Pallan{2016)on runningeFAswere also followed.

In order to identify leadership task dimensionsE&A with principal axis factoring
was used as a factor extraction method. This igaltiee usage of this method beingsles
restricted compareth the maximum likelihood estimatiarPrincipal axis factoringloes not
require the assumption anormal distribution(Fabrigar et al., 199%nd attemsto
eliminate unique and error variance from varialflebachnick & Fidell, 2007)rhe method
of factor rotation used was direct oblimin with Kaisermalization which comes under
oblique rotation. The aim was to identify factors consisting of a number of principal tasks.
EFA is an appropriate form of analysis to identify more accuaaters than the principal
component analysis, because it distinguishes different variances in the v@egikdlo &
Osborne, 2005)Some authors suggebkatfactor analysis is more dieable than the principal
component analysis, because factor analysis discriminates between shared and unique
variance of a variable whilgrincipal component analysies not identify these two
variancegCostello & Osborne, 2005; Ford et al., 198H)e rotation method is suitable
because oblique rotation assumes that factors are correlated. In a school context, principal
tasks are correlatl. Therefore, oblique rotation is more apt than orthogonal rotation which
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assumes independence of factors. H2@l8)argued that the rotation method depends on
the theoretical reasonirg the factor dependency and clustering of the factors prior to
rotation. In the current stugprincipal task dimensions are assumed to be dependent. The

results of the factor analyses are presented in the next chapter.

5.9.3Hierarchical Multiple Regression Analysis

A hierarchical multipldinearregression analysis technique was used to answer
Research Questisd and5 which aimed to examine the relation between the principal and
SMTO6s perceptions of principal talspe effectiyv
regression best suited the analysis of this association. In this study, a hierarchical regression
model was performed. A hierarchical regression model predicts the effect on dependent
variable above and beyond of the control variable. A regressobimiqgue can be performed
on a data set, which has correlated independent variables, whitththe dependent
variable correlates with independent variable to a varying dégadachick & Fidell,

2007) Of the three types of multiple regressiostepwise regression was avoided as it may
disregard the effect of an important factbis advisable to avoidtepwise multiple

regression while determining the unique effect of eadbpendent variable on the dependent
variable(Caldas, 1992)In a stepwise regression, variables are included and removed
depending entirely on statistics computed from a particular sammpdl a small deviation of
statisticscanhave an overwhelming effect on the importance of an independent variable
(Tabachnick & Fidell, 2007)Since stepwise regression sisgathemécal criteria to select
independent variables, Figld018)advisedavoidingthe use of this type of regression except
for the exploratory model building.

To answer the research questmmthe extent of principalld deputy principa
| ead t ratemgsdfgrincgpd task effectiveness associated with student achieveanent
hierarchical regression was conducteda limear regression moded sample size of more
than 55 will be sufficient and if thmodel includsfive or fewerfactors then a sample of 100
cases is sufficient for the analyéiseld, 2018) In multiple regressin, sample size depends
on the desired power, alpha level and the number of pred(@@bsachnick & Fidell, 2007)

The formula suggested by Tabachnick and Fi@&g07)for testing the multiple correlation is
N>= 50 + 8m(where m is the number of independent variables)Nzvel 104 + mfor the

testing of individual predictors. The current study includes fiegliptor variables with a
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sample size of 152 principalmcludes HoSand 298 SMT members from 152 schools.

Hence, the necessary criterion of sample wiaemet for the analysis.

5.9.4Achievement Data Analysis

In addition to survey data, achievement data widised to answeResearch
Questiors 4 and5. The achievement data provided by the MoE included school name,
studens B, gender and grades in the IGCBathematicaind ESL. The grade points were
coded and averages calculated for each school. The awexageof the students were used
as a school achievement measure and this vamastaken as the dependent variable to

answerResearch Questisd and5.

5.10.Ethical Considerations

Ethical approval for this research project was sought from the University of Auckland
Human Participants Ethics Committee with referemosmber020807 dated 15th April 2018.
Further, permission to conduct research in the Maldivian schools and to us€8ie tata
was sought from the Maldivesd&. A number of ethical considerations were taken into
consideration throughout the research process and prior to requesting the views and opinions
of deputy principals and lead teachers about the perceived tadkvefiess of the principal.

These include: confidentiality and anonymity, voluntaayticipationand informed consent,

and minimisation of harm.

5.10.1Confidentiality and Anonymity

It waslikely that other members of the schowlsuld be aware of the principal
deputy and lead teachégmarticipation in this research. Since this research is about principal
task effectiveness and student academic achievement, all the participants needed to write
their role and name of their school on the survey, so the respomgd<e linked to their
school and correlated with student data. Therefore, anonymity was not possible. However,
every measure was taken to keep data and the identity of the participants confidential. Only
the researcher had access to the researchidegalata were analysed at an aggregated level,
therefore individual responses were not revealed. The data was stored securely in the
researcherdéds password protected personal c

transferred to a University of Akland server.
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5.10.2Voluntary Participation and Informed Consent

All the informationwas given to participants about the nature and scope of, sindly
their role within it in writing and where applicablgin person This enabled them to give
informed consent. All of those involved in the study were gREs (AppendcesD andE)
andCFs(AppendcesF andG). Participants had opportunities to ask questions before signing
the CFand hal the right to withdraw from the research at any time without giving reason.
Participants were given the rigiatwithdraw their data up until the time of analysis
approximatelyl month after data collection. Participation in this study was voluntary.

5.10.3Minim isation of Harm

The researcher was aware that this study might cause anxiety for the participants in
terms of employment (for deputy principaind lead teachers) as thegrecommenting on
their I mmediate super vse suochrhémndesk foradeputy veness.
principak and lead teacher)eresearcher asked for the necessary permission fromdke M
and alsesoughtassurance from each principal that the deputy principal and teddbesson
to participate or natvould not affect their empyment at or relationship with the school.

The results of the data gathereoh the surveys and the achievement data are
presented in the next chapter.
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Chapter 6. RESULTS

The purpose of this study wasffettieenessnvestig
the perceptionsdheSMT (deputy principals and | ead tea
effectiveness, and the relations between perceived principal task effectiveness and student
achievement imathematiceind ESL, in Maldivian schools

This chaptereportsthe findings from thé&FA and other inferential statistical tests
including analysis of variance and hierarchical multiple regression. The results are presented
in order of the research questions. As presented in CHgjteés study aimetb addresshe
following questions:

1. Howdoes principa perceivecdeffectiveness vary across leadership tasks?

2. What is the perceived relation between principals and school characteristics and their
task effectiveness through sediting and rating by deputy principals and lead teachers?

3. How doprincipak ferceptions of their task effectiveness correlate with that of their
deputy and lead teachers?

4. To what extent isa principab perception of their task effectiveness predictive of

student achievement?

5. To what extent arde |dkamgutty agrhiemr sibp gpleg & eqpn

effectiveness predictive of student achievement?

6.1. Task EffectivenesRated by Principalsand SMT

Table6.1 depicts the average task effectiveness ratings of principals from the
perspective of both the principahd SMT This section examined patterns of the principal
task effectiveness from the perspectives of both principal and $lcally, principals
perceived themselves to be satisfactorily or highly effective on all of the 42 Tasks.were
no items wih average ratirgpelow3 (1 = ineffective, 2 = minimally effective, 3 =
satisfactorily effective, 4 = highly effective, 5 = outstandingly effegtier i nci pal s 6 o wr
ratings suggest that th@grceived themselves to bere effective ornstructional
maragement tasks and less effective on programme developmeetvaluationFrom the 42
tasks principals rated themselves, on averagghighly effective orrasks7, 8, 15, 16, 18
and 35 andow onTasks2, 11,12 and 26Fromthose tasken whichprincipals typically
rated themselves highly effectivanly two tasks Tasks 8 and 35) were included the

leadership task effectiveness dimensiggiscussed isection6.2).
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From theperspectives ahe SMT, principals wergon averagemost effectiveon
Tasks 7, 37 and 40 and least effective Dasks 1, 2, 3, 4, 11 and 2Both principal and SMT
perceived principals as being effectivdeading meeting(7) andless effective in providing
informal mentoring for the teachgkl). Theprincipak bighest andowest ratedasks
include instructional leadershipsks whereaghe SMT rating of principaltask effectiveness
are mostly higher in external relations tasks (37 a4@) lower in programme development
and evaluation tasks (1ladd 3)Ther e wer e no strong ratimgsi ati on:
of principal task effectiveness. The average task effectivenegsistaglow highly effective
and none of the average task rasimgrelower than3 (satisfactorily effective The task
effectiveness ratirgshowed more variability in SMT ratingsd more consistency in
pr i nc wmpratihgs @able ).

On aver age, -rgiimgs aitreirtgsladifectivensse dppeared to be higher
than the SMT ratings. However, SMfiated principal task effectivenessre highlythan the
principals rated themselves on seven ta2ks26, 28, 33, 3B9 and 42gee Tables.1).
Though principal selfatings werehigher on most of the tasks, these differences were less

than 0.4 unit$n all tasks.
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Table6.1

Mean andandardDeviation ofTaskEffectiveness dPrincipals and SMTRatings

Principal SMT

No Item Description M (SD) M (SD)

1 Using data to assess schefiectiveness 3.55(0.73) 3.44(0.78)

2 Developing coherent educational programmes across the school 3.48(0.75) 3.38(0.84)

3 Using assessment results for programme evaluation 3.78(0.77) 3.46(0.76)

4 fEnsurlng that teachers are formally evaluatedmndided with 3.72(0.84) 3.50(0.85)
eedback

5 Ensuring that classroom observations are conducted for evaluati 3.74(0.92) 3.58(0.85)
purposes
Setting school goals 3.89(0.82) 3.66(0.84)
Leading meetings 4.15(0.75) 3.88(0.91)
Ensuring that teach&D s planned 4.11(0.82) 3.79(0.88)
Ensuring that teach&D is implemented 3.98(0.83) 3.75(0.86)
Ensuring that the curriculum is implemented 3.84(0.78) 3.60(0.76)
Ensuring that teachers receive informal mentoring 3.52(0.80) 3.48(0.79)
Dealing with incompetent teachers 3.51(0.83) 3.38(0.87)
Developing leadership capabilities in others 3.66(0.86) 3.52(0.85)
Ensuring that beginning teachers receive formal mentoring 3.64(0.83) 3.36(0.86)
Developing relationships with students 4.03(0.87) 3.64(0.89)
Communicating with parents 4.03(0.81) 3.78(0.76)
Ensuring that teachers communicate well with parents 3.73(0.80) 3.67(0.76)

41
42

Dealing with studentsdé concer4.01(0.85 3.72(0.83)
Dealing with parentsd concer r386(0.79) 3.68(0.79)

Managing tension between staff 3.68(0.81) 3.36(0.90)
Di scussing studentsd | earni nc3.78(0.89) 3.48(0.88)
Interacting socially with staff 3.83(0.87) 3.67(0.99)
Developing a safe school environment 3.90(0.75) 3.78(0.87)
Dealing with staff concerns 3.92(0.79) 3.56(0.91)
Managing budget and resources 3.62(0.86) 3.74(0.90)
Hiring competent personnel 3.48(0.88) 3.61(0.87)
Managing personaschootrelated schedule 3.72(0.87) 3.55(0.84)
Ensuring that school facilities are maintained 3.61(0.77) 3.64(0.94)
Managing norteaching staff 3.66(0.85) 3.51(0.95)
Networking with other principals 3.88(0.87) 3.84(0.87)
Managing the school schedule 3.97(0.79) 3.74(0.81)
Managing student discipline 3.88(0.75) 3.61(0.84)
Ensuring that compliance requirements are fulfilled and paperwa 3.61(0.81) 3.63(0.74)
completed

Ensuringthat student services are managed.(esgords, reporting) 3.85(0.80) 3.72(0.85)
Ensuring that student attendance is managed well 4.11(0.83) 3.79(0.79)
Ensuring that special education requirements are fulfilled 3.57(0.97) 3.50(0.86)
Working with the MoE to obtain resources for the school 3.73(0.85) 3.81(0.84)
Obtaining support from the local community 3.79(0.85) 3.64(0.87)
Raising funds for the school 3.64(0.89) 3.64(0.92)
Ensuring that work experience placensdnt vocational educationa

progranmes arefacilitated €.g.,Dhasvaaru) 3.92(0.92) 3.82(0.88)

Maintaining good relationships with government agencies 3.91(0.89) 3.84(0.87)
Maintaining good relationships with n@governmentabrganisatios  3.70(0.86) 3.70(0.89)

Note N = 152 for all items.
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Further, an independent sampkest was conducted to compare the mean task
effectiveness score ttie42 tasks for principals and SMT. There veasgnificant difference
in scores foprincipals M = 3.79,SD=0.18) and SMTM = 3.63,SD=0.14);t (82) = 4.36,
p < .001, twetailed. The magnitude of the differences in the means (mean diffédditge
95% CI: .0.08 to .23) were small witHarge effect size (eta squared = 0,Mith principal
ratings beingverallhigher than SMT ratings

6.2. Exploring Principal Task EffectivenessDimensions

EFAswere conducted to identify principal task effectiveness dimensions in
principal s & SdhWwatings.dhese migmensiomawere used foer the
association between principal characteristics and principal task effectiveness. These
dimensions were also utilised to explore the predictive ability of leadership task effectiveness
on student achievemerithe nextsulsectiors will discussthefindings in regard to thivo

principal task effectiveness factor models.

6.2.1Principal Task Effectiveness Dimensions by Principal Rating

An EFA was utilised to explore the principal task effectiveness dimensions in
princi pal sThe BFAreveala five brapd principal task dimensi&@ebool
ManagementnstructionaManagement:xternalRelations,TeacheiQuality and
Programme Development anévaluation. When conducting the EFA, a number of criteria
were considered to determine thest way of conducting the factor analysis. These criteria
were discussed itheresearchmethodologychaptersection 59.2. The items that did not
meet these criteria were removed. From the 42 task items, 13 items were deleted leaving 29
items extractefrom five factors. All removed items are presented in Apperdi®hen
conducting the factor refining process, the value of the KI¢&t of Sampling Adequa@nd
t h e B aTestof Spheticibywere carefully checked for the criteria until geceptable
factor model was reached. In the initial analyBis r t tesiwas sigsificant|f < .001) and
theKMO testwas .939. When the desiréde-factor model was reached with no cross
loadings, it was noticed that the itdeveloping relationshipwith studentsloaded intca
conceptually incongruent factor. Hence, this item was removed from this factor.

An additional set of measures was used to determine the factorability and strength of
the relation between the data and the extracteefdiet®rmodel. The EFA results suggested

that the shared variance (j.eommunalities) ranged between .45 and .75, indicating an
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acceptable fit between the data ameimodel. Although item communalities are considered
high when their values are greater than gherally, correlations exceeding .3 provide
enough evidence to indicate that there is en@maghnunality to justify comprising factors
(Tabachnick & Fidell, 2007)
In the final fve-factormodelBar t | et t 6s Test of pS@her i city
andtheKMO Test of Sampling Adequacy was .931. According to Beavers @0413) a
statistically significantea st resul t for the Bartlettods test
linear combination of factors; that is the correlation matrix issiogular (i.e.a factor
matri x can be extracted) and t layhlgivlegee v al ue
of common variance. Typically, KMO values between .50 and 1 are acceptable with higher
values indicating greater common varigranred lower values indicatg that additional items
or factors should be removed before proceeghingld, 2018) Thus, the KMO value of this
factor analysisvas deemedcceptable.
Table6.2 shows the total variance gtained by thdive-factor model. The first factor
explained more than 40of the variance in the model. The second factor explained &bout
and the fifth factor contributed onBgb6 to the explanation of variance. Overall, the total
variance explained hiye fivefactor model was 62.78. Beavers et a(2013)indicate that
50% of the variance explained by the factors is adequate. Hence, the variance explained by

the factors was satisfacyo

Table6.2
Total Variance Explained by the FNgactor Model

Initial Eigenvalues

Factor Total % of Variance Cumulative %
1 1295 43.16 43.16
2 1.H 6.45 49.60
3 1.59 5.31 54.92
4 1.28 4.25 59.17
5 1.08 3.61 62.78

The first factor was the strongest of the five factargl a total number of nine tasks
uniquely loaded oto this factor. In the second factor, six tasks were uniquely clustered in
this factorwith an average factor loading of .604, with the highest loaolirtgvo tasks
which weregreater than .7. The third factor also consisted of six tasks with theshiggded
tasks showing loadings of .847 and .792. This factor had the highest average loading of
greater than .6 and the lowest loaded task with .484. Simikadios 2 and3, the fourth
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factor also consisted of six tasks and the ekeloping relationshipwith studentsvas
incongruent with other tasks in this factor. Hence, this task was removed and the average
loading of the remaining tasksa®.537. The fifth factor consistiof only three items. A
minimum of three tasks is considered acceptable to éofactor. Any factor witliewerthan
three items iseen asveak and unstablgostello & Osborne, 2005The three uniquely
loaded tasks for thiactorhad an average loading of .533. Tahl@providesthe pattern

matri x of the five factors extracted from th
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Table6.3

PatternMatrix for the Five ExtractedFactors(Principal Survey)

Factor

Item SM IM ER TQ PDE
24. Dealing with staff concerns 767

19. Dealing with parentso cc.649
23. Developing a safe school environment .646
25. Managing budget amdsources .627
29. Managing notteaching staff .586
28. Ensuring that school facilities are maintained .546
30. Networking with other principals 512
22. Interacting socially with staff 481
20. Managingension between staff 439
9. Ensuring that teach®D is implemented .804
8. Ensuring that teach®D s planned 797

5. Ensuring that classroom observations are conducted for 572
evaluation purposes

4. Ensuring that teachers are formally evaluated and provided .564
feedback

6. Setting school goals ATT

35. Ensuring that student attendance is managed well 413
41. Maintaining good relationships with governmagéncies .847

42. Maintaining good relationships with rngovernmental 792
organisation
38. Obtaining support from the local community .569

39. Raising funds for the school .556
37. Working with the MoE to obtairesources for the school 490

40. Ensuring that work experience placersént vocational 484
educational programes are facilitated €.g.,Dhasvaaru)
11. Ensuring that teachers receive informal mentoring .673

13. Developing leadership capabilities in others .581
14. Ensuring that beginning teachers receive formal mentoring .538
12. Dealing with incompetent teachers 486
17. Ensuring that teachers communicate well with parents 405
1. Using data to assess school effectiveness .679
3. Using assessment results for programme evaluation .602
2. Developing coherent educational programmes across the st 427

Note Rotation converged in lierations, and all item loadings were above .40.
SM = SchooManagementlM = Instructional Management, ER = External Relations, TQ = Teacher Quality
and PDE = Programe Development and Evaluation

After deriving a model from the principal ratsgf their own task effectiveness, the
factors were labelled with theoretically congruent connotations. The factors are denoted as
the following leadership task dimensio®&hool Management, Instructional Management,

External Relations, Teacher Quality dPwbgranme Development and Evaluation.
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Dimension 1, School Management, represents the different aspects of operating schools by

managing the organisation and completing certain administrative tasks. Dimension 2,

Instructional Management, embodies a seéasks principals engage in to support teaching

and learning. Dimension 3, External Relations, incorporates tasks related to engaging with

external stakeholders of the school. Dimension 4, Teacher Quality, denotes tasks related to

improving teache@growth Dimension 5, Programe Development and Evaluation,

involves principal tasks that focus on the improvement of the school pnogram

Descriptive statistics were calculated for each of the five dimensions. Further,

Cronbachos r el i ad)wabk calcwatedas a rhefagure of exterbal corsistgndy

between items nested within each factor. These coefficients are presented B4, ahkey

ranged from .77 to .90 indicating good internal consistency between items within each factor.

The alpha coditient indicated that the factor structure could be used reliably for further

analyses.
Table6.4
Descriptive Statistics and Cr on b aRrihcipa
Survey)
Factor M (SD) U Range Skewness Kurtosis
School Management 3.77(.61) .90 1.56'5 -.61 .78
Instructional Management 3.92(.67) .88 1.335 -.78 1.04
External Relations 3.78(.69) .87 1.335 =47 A7
Teacher Quality 3.61(.65) .85 1.005 -.53 1.11
ProgranmeDevelopment 5 5450y 77 2.005 -.14 ~.09

and Evaluation

Note N = 152 for all factors.

An additional test of convergent validity was used to examine the factor

( Al pha

intercorrelations Table6.5 shows that all the fact@mtercorrelations were significant at the

.01 level, ranging from .47 to .71, indicatiagositive, moderate to high overlap among the

factors. Initially, it was assumed that the factors extracted from the data were likely to be

dependent. Although thiorrelation is high, it is not greater than .8. Therefore, this is an

acceptable level of overlap. A factor correlatadimore than .8 indicates muddtllinearity

(Field, 2018)
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Table6.5

P e a r BwamideLCorrelationsamongthe Five Factors(Principal Survey)

Factor 1 2 3 4 5
1. School Management 1

2. Instructional Management 64" 1

3. External Relations 69" 61" 1

4. Teacher Quality 717 617 597 1

5. Prograrme Development and Evaluatior .55° .64~ 47" 56~ 1

Note *p < .01

The above results support a fifector model (i.e., five main task dimensions that are
unique but positively associated). The relations among the five dimensions appear to be

moderate to highsuggestindghatprincipalsrate themselves similarly acrossminsions.

6.2.2Dimensions of Principal Task Effectiveness

Figure6.1 illustrates the five principal task effectiveness dimensions: School
Management, Instructional Management, External Relations, Teacher Quality and
Progranme Development and EvaluatioRriorto developing the model 3 of the tasks were
dropped. Of these 13 tasid, tasks were dropped due to crdsading one task did not load
on any factorandonetask due to theoreticalicongruencéAppendixH). Figure6.1 presents
theindividual tasks under the dimensions each task loaded on in the factor analysis. The
figure shows variation in principal ratings across tasks and within fatitoeseas that on
averageprincipals perceived themselves to be more effectivasks inthe Instructional
Managementlimensionthan in the other dimensions. They perceived themselves to be the

least effective irasks inProgranme Development and Evaluation.
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Dealing with staff concerns
Developing a safe school environment
Networking with other principals
Dealing with parents’ concerns
Interacting socially with staff
Managing tension between staff
Managing non-teaching staff
Managing budget and resources

Ensuring that school facilities are maintained

Ensuring that teacher professional development is planned

Ensuring that student attendance is managed well

Ensuring that teacher professional development is..

Setting school goals

Ensuring that classroom observations are conducted for..

Ensuring that teachers are formally evaluated and..

Ensuring that work experience placement for vocational..

Maintaining good relationships with government agencies
Obtaining support from the local community

Working with the MoE to obtain resources for the school

Maintaining good relationships with non-governmental. .

Raising funds for the school

Ensuring that teachers communicate well with parents
Developing leadership capabilities in others

Ensuring that beginning teachers receive formal mentoring
Ensuring that teachers receive informal mentoring

Dealing with incompetent teachers

Using assessment results for programme evaluation

Using data to assess school effectiveness

School Management

Instructional
Management

ExternalRelations

Teacher Quality

s Progranme Development

Developing coherent educational programmes across the. . NI
31 32 33 34 35 36 37 38 39 4 41
Figure6.1Pr i nci pal sé ratings of own task
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6.2.3Principal Task Effectiveness Dimensions by SMRating

Similar to theanalysis of therincipal survey, an EFA was conducted for the SMT
responses to the survey in orderdentify the principal task dimensions from the
perspectives ahe SMT. The EFA i@ntified three broad task dimensions: School
Management, Instructional Management and External Relations. The extraction method
applied wagrincipal axis factoringvith rotation direct oblimin with Kaiserormalization
which yielded ahreefactor modelwith some items crodeading. The same criteria as in the
analysis of the principal surveyereapplied to derive a satisfactory model. The items or
variables which did not meet the criteria (as outline@hapter 5Methodology section
5.9.2) were remaed (AppendixH), leaving 29 items extracted from three factors. The EFA
results suggested that the shared varianceqammunalities) ranged between .538 and .801
indicating an acceptable fit between the dat
Sphericity was significanp(< .001) andhe KMO Test of Sampling Adequacy was .973.
Table6.6 shows the total variancegmained by these three factors (69.69%).

Table6.6
Total VarianceExplained by th&hreeFactor Model (SMT Survey)

Initial Eigenvalues

Factor Total % of Variance Cumulative %
1 1967 61.46 61.46
2 1.5 4.83 66.29
3 1.09 3.41 69.69

Table6.7 illustrates the pattern matrix for the three extracted factors from the SMT
survey. All the tasks loaded above .4, and when it reached a satisfactory model with-no cross
loadings, the factors were labelled with theoretically congruent connotations. The three
factors identified were the same as the first three factors of the model derived from principal
ratings. Therefore, these factors were denotebras task dimensionSchoolManagement,
Instructional Managemeand External Relations.

Similar to the principal model, School Management was the strongest dimension with
11 tasks uniquely clustering under this dimension. The average loading of the tasks in this
dimension was 1I3. Fourteen tasks uniquely clustered in the second dimension (Instructional
Management). However, two taskemmunicating with parenemdd e al i ng wi t h st u
concernswere not congruent with other tasks in this factor and were removed. This reduced

the number of tasks in this factor to 12 with an average loading of .692. It is interesting to
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note that the factor model derived from principal ratings separated Teacher Quality and
Progranme Development and Evaluation from the Instructional Managentiergnsion In
contrast, the model derived from SMT ratings had a more broadly defined Instructional
Managementlimensionwith the inclusion of tasks that related to Teacher Quality and
Programme Development and Evaluation.

The third factor derived from tH@MT survey was called External Relations, which
was the same dimension as the third dimension of the model derived from principal ratings.
Seven tasks loaded on this dimension with an incongruenensaoring that special
education requirements are fulétl. After excluding this task, all the tasks still had an

acceptable level of loading with averdgetorloadings of .752.
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Table6.7
Pattern Matrix for the Three Extracted FactdMT Survey)

Factor

Item SM M ER
28. Ensuring that school facilities are maintained .994
29. Managing notteaching staff .850
31. Managing the school schedule .814
33. Ensuring that compliance requirements are fulfilled and .805
paperwork izompleted
34. Ensuring that student services are managed rgcgrds, 717
reporting)
27. Managing personagchootrelated schedule .692
25. Managing budget and resources 671
26. Hiring competent personnel .609
30. Networking with other principals .602
32. Managing student discipline .593
23. Developing a safe school environment 499
4. Ensuring that teachers are formally evaluated and provided w 911
feedback
. Developing coheremducational programmes across the schoc .905
. Using assessment results for programme evaluation .870
. Ensuring that classroom observations are conducted for evalt .743
purposes
. Setting school goals 734
. Using data tassess school effectiveness .728
. Leading meetings .601
. Ensuring that teach®D is planned 575
. Ensuring that teach@D is implemented .565
15. Developing relationships with students .563
10. Ensuring that the curriculumimmplemented .562
11. Ensuring that teachers receive informal mentoring .552
42. Maintaining good relationships with rgovernmental .909
organisatios
41. Maintaining good relationships with government agencies .903
38. Obtainingsupport from the local community .855
39. Raising funds for the school 714
37. Working with the MoE to obtain resources for the school .598
40. Ensuring that work experience placemsént vocational .536
educational programes are facilitated €.g.,Dhasvaaru)
Note Rotation converged in 12 iterations, and all item loadings were above 0.4.
SM = School management, IM = Instructional ManagenmamdER = External Relations,

GwWwnN

O©0O~NPFO®

The EFA of SMT responses revealed a thfaetor model as opposed to the five
factor modeDbf principal ratings. For the SMT model, there was no Teacher Quality and
Programme Development and Evaluatimensiors. Tasks which loaded into these
dimensions in therincipalmodel loaded into the Instructional Management dimension in the
SMT model. These two models had five tasks overlapping in the School Management
dimension. The six items from the SMT factor, whieére not common to the principal

model, were the tasks removed from the principal model due toloaisg. Similarly,

116



from the principal modethe four tasks which were not overlapping with the SMT dimension
of School Management were those tasks tleaewemoved due to creksading. Hence, the
models derived from both the principal and SMT ratings had the same tasks in the School
Management dimension.

In both models, similar tasks clustered under the second dimension: Instructional
Management. Howevein the principal model, the dimension consisted of only six tasks,
whereas in the SMT model the dimension inclu@i2tasks. It appears that the principals
narrowly defined Instructional Management and separated it from Teacher Quality and
Progranme Development and Evaluatioim contrasttheSMTs 6 def i ni ti on of |
Management seemed to be broader and included all the tasks that clustered under the
Progranme Development and Evaluation dimension in the other model. From the six tasks in
the principak fnstructional Management dimension, olgsuring that student attendance
is managed wellvas not included in the SMT model. This task was removed tihe@MT
modeldue to crossoading. Boththe gincipal and SMT models included the same items i
their third dimensio@ External Relations. The similarities of the item patterns in both factor
models indicate that both principals and SMT ttee same underlying constructs to identify
the tasks they rated.

After reaching a satisfactory factor mod#gscriptive statistics were calculated for
each of the three dimensions. These statistics are shown in6l@bfeirthermore,
Cronbachoés reliability coefficient (alpha) w
between the items nested withircela f a ¢ t o r aphdfor allrihbea fadtols svas higher
than .9 indicating a good internal consistency between items within each factor. Thus, the

factor structure could be used for further analysis.

Table6.8

DescriptiveS at i st i ¢cs a n dRel@bility ChaeticiehtdbgFactolt (PMTauUrvey
Factor M (SD) U Range Skewness Kurtosis
School Management 3.67 (0.73) .96 1.455 -44 .05
Instructional Management 3.60(0.68) .96 1.585 -.40 A2
External Relations 3.73(0.75) .92 1.835 -.38 -.36

Note N = 298 for all factors.

Similar to the analysis of the principal survanpdin addition tothereliability
coefficient, convergent validity was used where the factor intercorrelations were examined in
the SMT survey data. This is illustrated in Ta®!@. The intercorrelati®among the three

factors were significant at .01 level and the correlation coefficient was .8 or more for all
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factors. This was assumed prior to the factor analysis and hence an oblique rotation was used.
A factor correlation greater than .8 shows theterise of multicollinearityfField, 2018)

However, Pallan2016)statel that multicollinearity exists when independentiables have

a correlation coefficient of .9 or above. Though these correlations were not at .9yadbkare

high correlation between the independent variables. Hence, it should be noted when
undertaking further analysis. Multicollinearity makes it difftdo assess the importance of
predictor variables, leads to an untrustworthy regression coefficient and limits the size of the
correlation between the predicted values of the outcome and the observedRialdes

2018)

Table6.9

P e a r BwamdeCorrelationsamongthe ThreeFactors

Factor 1 2 3
1. School Management 1

2. Instructional Management 85" 1

3. External Relations 84" 80" 1

Note *p< .01

Overall, the resulttfom theSMT surveywerefactorable with favourable KMO aral
significantBar t | et t 6 s THefactoroahalysSspdneuded @ thiwetor model
with mostly high factor loadings and only omederate loading (0.499). In particular, the
model fit was good with about 7®of the variation explained by the factors in the model.
The Cronbachdés alpha showed high internal co
validity. This is evident from thkigh intercorrelation among the three factors.

It was interesting to note that an equal number of ilwasemoved from both
principal and SMT leadership task effectiveness factor models. However, the tasks removed
were not same for both models. Deletedhs from both factor structures were across all the
dimensions. The common items removed from both modelsiveens 16, 18 and 36, which
werelnternal Relations and Administration dimension tasks. Most items deleted from the
principal factor model werddministrationdimension items, whereas in the case of the SMT
factor model, they were Internal Relatsdasks. From the principal survey, five of the
Administrative tasks were removed due to cilessling. Similarly, most of the Internal
Relatiors task tems were removed from the SMT survey for the same reasons. This means
that principals and SMT did not separate Administration and Internal Reltagks from
SchoolManagement tasks. Hence, both prin@gpahd SME principal task effectiveness
modebk do not have a separate Internal Relai@mnAdministration dimension. A similar
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factor structure was depicted in both factor models. The first three dimension of the five
factor modebased on thprincipalsurvey datavere the same as the three dimension
identified in the moddbased on the SMT surveowever, the second dimensiderived

from the SMT responses was broad and included thskiaded in the factor Teacher
Quiality and Programe Development and Evaluation in the principal survey. Theltes
suggest that SM3did not differentiate the Instructional Management tasks as much as the
principals did, which could be a result of SEfiot observingprincipals completingach of
these tasks in detail. However, the tasks irBkiernal Relationsimension uniquely loaded
on this dimension in both factor models. This shows that both prisepdlSMT observed

External Relationsasks in a similar manner.

6.3.School and Principal Characteristics

To answeiResearch Questid?) the relation between principal and school
characteristics antthe principal task effectivenesimensions derivettom principalself
ratings and SMT rating wereexamined To answer thisesearclguestionthe leadership
dimension derived from both tipgincipal and SMT rating were utilised with principal school
characteristics. An overview of the principal and school charactengiggresented and

discussed ilChapter 5section5.8, Research Participants

6.3.1Task Effectiveness and Principal Demograplu Characteristics

A oneway analysis of variance (ANOVA) test was conducted to explore whether
principalr at i ngs of task effectiveness were signi
academic qualification and experience in the role and in tieoscThe ANOVA test
suggested that there were statistically significant differences for two of these characteristics:
principal sd academic qualification and exper
In all the dimensionsexcept for the Eternal Relatia@iimenson, on averagdemale
principal ratingsverehigher tharthose formale principals (Tabl6.10). Despite mean sc@re
appeaing to be higher for female principals, these differences were not statistically

significant.
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Table6.10
Mears and Standard Deviati@of Principal Ratings for Leadership Task Dimensions by

Gender
, , Male Female
Dimension
M (SD) M (SD)
School Management 3.77(0.59) 3.81(0.68)
Instructional Management 3.91(0.63) 3.98(0.80)
External Relations 3.79(0.68) 3.74(0.77)
Teacher Quality 3.57(0.63) 3.77(0.70)
Progranme Development and Evaluatiol 3.57(0.62) 3.73(0.62)

Pr i nci paedesaderskigaskéffectivenesn the fivedimensions by principal
age varied across age groups (Td&bld). Typically, principals in the age group of 25 to 30
years ratedhemselvesower in all fiveleadership task effectiveness dimensions conaeitare
other age group&enerally, selratings of leadership task effectiveness by the principals in
the age groups @bove 4lyearswere high in théeadership task effectiveness dimensions
InstructionalManagemenand External Relations. However, average-salhgs of task
effectivenessliffered within and across age grouasdthere were no statistically significant
differencesi n pr i nci p a lsefeadership task gffectiveraess ibynage group.

Table6.11
Mears and Standard Deviati@of Principal Ratings for Leadership Task Dimensions by Age
Group
25i 30 31i 35 36i 40 411 45 46i 50 51i 55 56i 65
Dimension (N=8) (N=33) (N=39) (N=33) (N=19) (N=11) (N=6)
M(SD) M(SD) M(SD) M(SD) M(SD) M(SD) M(SD)
School 3.33 3.77 3.78 3.95 3.90 3.76 3.68
Management (0.65) (0.59) (0.57) (0.67) (0.43) (0.53) (0.43)
Instructional 3.31 3.84 3.88 4.00 4.15 4.05 3.86
Management (0.82) (0.72) (0.63) (0.72) (0.38) (0.73) (0.39)
External Relations 343 3.74 3.77 3.96 3.85 4.02 3.80
(0.70) (0.68) (0.72) (0.73) (0.57) (0.68) (0.47)
Teacher Qualit 3.18 3.78 3.71 3.78 3.87 3.71 3.73
y (0.86) (0.64) (0.63) (0.65) (0.45) (0.60) (0.50)
Progranme 3.04 3.62 3.67 3.64 3.63 3.73 3.67

Devel t and
poveopmentand - (oss)  (063) (063  (0.65)  (0.47)  (0.63)  (030)

Next, a onevay ANOVA test for mean differences in principal sedted task
effectiveness in dimensions revealed statistically significant results for prsxa@patemic

gualification. However, du one group havinfewerthan two cases post hoc test could
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not be carried out. To check which grouna&l statistically significant mean differenteg

groupwith fewerthan two caseg.e., those with dvancedcertificates in teaching), was

removed. Tabl®.12 shows the means and standardat®ns of the principal task

dimensions by academic qualifications.

Table6.12

Mears and Standard Deviati@of Principal Ratings ofLeadership Task Effectiveness

Dimensions by Level &ducational Qualification

ub BD PD MELM OMD DD
Variable M (SD) M (SD) M (SD) M (SD) M (SD) M (SD)
School
Management 4.04(.26) 3.61(.56) 3.8(.39) 3.89(.64) 3.81(.61) 2.93(.17)
Instructional
Management 4.28(.38) 3.66(.63) 3.92(.52) 3.95(.71) 4.15(.60) 3.56(.69)
External Relations 4.17(.17) 3.7(.67) 3.86(.57) 3.75(.74) 3.92(.67) 3(.00)
Teacher Quality 3.8(.35) 3.45(.55) 3.53(.47) 3.72(.69) 3.66(.71) 2.93(.31)
Progranme
Developmentand 3.89(.84) 3.37(.54) 3.67(.70) 3.64(.68) 3.77(.54) 3.11(.19)
Evaluation

Note UD = Undergraduateiploma, BD = Bachelor'slegrege PD = Postgraduatiiploma, MELM = Master's
degreein educational leadership or managem@&iviD = Othemaster'sdegree, DD = Doctoralegree

A oneway betweergroupsANOVA (Table6.13) was conducted to explore the

potenti al i mpact of principal sdéd academic
different task dimensions. The AN\ test suggested that, with respect to educational
gualification, there were statistically significant differences for two of the task effectiveness
dimensions: Instructional Management and Prognamevelopment and Evaluation.
Examining the variablef academic qualifications, there were statistically significant
differences at thp < .05 level in two leadership task effectiveness dimensions: Instructional
ManagemenE(5,145) = 2.71p = .02 and Programe Development and Evaluatidf(5,145)
= 2.46,p = .04. This statistical significance had an effect size eta squared as follows
Instructional Management .@hdProgranme Development and Evaluation .08ccording
to Pallant(2016) these effect sizes are modera#&elukey HSD test for the leadership task
effectiveness dimensions: Instructional Management and Progr&avelopment and
Evaluation indicated thahe mean score for principals withasteés degreesvas
significantly higher thanthose who hatdacheloés degrees

Themean rating of task effectivendss SchoolManagement was significantly

higherp<.lforamast er 6 s d e g rleadershipror neadagendahtina dactaral
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degee.Although, post hoc comparison ibie Tukey HSD test did not shoagroup mean
difference at the% level of significance, the dimension School Managementimdderate
effect size. These results suggest that prinaealscational qualification matters in their
task effectivenessdt might indicate thahma s t e r Opsovickseanterd that directly

supports principalsé6é wor k.

Table6.13
OneWay ANOVAfor the Effects ofEducationalQualification onFive Leadership Task

Effectiveness Dimensions

Variable and source SS MS F(5,145) P d?
School Management
Between 4.26 0.85 2.42 .063 .08
Within 51.07 0.35
Instructional Management
Between 5.72 1.14 2.71 .023 .09
Within 61.21 0.42
External Relations
Between 3.48 0.70 1.47 .205 .05
Within 68.82  0.47
Teacher Quality
Between 3.35 0.67 1.62 157 .05
Within 59.84 0.41
Progranme Development and
Evaluation
Between 4.48 0.90 2.46 .036 .08
Within 52.70 0.36

The selfratings of principal task effectiveness indicate that principals who had more
experience ratethemselvesighly on all the task effectiveness dimensisee{able6.14).
The ANOVA test for mean differences in principal seifed task effectivenesstine
dimensions showed no statistically significant results for principal experietiveiicurrent
job and the total experience of the principal as a principal. Hena@vANOVA examining
the relatiorfor the currertschool experience of the principal was significant for the
leadership task effectiveness dimensions. T@ldlé shows means and standard deviations of
principal effectiveness for each of tleadership tsk dimensions by principal school

experience.
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Table6.14

Mears and Standard Deviati@of Principal Ratings ofLeadership Task Dimensions by

School Experience

. y . More than

li2years 3i4dyears 5i6years 6 years

Variable M(SD) M(SD) M(SD) M (SD)
School Management 3.53(.75) 3.74(.43) 3.62(.52) 3.92(.59)
Instructional Management 3.89(.78) 3.96(.53) 3.83(.77) 3.95(.65)
External Relations 3.67(.93) 3.84(.60) 3.56(.68) 3.86(.61)
Teacher Quality 3.46(.63) 3.67(.50) 3.66(.68) 3.64(.70)
ProgranmeDevelopmentand 5 55 63y 361(57) 3.56(.67) 3.7(.61)

Evaluation

A oneway betweergroupsANOVA was conducted to explore the potenimapact

of principal sd

school

experience on

t he

task dimensions. There was a statistically significant difference pt<th@5 level in one of

the leadership tasiffectivenesslimensionsSchool Managemei(3,148) = 3.53p = 0.02.

Theeffect size wasmedium éta squared = .Q.7Post hoc comparisons using the Tukey HSD

test indicated that the mean scoferincipal effectivenestor principals with experience of

more tharb years wasignificantly different from the principals who only had 1 to 2 years of

school experience. TheANOVA results are illustrated in Tak#el5.
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Table6.15
OneWay ANOVAfor theEffects of Principal School Experience on five Leadership Task

Effectiveness Dimensions

Variable and source SS MS F(3,148) P d?
School Management
Between 3.73 1.24 3.53 .016 .07
Within 52.05 0.35
Instructional Management
Between 0.27 0.09 0.20 .896 .00
Within 66.83 0.45
External Relations
Between 1.70 0.57 1.19 317 .02
Within 70.75 0.48
Teacher Quality
Between 0.91 0.30 0.72 544 .01
Within 62.63 0.42
Progranme Development and
Evaluation
Between 2.17 0.72 1.92 128 .04
Within 55.55 0.38

These resultshowthat principals with higher acadengoalificatiors and more
currentschool experienctypically rated themselves higher on leadership task effectiveness
dimensions. Higher educational qualificas@nd more experience might give confidence to

principals, which enables them to carry out ttligiy-to-dayleadershigasks more effectively.

6.3.2Principal Characteristics and Task Effectivenes8ased onSMT Rating

The SMT ratings of principal task effectiven@gsrenot significantly different with
respect to principal characteristics. The ANOVA test carried out to explore SMT ratings of

task effectiveness of principals showed no significant difference in principal characteristics.

With regard to gendeaverage SMTatings of the principal task effectiveness were similar
(Table6.16). Similar to principal selfated task effectiveness, these gender differences were
not statistically significant. Similarlfhe ANOVA test indicatedo significant differences in
leadersip task effectiveness dimensions identified by the SMT ratings with respect to
principal séd age, academic qualification,

in their current school and total experience.
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Table6.16

Mears and Standard Deviati@of SMTRatings of Leadership Task Dimensions by Gender

] Male Female
Variable
M (SD) M (SD)
School Management 3.67(0.75) 3.66 (0.68)
Instructional Management 3.60(0.71) 3.59(0.56)
External Relations 3.75(0.75) 3.72(0.75)

The SMT raings ofprincipal task effectivenesd not vay much across principas
age groups. However, irrespectivetioé age group, the average rating of Ebgernal
Relationsdimensionwashigher tharthose forthe other dimensions (Talél7). Also, the
ratings ofthe School Managemertasks increased i t h  p ragentitt thepagel goup of
417 45 years. It was observed that similar to principsddf-rated task effectiveness, SMT
ratings of task effectiveness girincipals in theage group 4660 years had a small standard
deviation compared tprincipals in theother age group$ioweva, this result should be

interpreteccautiously as the sample size in most of the grawgsdess thar80.

Table6.17
Mears and Standard Deviatiaof SMTRatings for Leadership Task Dimensions by Age
Group
25130 31i35 36i40 41145 46i50 51i55 561 65
Dimension (N=8) (N=33) (N=39) (N=33) (N=19) (N=11) (N=6)
M M M M M
sp) MGD) opy (sp) (sp) (spy MEP)
School 3.31 3.66 3.71 3.87 3.67 3.38 3.45
Management (0.74) (0.70) (0.68) (0.75) (0.66) (0.83) (2.01)
Instructional 3.45 3.61 3.61 3.75 3.53 3.33 3.56
Management (0.66) (0.67) (0.62) (0.73) (0.54) (0.82) (1.06)

External Relations 3.60 3.73 3.76 3.96 3.67 3.30 3.81
(0.85) (0.72) (0.72) (0.74) (0.65) (0.84) (0.85)

The SMT raings ofprincipal task effectiveness diffmtacrosgyroups of principals
with differenteducational qualificatias Surprisingly, across the three dimensions identified
average task effectiveness ratimysthe SMTof principals who Bld anundergraduate
diploma waghehighest ratedh all the dimensionswith lower standard deviation (Tieb
6.18). Similar finding wereobserved from thp r 1 n cselfpaings ob task effectiveness
by educational qualification (Table 6.12).
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Table6.18
Mears and Standard Deviati@of SMTRatings for Leadelisip Task Effectiveness
Dimensions by Level of Educational Qualification

uD BD PD MEELM  OMD DD
Variable M(SD) M(SD) M(SD) M(SD) M(SD) M (SD)

School Management 4.22(0.38) 3.59(0.75) 3.62(0.78) 3.80(0.73) 3.52(0.67) 3.60(1.11)
Instructional
Management
External Relations  4.31(0.17) 3.67(0.76) 3.50(0.94) 3.87(0.70) 3.63(0.75) 358(0.75)

Note UD =Undergraduateiploma BD = Bachelor'slegree PD = Postgraduatdiplomg MEELM = Master's
degredn educational leadershir managementOMD = Othemaster's degre®D = Doctoraldegree

3.62(1.14) 3.56(0.70) 3.31(0.71) 3.67(0.64) 3.56(0.69) 3.68(1.13)

SMT ratings of principaltask effectivenessincreasen r el ati on t o prin:
school experiencen the task dimensionSchool ManagemermindinstructionaManagement
(Table6.19). The average rating of principal task effectiveness was lowest for the principals
who have been in the school far2lyearsUnexpectedlytheaverage task effectiveness
ratingwas higher for the grougf principals with5i 6 years of experience than the principals
who ha more than 6 years of tleeirrentschool experience.

Table6.19
Mears and Standard Deviationof SMTRatings of Leadership Task DimensidnsSchool

Experience

li2years 3idyears 5i6years More than 6years

Variable M (SD) M (SD) M (SD) M (SD)

School Management 3.55(0.51) 3.68(0.77) 3.74(0.88) 3.70(0.74)
Instructional Management 3.54(0.50) 3.65(0.79) 3.78(0.80) 3.56(0.67)
External Relations 3.65(0.52) 3.84(0.78) 3.83(0.86) 3.72(0.77)

Unlike the principal selfatings oftask effectiveness, SMT ratings of principal
effectivenesseemedot impacted by any of the principal characteristics. The possible
reason fothe lack ofstatisticallysignificantdifferences in meanratingscould be due to less

variaion in SMT ratings of principal task effectiveness.

6.3.3School Characteristics and Task Effectiveness

There werano significant differencgin mean task effectiveness ratig regardto
school characteristics such as school level and &zéoth principal slf-ratingsand SMT

ratings of principal task effectivenesslowever, for school level and size, the rasiby
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principak and SMTappear to bdifferentfor all task effectiveness dimensions. Tabl20

showsp r i n cavepagd tasloeffectivenasdingsof thefive dimensions T h e

meanselfratings for theSchool Management, Instructional Managenasd Teacher

Quality dimensionsare higherwith less variatiorthanfor the External Relations and

Programmeéevelopment and Evaluatiom Gradesl to 10 schools thatradesl to 12

schools.

Table6.20

principa

Mears and Standard Deviati@of Principal Ratings of Leadership Task Dimensions by

School Level

Grades1i 10school Gradesli 12 school

Task effectiveness dimension

M (SD) M (SD)
School Management 3.80(0.60) 3.74(0.68)
Instructional Management 3.93(0.65) 3.91(0.72)
External Relations 3.80(0.70) 3.85(0.71)
Teacher Quality 3.63(0.59) 3.56(0.81)
Progranme Development and Evaluation: 3.60(0.58) 3.62(0.74)

Note 11 10 schoolsN = 114) and 112 Schools = 38)

Both principals and SMT appeared to have a similar pattern of giimgpals

working at differenschool leved. Table6.21illustrates SMT ratingfor principal task

effectiveness by school level.ifidicatesthat from the three task dimensions idéadi by the

SMT, all the task dimensions have high average raforgGradesl to 10 schools.

Table6.21

Mears and Standard Deviati@of SMTRatings of Leadership Task Dimensions by School

Level

Grades1i 10school

Task effectiveness dimension

Grades1i 12 school

M (SD) M (SD)
School Management 3.67(0.74) 3.54(0.71)
Instructional Management 3.61(0.72) 3.58(0.64)
External Relations 3.77(0.76) 3.59(0.77)

Note Gradesll 10 schoolsN = 114) andGradesli 12 schools(N = 38)

Table6.22shows principa elfrated task effectivenegs differentleadership task

dimensioms by school sizePrincipals in large schoolsn averaggeratedthemselvesigh on

the following thredeadership tdseffectiveness dimensionsstructional Management,

External Relations and Teacher Quality. However, principals in small schools rated
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themselvesighly ontheInstructional Management task dimension and it appeared that these
principals hd ratedthemséves higheron the School Management dimension than the

principals in large schools. The finding of principals rating themselves high in small schools
could be due to the close interaction of the principal with the staff and students due to the size
of theschool. This could mean that principah small schoolperceive themselves to bhbele

to manage a school more effectively comparegtiteipals ina large school. It is interesting

to note thatof all the leadership task dimensippsincipals ratedhemselve$igheston the
Instructional Management task dimensiorespective of the school siZéhis could be due

to one of the keyesponsibilitiesof school principabeingto improve teaching anidarning,

the core business of the school.

Table6.22
Mears and Standard Deviati@of Principal Ratings of Leadership Task Dimensions by
School Size
Schoolsize
. <100 101i500 5011900 9017 1,300 130Li 2,10(
gi"’::'gnesf‘;;c“ve”ess (N=16) (N=110) (N=14)  (N=5)  (N=7)
M (SD) M (SD) M (SD) M (SD) M (SD)
School Management 3.92 3.78 3.79 3.42 3.83
(0.39) (0.67) (0.52) (0.43) (0.27)
Instructional Management 4.01 3.9 3.92 3.73 4.21
(0.43) (0.72) (0.72) (0.53) (0.37)
External Relations 3.83 3.81 3.76 3.56 4.03
(0.62) (0.73) (0.75) (0.67) (0.51)
Teacher Quality 3.60 3.58 3.71 3.48 4.06
(0.51) (0.67) (0.68) (0.58) (0.46)
Progranme Development 3.52 3.61 3.55 3.40 3.95
and Evaluations (0.45) (0.64) (0.67) (0.37) (0.52)

Generallythep r i n cavepageselratings of task effectiveness appea@tie
higher for larger schosjin contrastSMT averageatings of principal task effectiveness
werehigher for small schoolseeTable6.23. Even though SMT ratirgpf principal
effectiveness were high adl the leadership task dimensions for principalsmall schools,

thelnstructional Managemendimensionwasrated lower thather dimensions.
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Table6.23

Mears and Standard Deviati@of SMTRatings of Leadership Task Dimensions by School

Size
School size
. <100 101r500 5017900 901i 1,300 13017 2,10C
Task effectiveness (N=16)  (N=110) (N=14)  (N=5)  (N=7)
dimension
M (SD) M (SD) M (SD) M (SD) M (SD)
School Management 4.07 3.58 3.58 3.77 3.7
(0.57) (0.77) (0.61) (0.33) (0.48)
Instructional 3.87 3.55 3.57 4 3.6
Management (0.76) (0.74) (0.35) (0.59) (0.53)
4.19 3.66 3.72 3.71 3.81

External Relations (0.52) (0.82) (0.66) (0.29) (0.51)

Comparing the findings in Tab&22and6.23 principalsin large schools seesdto
have rated themselves highiythe taskdimensiors of Instructional ManagemenrExternal
Relations and eacher QualityHowever, the SMT ratirgof principal effectiveness in the
School Management aritkternal Relationgimensiors werehigher for principakin small
schoolgthan large schoal§ his could belue tothe SMT in small schools workg more
closely with the principal, which enables thedBto observe the principal more closely
compared t®&MTsin large schools.

The data on school size and level violated one of the assumptions of ANSIEA
homogeneity of varianc&herefore, to compare the mean o f  p ratingcoitheieowrs 6
effeciveness and SMT ratings of principal effectiveness by school size and level, an
equivalent nofparametric test, a KrusksVallis test was applied. The Kruskalallis test
revealed that there was no significant difference in principal and SMT sdiysghool size

and level.

6.4. Exploring Task Effectiveness of Principal by Regions

The data was furthemalysedy dividingiti nt o at ol | s <lwoblanol s and
order to find any salient differensm leadership task effectiveness by region. Atoll schools
were further divided into three regiofithese regions amorthern(seven most northern
atolls), central(sevencentralatolls), andsouttern (six mostsouthern atolls The data
revealed that thre weredifferences in principal task effectiveness between principals in

Mal ed6 schools and atoll school s.
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6.4.1TaskEf f ect i veness of Principals i n Maled anc

The average task effectiveness ratifigeeach dimensioby pr i nci pal s of |
schoolswere higherwith lower standard deviatigthan average ratings by principals in the
other regions. Thaverage task effectivenessat i ngs of t he pswereci pal s
less variedhan the principalin atoll schools. The principalsinthescb | s i n Mal ed a
to havetypically rated themselves as highly effective on the following task effectiveness
dimensions: Instructional Management, Teacher Quality and Progr&8ravelopment and

Evaluation (Tablé&.24). Similar to the principalsiMa | e 0 s,dhe priocgals in other

regions alsaypically rated themselvegshighly effective inInstructional Management.

Table6.24

Mears and Standard Deviati@of Principal Task Effectivenessby Male and Ot her Reg

Male' Other regions
Task effectiveness dimension M (SD) M (SD)
School Management 3.93(0.42) 3.76(0.62)
Instructional Management 4.23(0.28) 3.90 (0.69)
External Relations 3.97(0.68) 3.76(0.69)
Teacher Quality 4.09(0.39) 3.57(0.65)
Progranme Development and Evaluatiol  4.00(0.54) 3.57(0.61)

A oneway betweergroupsANOVA (Table6.25 was conducted to explore the mean
di fferences of task effectiveness ratings in
principals. There were statistically significant differences apthe05 level in two of the
leadership task effectivenedsnensions: Teacher QualiB(1,150) = 8.17p = .005 and
Progranme Development and Evaluatid#(1,150) = 6.06p = .015. However, this statistical
significance was small with an eta squared effect size for Teacher Quality of .05 and .04 for

Progranme Devdopment and Evaluation.
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Table6.25
OneWay ANOVALeader ship Task Effectiveness Di mens,|

Variable and source SS MS  F(1, 150) P d?
School Management
Between 0.35 0.35 0.95 332 .01
Within 55.43 0.37
Instructional Management
Between 1.34 1.33 3.04 .083 .02
Within 65.77 0.44
External Relations
Between 0.52 0.52 1.09 .299 .01
Within 71.93 0.48
Teacher Quality
Between 3.282 3.282 8.17 .005 .05
Within 60.257 0.402
Progranme Development and
Evaluation
Between 2.240 2.240 6.06 .015 .04
Within 55.479 0.370
Overall, the principals i n Madedighlyhanhool s

the principals irtheatoll schools. A reason for this could lie in the reportedly higher student
achievement in Maled school s migiigercaivethatt he pr i

they aremoreeffective in their daily taskihan principals in the atoll schools

6.4.2Task Effectiveness of Principals in Different Regions

Principal task effectiveness as rated by the principals varied in different regions. The
selfr at ed task effectiveness was higher for th
the Maldives. Tablé.26illustrates principal effectiveness by regiom the five leadership
dimensions derived from principal ratings. The-sated task effectivenegsthe different
| eadership di mensions was higher for the pri
second highest mean rating of leadership téfgkt/eness was found in the southern region.
It is interesting to note that in all the regions average task effectiveness was greaier than
which indicates that all the principals had selied themselves as effective on a scale from 1
to 5 (1= ineffective, 2= minimally effective, 3= effective, 4= highly effective, 5=

outstandingly effective).
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Table6.26

Mears and Standard Deviati@of Principal Task Effectiveness by Regions

. . . Northern Central Southern Male'

Task effectiveness dimension

M (SD) M (SD) M (SD) M (SD)
School Management 3.78(0.58) 3.61(0.68) 3.86(0.63) 3.93(0.42)
Instructional Management 3.89(0.70) 3.83(0.74) 3.96(0.61) 4.23(0.28)
External Relations 3.79(0.65) 3.66(0.83) 3.81(0.64) 3.97(0.68)
Teacher Quality 3.56(0.62) 3.45(0.73) 3.68(0.64) 4.09(0.39)
Progranme Development and 3.6(0.62) 3.46(0.59) 3.6(0.63) 4(0.54)

Evaluation

A oneway betweergroupsANOVA (Table6.27) was conducted to explore

differences in ratings of perceived task effectiveness across the different leadership task

dimensiongy different regions. There was a statistically significant difference by region at

thep < .05 level in one of the leadership task effectiveness dimension: Teacher Quality

F(3,148) = 3.53p = .016. This statistical significance had a moderate effect size with eta

squared = .07.

For the leadership task effectiveness dimension Te&uality, post hoc

compari sons

significantly different from ratings for the northern and central regions of the Maldives.

usi

ng

t he

Tukey

HSD

t est

ndi

Similarly, for the Programe Development and Evaluation dimemsjposthoc comparisons

using

different from those for the central regidgtowever the averagéask effectivenessatingsin

t he

Tukey

HSD

t est i

ndi

cated

theProgramme Development and Evaluation dimemsi@as not statistically significant in

ANOVA resultsand had a low effect sizetg gjuared =05, see Table. 6.27)
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Table6.27
OneWay ANOVAfor the Effects of Leadership Task Effectiveness of Princip&#ferent
Regions on Five Dependent Variables

Variable and source SS MS F(3,148) P d?
School Management
Between 146 0.49 1.32 .269 .03
Within 54.32 0.37
Instructional Management
Between 1.67 0.56 1.26 291 .02
Within 65.43 0.44
External Relations
Between 1.01 0.34 0.70 .553 .01
Within 71.43 0.48
Teacher Quality
Between 424 141 3.53 .016 .07
Within 59.30 0.40
Progranme Development and Evaluatiol
Between 2.74 0.91 2.46 .065 .05
Within 54.98 0.37

The regional differences in principal task effectiveness indicate that principals in
Mal e6 perceived that t heyleadeeshigtaskban pencipalsf ect i v
in other regions perceived themselvestobeT hes e di fferences are gr e
schools and schools in the northern and central regiresall, pincipalsi n Mal ed schoo
rated themselves more effective in thadership task dimension regarding Teacher Quality
than the principals in northern and central schoaiksd themselve$rincipals in the central
region seemed tiypically perceive themselves as less effective in the Pragem
Development and Evaluatidask dimension thadidt he pr i nci pasts i n Mal e
Nevertheless, it is interesting to note ttietrewere naosignificantdifferences in meaaf any
dimensionopr i nci pal ratings between Maled school
region.This could be due to school context and school size, as schools in the northern and
central regions are typically smaller than schoolglea | e @&he suthérnregion.With
regard to school sizeo statisticallysignificant difference was observedtire overalitask

effectiveness of principals.

6.4.3Student Achievementin Ma | e &6 a rSdhoofst ol | s

The academic performance of schools i n Ma
schools. The average achievement in bd&h Bndmathematicshowed that in both
subjectss c ho ol s | nedthpelfoendbetted gbleca28).
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Table6.28

Mears and Standard Deviati@of Academic Achievement by Regions

. Overall Male' Atolls
Subject
M (SD) M (SD) M (SD)
ESL 29.22 (10.33) 41.63(7.61) 28.05(9.8)
Mathematics 34.62 (7.87) 38.28(5.34) 34.27(8)

The mean differences mathematicend ESLf o r M adio# sthoalswete tested
by using onevay ANOVAS (see Tablé.29. Themean achievement was significantly
hi gher i n MadtodsthossmhESLOF(15150) ©23.67p = .000, eta squared =
.14, which presentsa large effect. The mean difference floathematicachievement was not

statistically significant at thp < .05 level.

Table6.29
OneWay ANOVAfor Mathematics and &by Regions

Variable and source SS MS F(1, 150) P d?
ESL
Between 2,190.16 2,190.16  23.57 <.001 14
Within 13936.33 92.91
Mathematics
Between 191.00 191.00 3.13 .079 .02
Within 9,103.29 61.10
The results for Maled and the aedl |l s show
higherin ESL thanthe schools in the atolls. Theselfat ed pr i nci pal sé | eadeé

effectiveness shows thatompare to otherregiongp r i nci pal s jonavdfage ed sc b
ratedthemselvesighly on all the leadership task effectiveness dimensions. In the previous

section, it was evidentthptr i nci pal s iperceiddheidadk effectivemassose

highly thanprincipalsin the atoll schooldn particular, mean ratings of tteeprincipalsfor

the Teacher Quality dimension were significantly differentfot he pr i nci pal s i n
to those in thatoll schools

6.5. Correlations Between Principal and SMTDimensions.

The third research questibtow do principas perceptios of their task effectiveness
correlate with that of their deputy and lead teachass® answered by using task dimensions
derived from principal ratings (discussed in secdhl) and SMT ratings (discussed in

section6.2.3. It appears that principaltrags of the task effectivenedsnensiors, and SMT
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ratings of theedimensionswere positively correlated, with only some of these being
statistically significant.

The association between the task dimerst@nived from principal ratings and the
dimensons derived from SMT ratings was investigated using a Pearson prodhment
correlation coefficient. Preliminary analyses were performed to ensure there was no violation
of the assumptions of normality, linearity and homoscedasticity. All the correlation
coefficients were positive and small. There was a significant positive correlation between
task effectiveness ratingstime Instructional Management dimensiasrated by SMTr =
.22,n=152,p< .01, and the Instructional Management dimenagnated by principals.

The principalratings for thedimensions of External Relatisand Programme
Development and Evaluation atiee SMT ratings foall the dimensions were positively
correlated. Howear, these correlations were not statistically significant. Tal3@shows all
the significant correlatismarked with an asterisk. The significant correlatiancan
indication that these dimensions have linear relatiosshat are different from zer In other
words, positive correlati@reveal that wheprincipals rated themselveagghly effectivein
the tasks irtheInstructional Managemewxiimension SMTs also rated them highlgffective

Table6.30

Correlatiors of Principal and SMTRatings inEachDimension

Principal dimensions

. : School Instructional External Teacher Programme
SMT dimensions . : Development
Management Management Relations Quality .
& Evaluation
School Management 18 .16 .01 15 A1
Instructional oo oo 07 19 16
Management
External Relations 15 19 .04 16 .09

Note **p < .01, *p < .05 (2tailed)

6.6.Predicting Student Achievement Using Principal Task Effectiveness

The fourth and fifthresearctyuestiors of this study werd o what extent ia
principald perception of their task effectivengssdictive ofstudent achievemen#hdTo
what extent are deputy principalsé and | ead
effectivenespredictive ofstudent achievemenT® answer these research questistisdent

achievement data and the task dimensions identified by principals and SklTsee in
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multiple hierarchical regressienFor the regression anaégs the dependent variable was

student achievement and the independent variables were the leadership dimensions identified
in the factor analysis: School Management, Instructional Mamagt, External Relations,

Teacher Quality and Prograne Development and Evaluation. The data indicated that

principal task effectiveness of the teacher quality dimension rated by principals predicted
student achievement inr9E. However, SMT ratings of picipal task effectiveness the

leadership dimensior#id notpredict student achievemanteither subject

6.6.1Hierarchical Regression Procedure

Theprocedurdollowed to conducthe hierarchicaimultiple regressiosiwas the
processdescribed in Field2018)andPallant(2016) The assumptions of multiple
regressiofd normality, linearity, independence and homoscedasticitgsiflual® were
checked prior to conducting multiple regression. The graphs of zpred vs zresid were checked
for the assumptions of normality, linearity, independence and homoscedastidit 8@
plot was checked for normality. In all cases, the residual plots were agadiangular
shape showing that the assumptions of linearity, independence and homoscedasticity were
met. The dots of ? plots lie generally along the diagonal, which indicatesrmal
distribution.The plotsderived from the datsuggestdthat the residualaere normally
distributed.

In addition, multicollinearity was cheellby using bivariate correlation among the
independent variables and using variance inflation fadtiéf)( When the bivariate
correlation between the independent varialdgseater than .8 artie VIF is greater than
10, there exist serious problems of multicollineafiield, 2018) For te current study, none
of the independent varialslen the principal modehad a correlation coefficient above tBe
VIF wassubstantially greater than grasdthe tolerance statistivaswell above .1.
However, the SMT model had bivariate correlatigrsater than .8 (as seen in Talgl®).
Nevertheless, these intercorrelations weregneater than9. Some literature suggests that
issues of multicollinearity exists when factors have correlatgyeater thar® (Pallant,

2016) However, there were some high correlagighe VIF waswell below 10 and the
tolerance statistiwasabove .1. In cases where thé#=\fs above 10 and the tolerance
statisticsareless than .1Imulticollinearity exists(Pallant, 2016)Hence, here was no
multicollinearity in the SMT factor@Pallant, 2016)Furthermore, to test for outliers,

Mahalanobis distance was calculated and tested usimgsguare distribution. This tes
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showed three cases wilprobability of less than .001 indicating that these thrasesare

outliers. Therefore, the cases wistprobability of less than .001 were removed priothe
regression anal ysi s. dshaecewasa X9@nahisbelowdne,e of Co
therefore, these cases may not haagany undue influence on the results of the mdalat,

the outliers were still removddom the analysiso get a precise result

6.6.2Predictability of Student Achievement:Using the Principal Model

This sectiorpresentshe results of thanalyse®f principal task effectiveness
dimensions identified by the principal ratg)gn predicting student achievement. The main
findingsin this sectiorare: first,of the five principal task edictiveness dimensions, only
Teacher Quality dimensigoredictsstudent achievement inrdE. Secondcontrolled variable
s ¢ h o o | aclsevgment and principalirrentschool experience predict student
achievement ifeSL.

A hierarchical multiple regregm was used to assesbether principal task
effectiveness in any of tHeve leadership task effectiveness dimensig@chool
Managementinstructional ManagemeriExternal RelationsTeacher Qualityand
Progranme Development and Evaluatipras rated by thprincipak, predict student
academic achievement irSE. The control variables ¢ h o o | dclsievgment in L and
principal experience in the current school were enter&legsl, explaining 35.3% of the
variance in student achievement i8SLE After entry of theSchool Managemeninstructional
ManagementExternal RelationsTeacher QualityandProgranme Development and
Evaluationdimensionsat Step2 the total variance explained by the model as a whate w
40.0%,F(7, 137) = 13.0% = .001. The five leadership task effectiveness dimensions
explained an additional 4.7% of variance in stude3it Bchievement, after controlling for
s ¢ h opoidr BS& achievement and principal experience in the current scRagjuared
change = .04F change (5, 137) = 2.1p,= .064. In the final model, only two control
measures were statistically significant, with Teacher Quality recording a higher beta value
(beta=.29,p < .05) than the principal experience in the current schmhe& .22,p < .01)
(SeeTable6.31). These beta values indicate that prinGgpédl r at i ngsaskof t heir
effectiveness ithe Teacher Quality dimension ésmoderate predictaf student
achievement, whereas principal school experience is a weak predictor in student

achievement.
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Table6.31
Hierarchical Regression Analysis Suamnfor Leadership Effectivees Dimensions
Predicting StudenESLAchievement (N=145) (Principal Model)

Step and predictor variable B SEB b R? gR?
Step 1.
Prior ESL achievement 0.56 0.07 0.54* 0.353
Principal experience in the current schoc 0.22  0.08 0.15*
Step 2:
Prior ESL achievement 0.55 0.07 0.53* 0400 .047
Principal experience in the current schot 0.25 0.08 0.22*
School Management -0.53 0.3 -.022
Instructional Management -0.23 025 -0.11
External Relations 0.21 0.2 0.1
Teacher Quality 0.63 0.24 0.29*

Progranme Development and Evaluation -0.2 0.21  0.09
Note * Significantb v al ues

A similar analysis was conducted faincipal task effectiveness ratings and their
relation withmathematiceichievement. Step 1 variableshoob prior achievemenin
mathematicandprincipal experience in the current school, exm@di®8.1% of the variance.
The model was significant with(2, 141) = 22.5% < .001. Five leadership dimensions
explained an additional .7% of variance in studeathematicgchievement, after
controlling forschoob prior mathematicechievement and prifgal experience in the
current school, R squared change =.@0ghange(5, 136) = .27p = .929.In the final model,
only schoob prior mathematicachievement was statistically significgbeta= .51,p <

.01). Table6.32 shows the sumany of thehierarchicalmultiple regressioranalysis.
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Table6.32
Hierarchical Regression Analysis Suamnfor Leadership Effectivees Dimensions

Predicting Student Mathematics Achievement (N=1B&cipal Model)

Step and predictor variable B SEB b R? qRR?

Step 1:
Prior mathematicsichievement 0.48 0.07 050 0.281
Principal experience in the current schc 0.13  0.06 0.14

Step 2:
Principal experience in the current schc¢ 0.13  0.07 0.15 0.288 0.007
Prior mathematicsichievement 049 0.07 0.51*
School Management 0.02 025 001
Instructional Management 0.1 0.21 0.06
External Relations -0.03 0.17 -0.02
Teacher Quality 0.09 0.2 0.05
Progranme Development and Evaluatio -0.19 0.18 -0.11

Note * p< .05

6.6.3Predictability of Student Achievement: Using SMT Model

This sectiorpresentghe results of thanalyses oprincipal task effectiveness
dimensions identified by the SMT ratmgn predicting student achievememheresults
revealed that the SMT ratings of the principal task effectiveness dimensions do not predict
student achievement mathematicend ESL.

Similar to the principal dimensions, a hierarchical multiple regressasused toest
whether thehree leadership task effectiveness dimers{Behool Management
Instructional ManagemenExternal Relations based orthe SMTratings predict student
academic achievement irSE. The control variables ¢ h o0 o | @clsievgment ikE$L and
principal experience in the current school were enter&legsl, explaining 35.3% of the
variance in student achievemen&8L. After entry of theSchool Managemepinstructional
ManagementExternal Relationslimensionsat Step2, the total variance explained by the
model as a whole was 35.8%(5, 139) = 19.32p < .001. The three leadership task
effectiveness dimensions explained an additional .5% of variance in sifslent
achievement, after controlling fprior ESL achievement and principal experience in the
current schoolR squared change = .005change(3, 139) =.33p = .807. In the final model,
none of the leadership task effectiveness dimensions was statistically significan®.Bable

shows the smmary of Hierarchical Regression.
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Table6.33
Hierarchical Regression Analysis Suamnfor Leadership Effectivees Dimensions
Predicting Student English Language Achievement (N=146) (SMT Model)

Step and predictor variable B SEB b R? qR?
Step 1.
Prior ESL achievement 0.56 0.07 0.54* 0.353
Principal experience in the current sch¢ 0.22  0.08 0.19*
Step 2:
Prior ESL achievement 0.56 0.07 0.54* 0.358 0.005
Principal experience in the current sch¢ 0.21  0.08 0.19*
School Management 0.1 0.28 0.05
Instructional Management 0.13 0.27 0.07
External Relations -0.13 0.25 -0.07
Note * p< .05

A similar analysis was conducted for theathematicschievementThe Step 1
variabless ¢ h o o | mathenpaticahievement and principal experience in the current
schoo] were able to explain 28.1% of the variance in student achievemmatlirematics
After entry of the School Management, Instructional Management, External Relations
dimensions datat Step2, the total variance explained by the model as a whole was 31.7%,
F(5, 138) = 12.79p < .001. The three leadership task effectiveness dimensions explained an
additional 3.5% of variance in studenathematicsichievement, after controlling for
schoob s mnathematicachievement and principal experience in the current school, R
squaredcchange = .035; change (3, 138) = 2.3p,= .07. In the final model, only one control
measurgprior mathematicschievementwas statistically significanbgta= .49,p < .001).

The next highest beta value was .24tfarInstructional Management dimeas and this
beta was not statistically significantthe 5% level. Table6.34 shows the sumany of the

Hierarchical Regressicanalysis
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Table6.34
Hierarchical Regression Analysis Suamnfor Leadership Effectivees Dimensions
Predicting Student Mathematics Achievement (N=18%TModel)

Step and predictor variable B SE B b R? qR?
Step 1:
Prior mathematicechievement 0.48 0.07 05* 0.281
Principal experience in the curresgthool 0.13  0.06 0.14*
Step 2:
Prior mathematicechievement 0.47 0.07 049 0.317 0.036
Principal experience in the current schc 0.13  0.06  0.15*
School Management -0.03 0.23 -0.02
Instructional Management 0.38 0.22 0.24
External Relations -0.07 0.2 -0.05

Note * Significantb v al ues

The selfratingsand SMT rating of the principal task effectiveness indicated that the
dimensionsdentifiedby the SMTs were not predicting student achievement, whetieas
Teacher Qualitglimension as rated by principgdsediced student achievement BSL. The
dimensionased on the SMT ratinglsd notpredict student achievememterhapsa reason
for this finding coudl lie inthatthe SMT modeldid not have a separate Teacher Quality
dimension. Ithe SMT model the Teacher Quality tasks wengcluded in thdnstructional
Managementlimension It could also be the case tlile highintercorrelatiors among the
three SMT dimensiaghindered the prediction of student achievement.

The results also suggest that one of the control vasighiacipal experience in the
current schoglis predictive of student achievement. It is evidentéiatr i n cexpereethcd s
in theschoolcontext is more important in predicting student achievenamt aprincipab s
generaleadership experience. It seems theiter performingchools have principals

working in the same school for a longer time.

6.7.Summary

This chaptehasfocusedon the results obtained from the principal leadership task
effectiveness survey completed by both pringjpald their SMT members. Principals
through their ratinggelineated five leadership task dimensiddshool Management,
InstructionaManagement, External Relations, Teacher Quality and Proggam
Development and Evaluation.

SMTsdelineatednly three leadership task dimensions, whigre similar tahe

first three dimensions of the principabdel The rating of effectiveness of the individual
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tasks showdthat principals rated themselvgsnerallyashighly effective,while SMTs
typically rated principals as satisfactorily effectiveurthermorethe principalswere more
consistent irtheir ratings than the $ITs. Principas academic qualification and school
experienceseemed ttvave an impact on their ratimg their owntask effectivenesg.he
average selfatings of principal task effectiveness wesrgnificantly different for principas
with ma s t degreBsandcurrentschool experiencébi 6 yearg. Both principals and SMTs
perceived principalas beingnore effective irschool Management, Instructional
Management and External Relations@madesl to 10 schoolthanGradesl to 12 schools.
Though no significant differences exadtin principal task effectiveness rated by both
principals and SM$by school size and levdignificant differences were seen between
principals in Mal e odthesorthemand sent@lmegisnthese s c h ool s
differences were evident in princigabelfrated task effectiveness on the Teacher Quality
and Programme Development and EWaation task dimensions.

The findings of this studyrevealed thaprincipal effectivenessn the Teacher Quality
dimensionpredictsstudent achievement BSL but notmathematicsAnother interesting
finding was the higlexplained variance of principatrrentschool experience in student

achievement.
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Chapter 7. DISCUSSION

The purpose of this study was to investigate principal task effectiveness from the
perceptions of principals and SMTs, and the relations between perceived principal task
effectiveness and student achievement in the Maldives. Survey data from principals and
SMTs and achievement data from all schools in the Maldives offering IG@&Htematics

andESL were used to investigate the relations between perceived principal task effectiveness

and student achievement.

This study identified a comprehensive leadersagk effectivenessameworkfor
principals in the Maldives. Thisameworkincludesfive key dimensionsf principal
leadershipnamelySchool Management, Instructional Management, External Relations,
Teacher Qality andProgramme Development anévaluaton. Of these five dimensions,

Teacher Qualitypredicted student achievement in the IGESHE examination.

This chapter returns to the research questions of this study to structure the discussion.

Prior to discussing the research questions, the firsoseictithis chapter contextualises the
work of school leadership in the Maldives. It is important to discuss how principals and
SMTs in Maldivian schools conceptualised
leadership, because leadership diflrssscontexts. Furthermore, with the findings of this
study; it is possible to compare and contrast how leadership effectiveness differs across

contexts.

7.1.Contextualising the Work of Principal Leadership

The five leadership dimensigras perceived by prinzals,found in this study are
similar to those in the principal task effectiveness studies undeitake®US and China by
Grissom and Loef011)and Zheng et a{2017) yet there are some specific differences

These differences in perceptions might be due taltfferences between tloiltures
and school systems of the Maldivaasd the US and China, wigestudies similar to this study
have beenconductetdn t hese distinct cultures, the
are characteristically differenthe Maldivian education system is centralised and strongly
hierarchicalDi Biase, 2019; Shafeeu, 2019his feature of a centralised education system is
similar to the Chinese conteftt-n. Wong, 2004) but it contrasts with #ghsystem of th&S
where principals are more autonomous in managing their scfttexteock etl., 2019;

Snell, 2013; Thattai, 2001frurthermore, the three countries are different in societal, cultural
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and professional aspects, thus principalsbo

potentially different in theseountries.

All three studies distinguished five leadership task effectiveness dimensions from the
perspectives of principals and three dimensions from the perspectives of whehners,
lead teachers, assistant principals or deputy pringig&dy differenceslayih e ader s 6
specific conceptualisation of the task dimensi@egTable. 7.1)In the current study
principals separated dag-day instructional tasks and the management of the instructional
programme into different dimensiortor instance, Maldivian praipals divided the teaching
and learning dimension into three separate task dimen@imigictional Management
Teacher QualitandProgramme DevelopmeandEvaluatior). This wasm contrast to the
single dimension of instruction managemielentifiedin the Chinese and.8. contexs. The
findingsof the current study with regard to instructional leadership practices confirms
previous findings on instructional management dimensions of principals idemif@fRS
(Hallinger & Murphy, 1985)Althoughthe PIMRS labelled the dimensions differently, the
underlying or conceptual underpinning of these tagssimilar. While PIMRS focusdon
the frequency of leadership practices, the current study measured psinagreeived task
effectiveness.

Furthermore, in the Maldivian contesthool administration was perceived as a
single task dimension (School Management)ereasChinese and $. principalseach
divided these tasks into three separate dimenskordhe US$these were internal relations,
organisationand managememind adninistration whereasfor Ching these were visibility
and direct participation, internal environment, and planning and persénpestsible
explanation for Maldivian principals havirgglarger andbroader conceptualisation of the
school management dim&on could be thatn the pastprincipals in the Maldives were
trained as manageasidattended one training course that covered all the dimensions of
school manageme(¥SO, 2005) The wide focus under the umbrella of school management
training might have contributed to their conceptualisation of these tasks and a dichotomous
perception of leadership and managemS8citool leadership policyelating to the work of
principals has dg recently started to focus more on instructional leader@hgi, 2010a;
National Institute of Education, 2014)ne thing we can draw from these findings is that t
different definitions of the leadership dimensions by principals in different couintdiestes
that identification of these leadership task effectiveness dimensiocostext specific.

The identification ofinexternal elationsdimension by the SMJis also specific to

the current studyas in the US. and Chinesstudiesthe externalrelatiors dimension was not
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identified by assistant principalsr teachers Compared to th&)S and China, schools in the
Maldives are smaih terms of the number of staff and studearid they hava different
schoolstructure Schoolsmostly serve botprimary and secondastudentsandare

relatively small withenrolmens of fewerthan 500 student®ue tothe lowemumber of

students in the majority of Maldivian schools, it is possible that principals may work more
closely with theiiSMT members; hence, SMTs get more opportunities to observe principals
engaging in different tasks, includitige External Relationsimension taskgd-urthermore,

these small schools are also located in islands with low popida8onprincipals tend to

have closer relationships with the island commesgiboth inside and outside the school,
making their role more visible to the community.

The current study utilised inGevelggmsggam and Lo
revised frameworkpecific toleadership task effectiveness in the Maldivian schools. This is
the first leadership task effectiveness framework developed in the context of the Maldives
and it provides an opportunity for understandiogv school leadershiis perceived by
leaders and otheesd its impacts on student achievem&his framework might bevaluable
in terms ofinforming the design ofprofessional learnintpr leadersn Maldives because
identifies keyleadershigasks thatwhen engaged ieffectively, can support school

improvement.
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Table7.1

Principal Leadership Task Effectiveness Dimensic®ssContexts

Category Dimensions
Maldives ust China?
Teaching and Instructional Instruction Instruction
Learning Management, Management Organgation
Teacher Quality,
Progranme
Development and
Evaluation
School School Management Internal Relations Visibility and Direct
Administration Participation
Organisation Internal
Management Environment
Organgation
Administration Planning and
Personnel

Stakeholder External Relations External Relations External Relations
Involvement
Note *Grissom and Loeb (20113%Zheng et al. (2017)

Finally, the dimensions ahe current studydiffer from those obther general
leadership framewodsuch as th©LF andthe LCLF (Leithwood, 2012b; Murphy et al.,
2006) Thesegeneraframeworks describe overarching key practices and personal
characteristics rather thanincipal effectivenessn specific tasks. For exampline OLF
identifies essential practices such as setting goals, aligning resources with priorities,
promoting collaborative learning cultures, using data and engaging in courageous
conversationglL eithwood, 2012h)However, the OLEloesnot measure effectiveness of
principals inthese vital practices. Similar to this the LCLF also measurdsdipgencybut
not the effectivenessf principalstask completiorfMurphy et al., 2006)Measuring the
frequency of practies may not be sufficienas the frequency of engaging in a task is not the
same as completing a task effectively. Completing agsktively is arguably more
important than the frequency with which one engages(Brissom & Loeb, 2011; Zheng et
al., 2017)

This sectiorof the discussion has exploredw leadership task effectivenessay be

influenced by the context whichit is embeddedThe next sectioaddresssthe first

research question, which relates to princi

tasks from the perspectives of both principals and SMTs.
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7.2.Perceivel Principal EffectivenessAcrossLeadership Tasks

This section discusses the findings in relatioth&ofirst research questioHow does
princi pal aféctiveness egadrogsdeddership taskghe key findingwas that
principals generally bedived that theyereeffectivein thesurveyedeadership task The
main findings discussed within this section incltigietask itemsn which principals rated
themselves the least atite most effectivePrincipals on averaggrated themselves thedst
effectivein programme development and evaluation tasks. three tasks in which
principals rated themselves thmost effectiveall in the Instructional Management
dimensionleading effective meetings, planniR@, and managig student attendance.

Having a coherent educational programme across the school and effective delivery of
lessons are vital for the school improvement. However, the principals in the current study
typically rated themselves theast effectiven thetasks inthe ProgrammeDevdopmentand
Evaluationdimension One of the possible reasdor this could be thatliapublic schools in
the Maldives utilisehesame curriculum and text booi8i Biase, 2018)therefore principals
are less involved in programme development and evaluationtbesk the other areas of
teaching and learnin@his findingis an important one for further considerationiastéd
flexibility to use teacher innovation to delives$®ns and to cater for the individual needs of
students might be a hindrance to Maldivian s
capacity to develop deewnceptualinderstandingnd learningFindings from a largecale
assessment study of 17,000dents acrosGradest, 7 and 9 indicated thah the Maldives,
students performed better on basic recall questodpoorly on conceptual understanding
(UNICEF, 2014) If schoolshadgreatefflexibility to deliver the curriculum, with their own
choices of texts, teachereuldbe more creative to catér theindividual needs of students
and principalouldbe more involved in programme development.

Interestingly, all three tasks in whighincipals rated themselvéise mosteffective
on averagewere in thdnstructionalLeadership dimension. Thisan important finding as
Maldivian principalshavetraditionallybeenmore manageentfocused Only recentlyhave
educational policies focused more on instructional leadership pra@iog&s 2010a;

National Institute of Education, 2014)he fact that principals ratedemselvess effective

in teaching and learning tasks implies that this particular policy sedmashtavingseveral

positive impacdon pri nci pal s 06 Thetasggincpdisitypicakymated t me n t .
themselves highleffective inwere leading meeting planningPD, and managing student

attendance
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First, principals in this study believed thhéywere the moseffective in leading
meetinggn comparison to other taskdseading effective meetings amimportant aspect of
managingaschooland it is imperative for school improvemelteetings carservedifferent
purposegLeBlanc & Nosik, 2019)In a schoqlthepurposes of ataff meetingvary from
meetings focused on broad directa®iting to specific planning famstruction To be
effective, t is importanthat principas utilise these meetings to encourage teachers to take
responsibilityfor their own goadand planning s o t hat teacherso6 goal s
s c hool ogwalstMeyer Sinhdma, & Patuawa, 2018)icheffective planning can
minimise classroom disruptions, leading to successful ledslorery. Effective meeting can
reduce direct and indirect cost to the organisdtion cr eating cl arity in r
daily work, minimising time spegn nef f ecti vely i n meetings, and
uncertainty and stregéllen et al., 2008; Leach et al., 2009; LeBlanc & Nosik, 2019)
Meetings are thua place where principgtandemonstratéheir leadership effectiveness
directly to teachers, which céild trustamong principals and staff, and heeen shown to
be pertinent to school improvemgBtryk & Schneider, 2003)Thus, it isan encouraging
finding that Maldivian principals perceive themselves as effective in leatetings
however further research might be needed to examine what Maldivian principals understand
as effective meetingséashi s mi ght di ffer to the understan
on the basis of their education and leadership perceptions.

Second, principals typicallyerceived themselves to be effective in planrigyor
teachersThe finding is consistent withrevious researcstudies in the Maldives by Wafir
(2011)andA. Mohamed et al(2015) Thesestudiesconcludedhat principals continued to
enhance instructional leadership practices by providing PD opportunitieir teachers. It
is a positie finding in regard to improving student achievement in the Maldives, because
research indicates that principalsd involven
devel oping teacher s 6 Rbhnsowétald20fandiBurme d e s on, 20
increasing hei r st u d(A&kibd &Liang| 201%;rAnderasgn & Palm, 201Existing
literature asserts that planningdamplementing PD is one aspexchereprincipals can
enhance teacher s 6(Akers e al.s201d;dBmdeson,2000; R.dvitchell,n s
2013)Ef f ecti ve PD programmes i mprove teacherso
their classrooméYyoon et al.,, 2007) P r i acdtive pmalvemeént in planning and
implementing PD programmes for their teachers can have a positive impact on student
achievement (Bredeson, 20pbinson et al., 2008Researclhasalso demonstrated the

crucial role of principals in motivating and exggngwith teachers in professional learning
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(Hallinger et al., 2019; Robinson et al., 200B)e cause of principd&igh perceivd task
effectiveness in PD tasks could be due to the ongoing focus on PD in educational policy in
Maldivian schools. The PD policy formulated by theBn 2009 states that principals have
to plan and implement PD activities in their respective scid, 2009; Shafeeu, 2019)
The policy focus on principals6é responsibili
have built princiopverltimed capacity in this area
Third, interestingly, principals in this study believed that they \uegkly effective in
managing student attendance. Managituglent attendance is not generally regarded as an
instructional leadership task in the literaturewever in this study principals identified this
as a task in the instructional management dsimen This could be due to the direct link
betweerstudent attendance and achievement. Research shows that managing student
attendance is an important aspect to improve student achievement. The findings of Balfanz
and Byrneg2006) Gottfried(201Q 2014)and Nicholg2003)highlightedthe importance of
monitoring studerst attendance to ensure their success in schoal similar manner, low
attendance in school hindehe academic success of studefi2e@mir & Karabeyoglu, 2016;
London et al., 2016; Morrissey et al., 2014; Ozkanal & Arikan, 20118 high perceived
task effectiveness of principals in monitoring student attendanceedlisctsthe recent
introduction of attendance policies in Maldivian schpualkich requireprincipals to be more
responsive to better maintain or facilitate record keeping of attendance in their gbtaib|s
2016c¢)
The next section discusses the second research qu@stighat is the perceived
relation between principals and school characteristics and their task effectiveness through

seltrating and rating by deputy principals and lead teachers?

7.3.Leadership Effectiveness: Principal and SchodCharacteristics

This section addresses the second research questionexpiohesprincipal and
school characteristics that may enhance leadership effectiveness. In the following
sulsectionsthese characteristics and their relation to perceived prinaegaeffectiveness
are discussed in light of the empirid¢@dingsfrom this study

7.3.1Principal Characteristics

Findings of the current study indicate that individual fagera c h as pri nci pal

educational qualificationselated tahework of a principalhave a significant relation to
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their perceived effectiveneds. addition, principa éxperience in the school they work in
playsa rol e in princicivarlessd6 perceived task effe

First, this studyrevealed that when principals had a higher educational qualification
related to their role, such asrea s t egre@their delfratings of task effectiveness were
higher. Higher academic qualifications might aid principatiical analysis of their work,
andtheir feelings otompeteneand confideneto deal with various situations. Furthermore,
academic programmes might provide both theoretical and practical knowledge of teaching
learning and school management whichrimipals can then apply to their work contéhs
raising their perceived effectiveness. This finding corroborates recent studies thahatsert
principal sd perceived effectivengGrssom&cr ease
Loeb, 2011, Valentine & Prater, 2011)

Surprisingly, in the current studgrincipals who held doctoral e&gree did not rate
themselves significantly higher than those witihha s t degre®.9One plausible explanation
for these findings is that tldoctoral degreesay not necessarily have been related to the
specific work of the principals. However, the stutig not collect data on the field in which
the doctoral degrees were complef&ais finding of the study should be interpreted
cautiously, as one limitation that is worth noting is the small sample size of participants with
adoctoral degredt would beinteresting to explore the value and importancgrattitioner
focused higher education and/or doctosébe principaldleadership practice in future
studies.

This study showed that less tha#b of the principals in the Maldives held a
gualification bwer than @ a ¢ h e Igee. Brimcipdiin this study with qualificatslower
than bachelds degrees were school heads, whbas temporary principal&s per the
MOEG s pol i cyni mpe mati ipvaéd s6 mi ni mum quaardoti fi cat.i
continue to work as principals unless they upgrade their qualification. The current study
found that more thaB0% of principals held qualifications lower than a postgraduate
gualification. Principals witla loweracademic qualification may lackemecessary
knowledge and expertise to lead the school and thus effigotingage in the tasks and
dimensions of leadershiphis could be a factor that impasichooleffectivenesshowever,
this has not been closely examined in this study

Second, rare experienced principals perceived themselves to be more effective than
less experienced princigaOne of the interesting findings the current study ighatrather
t han pr i nenceimtheis curreatxofe & the schoml their total experience as a
principal the totalexperiencef the principain thdr current school ldhan impact ortheir
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perceptions btheir owntask effectivenes§ hese results reflect those of Sinnemalet
(2015’ wh o al so found that principal swereyears of
predictive of principalsd overall rcesthi ngs of
the current studyit could be thap r i n cexperaemcs iB the current school provides the
necessary time to familiarise themselves with the school context and culture. In Singapore,
L. H. Wang et al(2016)found that principals would draw on their experience acquired
working asanassistant principal in the same school, to shape their way to lead the school.
In the current study, some of the principals had more experienceriviehef
principal, yetthis experience had not been accumulated by working in the same school.
Moving from one school to another requires principals to spend a considerable amount of
their time in school on familiarising themselves with the new school context. On the other
hand, working in one school for a longer period of time seems to provide princigials w
moret i me t o | earn about t;bas@blishcelatmoshigs svithstaffnt e x t u &
students and the communignd thus be more effective in leading and managing the school.
This finding suggests anadequacy of current poliayhich consantly movegrincipals
betweerschoolsrather than leaving tinefor a continuous and extended period of time in one
school The frequent change of principals from one school to antitbemightimpede
school improvemeniDeng & Gibson, 2008; L. H. Wang et al., 2016)
The next section discusses the findings of the current study regarding school
characteristics that relate to principal leadersagk effectiveness.

7.3.2SchoolCharacteristics

Thespecificschool contextanalsohavean important impact on the effectiveness of
principals.The school context includdise size, structure, geographical location and
resources of the school.

First, the findings of this studyndicate that principals in large schools perceived
themselves as more effective in all leadership task dimensions. Similarly, Grissom and Loeb
(2011)found thatthough minimal differences appedin principal selfrated task
effectivenessprincipals in larger schools selitedthemselvesigher on external relation
tasksthan their colleagues in smaller schadiowever, a converse result was observed from
the perspectives of the SMTs in this study. SMTs perceived prinaipsisall schoolais
more effective irmost of thdeadership task dimensions than those from largeatshA

principal in a small school does not have the benefit of many administrative and support staff
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in comparison t@rincipals inlarger schoolsHence, principals in small schools may be more
involved in the dayto-day tasks of the school Hmatthe SMTs may observe principal tasks
more closely than they would in larger schools. It could also be possible that principals of
larger schools have more previous experiendbe roleand this might influencprincipal®
selfratingsin task effectiveness.

Second, similar to school size, minor rating differences were found for principal
effectiveness betweddradesl to 10 schoolsandGradesl to 12 schools. Both principads
and SMB matingswere higher for principals in schools serving students f@yadesl to 10.
However, these rating differences were not statistically significant. This finding is consistent
with findings by Grissom and LogB011)whichrevealecho significant differences in
principal task effectiveness by level of schdolcontrastGaziel(2007)found that the
leadership requiremesiand practice might be distinctly different at different levels of
schools. The school structure in the Maldives is such that there are no separate primary or
secondary schools and principals manage both primary and secondary grades. In larger
schools, pncipals work with two deputy principals; one deputy principahagegrimary
classes while the other deputy manages the secondary classes. In these instances, the
principaloverseesverall school activities and delegatbe leadership tasks accordingdy
therelevantdeputy or lead teacherBhe specific structure of the Maldivian schools might
explain the lack of difference in ratings.

Third, there are significant differences in fherceivedask effectiveness of principals
in schools intheatolls incomparison tahe capital cityMa | €hé& couldbe due to
socioeconomidifferences between the schools in the atollsamdanl e 8. The i ncome
of the resident syhigher thaolf tkoden the aollssvih@meah i cant |
income of MVR 58 and MVR 27 per day respectivi@gian Development Bank, 2005)
Differences in education quality have also beeerdbt bet ween Mal ed and t h
Education for Allcountry reporfor 2000(MoE, 1999)highlighted that the difference in the
gual ity of educati on av aanlbeatributed to both bocidl énd Ma | e 6
equity problems. A recent sty on household income and expenditure revealed that these
differences still continu@National Bureau of Statistics, 2018urther, there is a wide
income disparith et ween residents of Maledé and reside
(National Bureau of Statistics, 2018)owever,there is a lack aoflata onsocioeconomic
differencesatstudentangd c hool | ev el theatolldVehilersocidlerdnemic a n d
factors have been shown to impact student achieve(fiantera & Bliss, 2011; Perry &
McConney, 2010; Sirin, 2005he principal maystill be able to improve student
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achievement througlosteringexcellencen teaching and learningffective resource
allocation and hiring competent teachers.

Fourth,asignificant difference was found between schools by their geographical
location:northern, central, souttrnandthecapitalM a |. €h@ése significant differences were
observedetweerthe principalofMal e 6 school s themodherh dnégentsac hool s
regions in the tasks associated with the dimensioheacherQuality. Significant differences
were also evident for the priipals in schools ithecentralr e gi on and i n Mal ed
the tasks associated with the dimensioPasgramme DevelopmeandEvaluation
Interestingly, there were no significant differenageself-ratings of the principals between
Ma | e @Ghesouhdrnregion. This meanthat theperceived task effectiveness of the
principalswassimilar in both thesouthermr e gi on and HédadverNalse® ood¢ Is0 0|
principals ra¢d themselvekigher thamprincipals in thenorthernandcentralregion schools
This may be due to the contextual features of the schiodtgese regionsTheislandsin
these regionareless populadand geographichl more disperseah naturethan the islands
in the southern regioffhe islands in these regions are hesegaratd from more urbanised
islands and havdewereconomic activities anféwerresourcegDi Biase, 2018)This
remoteness detaches the printdgeom the hub and centrality of a modern lifestydience,
it might be a challenge to attract and recruit competenhiyeperforming principals to
these rural and remote schools.

Vacant principal positions iatoll schoolsften attract very few candiates. For atoll
schoolsthe interested candidate wilftenbe a schoolteacher withe minimum
gualificationandlimited experience imleadership post. Thus, this candidate may hlage
contextual experiende the school, adiscussed abovélowever,such candidatesould
lack more specialiselnowledge and expertise sthoolleacership In addition, principal
positions in small atoll schools apéien utilised as a steppirggjonetowards acareer in
leadership and management in larger schdolcontrastthere isstrongcompetition for
principal positionsiMal ed school s, given its central | o

Furthermore, principals may be encouraged to perceive themselves to be more
effective in leadership tasks duethe availability of more resources and overall legh
performance of Budgets arellbcated dspendimg ofvsaHod $ze, with
large schools receiving more governmiemtding (Shafeeu, 2019) arger schools have
greater autonomy over budget spending. In contrast, the budget spending of a small school
hasto be processed through the MoE, which could result in delays in adminestesks
creating inefficiencyAs a result, larger schools may attract more competent principals who
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perceive themselves to be more effective in leading and managing schools in contrast to their
smaltschoolcolleagues. Nevertheleds,improve student achievement across the copaliry
public schoolsn the Maldivesshouldhave access @milar resourcesrrespective of the
school size.
The next section discussBesearch Question Blow do principal pereptions of their
task effectiveness correlate with that of their deputy and lead teadbesd@rship
effectivenessin both tasks and dimensigngill be used to explorthe link between the
perceived principal task effectiveness of principals and SMTs

7.4.Relation BetweenPerceptions of Principals and SMTs

This section addresses the third research question wkiptbresthe association
between principal ratings of their task effectiverasdthe ratings of the SMT&irst, this
section discuss#¢hePrincipal Leadership Task Effectiveness FramewBitkTEF) derived
for the Maldivian contextrom the perspectives of both principals and SMIr&e section
then discusses thmatterns okimilarities andifferences in ratingsn principal effectiveness
in different task$etween principals and SMTiirther, it discussethe significant relations
between the dimensions identified by principals and SMT

The leadership framework derivédm this study identified five leadershipsk
effectiveness dimensions fratime perspectives of principals and three from the perspectives
of SMTs. Figure 7.1 provides an overview of these dimensions. It is interesting to note that
the three leadership dimensions identified by the SMTs mirrdirgteéhree dimensions
identified by principals. These dimensions tend to be conceptualised similarly across these
two groups. However, SMTs seemed to have defined the teaching and learning dimension
more broadly than the principals. While principals hseparated the teaching and learning
dimension into three discrete dimensioimstructional Management eacherQuality and
ProgrammeDevelopmenandEvaluation SMTs combined the tasks within these dimensions
in the single dimension dfstructional Mangemen . Principal sé more dif
the tasks in this dimension might stem from their deeper involvement in the tasks in these

dimensiors comparedo their SMTSs.
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e School'Management «—

> Instructional'Management «—F—— SMT
Principal —F——» External'Management «—
> Teacher Quality
—> Programme Development.and
Evaluation

Figure 7.1 Leadershigask effectiveness dimensions from princigati SMT perspectives

Definitions for the dimensions in Figure 7.as derived from the empirical evidence
collected from this study and from the literatuaee provided in Table 7.2 he labelling of
these dimensions is given to the best representation of the tasks clustered in each dimension.
The School Managemerdimension involved tasks that are mostly related to internal and
administrative tasksvhereas dimensions gistructional Managementgacher Qualityand
Programme DevelopmeiaindEvaluationentail tasks that are typicalpractisedy
instructional leader® improve teaching and learning. The last dimensiaterBal

Relations consists of tasks involving stakeholders.
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Table7.2

Definition of the Dimensions

Dimension Definition Example of tasks
SchoolManagement Principal tasks that involve 0 Managing budget and
managing daily school resources, maintaining
activities such as human school facilities
resources, finance and
reporting
Instructional Directing instructional 0 Setting school goals,
Management development activities observing classroom practic
Teacher Quality Empoweri ng t ea 0Formalandinformal
andPD, andenhancing mentoring of teachers

O«

leadership quality Developing leadership

capabilities in teachers

Programme Developing curricular and eo 0 Developing coherent
Development and curricular schoebased educational programes
Evaluation activities and evaluatintpeir
impact
External Relations Building and maintaining 0 Fundraising and obtaining
relationships with parents anc  support from the external
community community

Even though t he pr itypicallysimilarss®dSMdspthey weaet i ngs W
mostly higher than the SMT ratings. A similar finding was observed ib8and in China
(Grissom & Loeb, 2011; Zheng et al., 201R)the current studyperceived leadership task
effectivenessvas higher in most tasks from the perspectives of prirgipahfrom that of
the SMTs, except for some of the tasks in the dimessib8chool Managemerind
External RelationsThis findingis consistent with Zheng et #2017)in the Chinese context
wher e t eac hextersabrelationtt a s1lgs wdér e higher than the
Further, the relation between ttask dimensions from the perspectives of principals and
SMT is positive with some significant correlations.

The higher ratings of principsehbos 6 ef fecti
managemertasks could beue toSMTSs still considang the princi@l as a manager who is
mainly responsible for the operational running of the scliwicipals in the Maldives were
initially trained to be managers rather than instructional leaders (as discussed in Chapter 2).

Althoughthe current educationgblicy involves moreof a focus on thenstructional
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leadership role of principaglg may be that principals continue to give more importance to
managerial tasks due to their initial training faogson school management and their
potential belief that pncipals are school managers rather than leaders.

A significant finding of this study is thah the Maldivesprincipal®a nd t he SMTs 0
ratings of principal task effectiveness were sinyléwigh acrosssome of thenstructional
managemerdandschool managementasks.This finding corroborateother task effectiveness
studies that revealed principaself-ratings and othes fatings were similar acrossese
dimensiongGrissom & Loeb, 2011; Zheng et al., 201I7)s a positive finding that both
principals and SMT believed that the principals were effectiimihdimensionsbecause
both of these dimensiomsecomplementarand equivaley important to achieve school
goals(Bush, 2007; V. Wang, 20163tudies have shown the impact of school management
for school impovement(Bloom et al., 2015; Di Liberto et al., 2015; Valentine & Prater,
2011)asswellapr i nci pal sd i nstr u@lamé&Ahamad, 20l dader shi p
Robinson eal., 2008; Tan, 2018)he current studiienceargues that principal task
effectiveness is essential in both instructional and managerial tasks for improving student
achievementNarrowing the princip@ ®custo the daily managerial practice couldhter
the instructional leadership practice of a principtnce, the principal cannot compromise
essenti al i nstructional tasks such as develo
expense of managing budget hiring staff Rather, effective leaishipmight beste seen
asacombination of both managal and instructional taskBor example, effective
timetabling helgto reduceghed i sr upt i on otlius poterdialymaximsng tinhei me
spent on supportingtudent learningrherefore, effective principslaim toincrease student
achievement by understanding the instructional needs of the school and having the ability to
secure necessary resoursash as teaché&sme, to run the school smoothly.

Althoughp r i nc i p adnesHwazratdd dightby SMTssiome of theschool
managementsks SMTs also rated principals comparatively low on some oftéis&sin
these dimensiond#\ plausible reason fahedifference in rating of some of the school
management tasks might batisMT membersiork closelywith the principals in the
teaching andearning activities rather than in the scho@nagementelated tasks. As
discussed in Chapter 2, SMTs such as lead teachers are mainly responsible to ensure that
teaching and learningctivities are effectively implemented. Concerning school management
tasks, the principals work more closely with the administrative team rather than the SMTSs.
For this reason, the SMTs may not be able to observe the principals attempting some of the
tasksin theschool managemedimension. This may explain the differences in ratings.
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The incongruence in ratings of leadership practice, between principals and other staff
in a schoaqlis a common findingGrissom & Loeb, 2011; Gurley, Analtay, O'Neal, Lee,
& Shores, 2015; Hallinger, 2011; Sinnema et al., 2015; Zheng et al.,. Z&dm3rally, it has
been observed thaelf-ratingsarebiased in favour of the respondé€hiallinger, 2011)
Hence, with the limitation of suchtaas seltrating data may not be sufficient to study
principal effectivenes@Demetriou, Ozer, & Essau, 2015; Groves et al., 20Ady) this
reason, studiesollectperceptions of task effectiveness of both principals and others
(Grissom & Loeb, 2011; Sinnema et al., 2015; Zheng et al., 28kAPugh selfratings are
mostly expected to have a positive bias in favour of theoredenta contrasting finding was
observed in the New Zealand contexh e r e t eacher s 6 rGeffectivegess of t h
were higher than ts(enepaetah,l@lpal sdé6 own rating
When therarecertain similarities and differences across leadership task effectiveness
rated bybothprincipal and SMTit is important to see whether the broad disiens are
related or notThe ratings ofheleadership dimensions are similar from perceptions of both
principals and SMTs. This study showed mor e
SMTs6 ratings than the ot heGrissom&ldbebr20l;i p t ask
Zheng et al., 2017)'heschool managemedimensionas perceived bgrincipak, was
positively ass o schamltmarmgemeadiménsidn inehe iBskht udy. In
this aspect, this study supports the findings by Grissom and(R6éfh)and Zheng et al.
(2017) Furthermore, this st udrtingsdf thepergceevet taskh at t
effectiveness in thmstructional managemeandteacher qualitglimensions were
significantlyré at ed wi th the SMT ratings of principa
instructional managemedtmension.
It was observed that the individual tasks in all the dimensions have minor, but
significant, differences in the average ratings by principalssakiT s . Ther ef or e, p
self-ratings in the current study seedto be a valid and reliable measure to use in predicting
studentachievement.
The next section discusses the fourth and fifth research questich explore the
extent to which pring@ a | and SMTsb6 perceptions of princi

of student achievement.
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7.5.Leadership Task Effectiveness: Predicting Student Achievement

The current studiias showrthat £hools in which principals perceigd¢hemselves to
be more eféctive at improving teacher quality testtto have higher student achievement.
Thus, increasing leadership task effectiveness to impgeaaher qualitgeems to be an
important area to focus principakttention. Howeverthere was no significamélation
between ratings of principal task effectiveniesany of the dimensianfrom the
perspectives of the SMT® student achievemerdither inmathematic®r in ESL
examinatios. Fur t h e rcurremqgschool expepeade prédicted student achievement in
bothmathematicendESL. Theteacher qualitglimension predicting student achievement in
the Maldivian context is a positive finding, as recent educational pdlawegput more focus
onto improving schod leaderginstructional leadership practicBdoE, 2010a; National
Institute of Education, 2014Jherefore, this could mean that there is a pdggibf
improving student achievement through effective implementation of these poliwesver,
furtherresearch in this area is needed to explore the effectiveness of school leadership
policies in improving student achievement.

In the Maldivian context, from the five task dimensions, onlytéaeher quality
dimension predicted student achievemerE 8L examinatios. This findingsupportsZheng
et al . 6s ( 2017)taskaffectidvenesg was Imled to studentrachievemdnt.
Theyalsd ound that from both pri theleapesshiz ¢ and t eas
dimension of instruction management was the dimension most highly correlated with student
outcomegZheng et al., 2017)ndeed it is a common finding in school leadership ersk
that instructional leadership behaviour of principals improves student achieéiaant&
Ahmad, 2017; Dutta & Sahney, 2016; Gaziel, 20R7M. Mitchell et al., 2015; Naicker et
al., 2013; O'Donnell & White, 2005; Tan, 2018jowever the findings of the current study
contradict some aspects of the study@rssom and LoelR011)in which they reported that
pri nci pairgsodorgareshtibn management tasks rather than instraiction
management positively associated with student achievembathireading and
mathematicslt should be noted that principéisffectivenessn one dimension in a particular
context may not hold true for schools in other contexts. The school contexts of the current
study include remoteness, small siaed limited human resources which are the
characteristics oditypical small island stat@gCrossley & Sprague, 2012; Di Biase, 2015,
2018) However the current study has similar findintgsthe studyby Grissom and Loeb

(2011)in thatst u d epnor aclievement was predia of late achievement

159



The finding of the current studshatp r i n cperpeavdd $adk effectivenesstire
teacher qualitgimensionpredicted student achievemerguppors some aspects of other
studiesin school leadershipesearctihat link educational leadership with student
achievemen(Bossert et al., 1982; Finnigan, 20t2llinger, 2005Hallinger & Heck, 1996,
1998; Karadaj et al ., 2015; Louis gt al., 20
Robinson et al., 2008; Sirchia, 2017; Witziers et al., 200&) example, Marzano et al.
(2005)found that principals could have a moderate impact on student achievement in their
schools. Goldring et a{2009)found that effective leaders utilise the feedback from
classroom obseations to focus oRD. The current study shows thabmoting teacher
learning, development, and improving teacher quality is associatetiightr student
achievement.

The teacher quality dimension identified by the principals in this studympased of
some of the instructional leadership tasks identified in literdBae & Saltmarsh, 2014;
Bruns et al., 2018; Hitt & Tucker, 2016)he perceived effectiveness of principals in the
teacher quality dimension predicting student achievement is aligned to other studies such as
Robinson et ab £008)which explores some of the practices that are within the dimension
of teacher quality such as promoting and participating in teacher learning and development.
Robinson et al(2008)found that this dimensiomad the highest effect size among the
leadership dimensions identified in their mataalysis. However, the tasks principals engage
in in the Teacher Quality dimension yaan indirectimpact on student achievemehtough
their impact on teacher practicehe Teacher Quality dimension invostasks that are aimed
to empower teachers in their practice sucfoamal mentoring of beginning teachers,
informal mentoring of teachgrcounselling incompetent teachers, and communicating with
parents. The importance pfincipal effectiveness in these particular tagkenproving
student achievement are discussed below.

Firsts rent oring beginning t eacsla@aptaioniinga | mpor t a
new school environment. Such mentoring is especially important for teadhe e new to
the schooland novicdeachergBruns et al., 2018; Carter & Francis, 2001; Cherian &
Daniel, 2008; Ross, 1992)he resources, environment, and functioning in each seheol
likely to be dfferent. Hence, without proper mentorirtgeseteachers may encounter
challenges in adjusting to the new school environment. These challenges could hinder
teachersodo performance and may eventually neg
important for the principal to organise and conduct good mentoring programnresxf@nd

novice teachers.
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Second, it is important tistinguisheffective teachers from ineffective teachers, as
teacher effectiveness is one of the most important school faélcttrdirectly affect school
achievemen(Fuller et al., 2011; Heck et al., 1990; Leithwoodlgt2008) This study found
that counselling incompetent teachers is included itetheher qualitglimension which was
associated with student achievement. This supfiodmgsby Grissom and Loef2011)that
emphasise the significance of principals in nurturing instructional development of teachers.
Similarly, these results reflect those of Hitt and Tu¢R&16)which indicatethatan
effective principal should safeguard the human resource function by either hiring proficient
teachers, identifying and developing ineffective teachengmoving incompetent @s who
do not improve in time. Hence, effective principals shaditively engage in selecting and
hiring capable teachevgho can cater to the needs of the studemd thus improve their
academic achievement, aodunsel ineffective teachers to imprateir teachingskills.

Third, the findings of the current study indicate that student achievement improves
when principals ensure effectiveness intdecher qualityask dimension which include
effective communication between parents and teacheisrditectsthefindings of Barr and
Saltmarsh(2014) Mistretta(2004) and Zhao and Akib&009)which highlightthe
importance of parental communication with schools for better student achievement. It is vital
to note that teachers play a mediator role between the school and parasfghé
effectiveness of teachers conveying the relevant information to the parents positively
encourages parentso6 involvement in different
positive impact on student achievement. These results furtheorstipeimportanceof
effective communication between parents and teachers to improve student achievement. As a
school leader, the principal plays a key role in enhancing communication between parents,
teachers and the school by creatrgpple effect & teacher communication for student
achievement.

In the context of the Maldives, SMT ratings of task effectiveness of the principal do
not predict student achievementeithermathematic®r ESL Similarly, Grissom and Loeb
(2011)f ound no association between assistant pr
effectiveness and student achievembntontrastZhenget al.(2017)foundthat from both
principal sd and theaimension pirstéuctipnalorgarpsatiort was/hglsly,
correlated with student outcomes. With regards to this ggpedindings in the current
study align more with Grissom and Log®11)thanZhenget al.(2017) The current study
and theGrissomand Loel(2011)studysampledsimilar perspectives such as SMAr
assistant principals to rate the task effectiveness of the principal, witesaget al.(2017)
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utilised teachersSubsequently, research which explores ratings from different perspectives
should treat these ratings cautioustéhile, on the one hangbrincipal self-ratings could be
biased in favour ofhe respondengn the other handhe principal may be able to best rate
their effectiveness in certatasksin contrast tamther respondeatwhomay not be able to

fully observeprincipals in completinghese tasks.

7.6.Principal Contextual Expeience andStudent Achievement

The currenstudyhasr eveal ed t hat principalsd years
student achievement in batimathematicand ESL. A school is a single unit which invave
various collaboratorsschook have a different cultusgnorms and valuesvhichare
influencedby a rangeof stakeholdersuch astudentsparentsteacherandthe wider school
communiy, as well as the policy contextis essential to be familiar with the specific
context of a shool, to lead the school effectiveRrincipals might need to spead
considerable amount of time to learn the contextual realities, and aligretdership
theories tahe practice in their context#t has been argued thidte contextual realitiesf a
schoolcannot be overcome through accumulated experiences in different Sghiayls
Lewis, 2013) neithercantheybe learedthrough academic trainingducatiorand courses.
Hence, lhe principal needs to actively gain experience oftlee h oconte&t &y working in
the school itself. It may not necessarily be onlthieprincipal role, it could be experience
acquired in different roles, such as be@tgacher or an assistant pripai. In particular,
experience gained while serving as an assistant prinpipal to assuming the role of a
principal can have a significant association with gains in student leafBasgian & Henry,
2015) Thisindicateshe importance of longerm previous experience of principals in one
school. For instance, it might be beneficial to pronstedf who have experience the
school to principal positions.

The fact that the current study indicatidtprincipal effectiveness in the teacher
quality dimension predietistudent achievement should not be treated in isol&tom
findings aboubther leadership task effectiveness dimersi8ehoos are different and the
leadership practice needfor aspecificschool depersion the context oA schoolat a
particular tme For example, in a school with mareidences oflisruptive student
behavioura principal may need to work moos school management issues than instruction
management taské/hile the current study showehdat principal effectiveness in teaching

andlearning ha themost impact on student achievematitectiveness in all the dimensions
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is seen agmportant to improve student achievemerite level of practice depends on the
need of an individual schodchool leadersieed tadentify theparticularareas of needf
their school, in terms dbcusing on specific leadershiasis.

This chapter has discussed the unique leadership task effectiveness framework
derived in the context of the Maldivian schools. In light of this framework, this section first
contextualised leadership work in the context of the Maldives. Further, this chapter has
discussed the findings in regard to all five research questions of this study. The next chapter
provides an overall conclusion of this thesis, followed by limitatadrthis study, and
implications for future research. It further discusses the implications of the findings of this

study for policy makers, practitioneendfurthereducational leadership research.
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Chapter 8. CONCLUSION

This doctoral researachnvesti gated principal sdé percei v
perceptions of SMTs (deputy principals and I
effectivenessand the relations between perceived principal task effectiveness dedtstu
achievement imathematicend ESL in Maldivian schools. One of the main findswf this
study isthatprincipak perceived task effectivenesstireteacher quality dimension predicts
student achievement in ESL. The other two main findingthat® r i nci pal s6 schoo
contextual experience predicts student achievement imbatiematicand ESL and
principals withama s t degre@perceived themselves bemore effectivehan those

without this qualification

8.1.Contribution to Theory and Research

The current studgimsto fill the gap in the educational leadership literaiareegard
toresearch examining the relations between pr
tasks and student achievement. This study makes significant contributions to both theory and
research. Fitsthe study provides RLTEF specific to the MaldivesSecond, it introduces a
contextualised tool. Thirdt extends the knowledge and understanding of sdeadership
practices and their potential influences on student achievehhemte, this research is
pertinent for the broad field of educational leadership, particularggard to research on
leaderkip task effectiveness and its impact on student achieveiifegge contributions are
discussed next.

8.1.1A Leadership Task EffectivenessFramework

The actions of a principal significantllgut mostly indirectlyimpact student
achievemen(Hallinger, 2005Hallinger & Heck, 1998; Robinson, 2011jlowever, there ia
paucity of literature describing what specific tasks prinsipafjage irto improve student
achievementwith only afew studies examing principal task effectiveness and student
academic achieweent(Grissom & Loeb, 2011; Zheng et al., 201The first contribution of
this thesis is the delineation of a comprehenBIVEEF. This framework can be utilised to
study principal leadership task effectiveness in the Maldives

The study of leadership task effectivenesproicipalsis a relativelynew field of

research in educational leadership. In this area of educational leadesghaifcinge more
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empirical studies in diverse cultural contextsra@eded. Théact that almost all the
secondanprincipals in the country took part in the current stutving had 400%
response rate from participantsdicates its relevance and likeBpresentativeness of the
views of school leadeia the MaldivesThe findings of the study can be seerviéal to
understandinghe relation oprincipal leadership task effectiveness and student achievement
in the Maldives These findings might be oftgrest to théVioE of the Maldivesasit is
currentlyfocusng onimprovingschool leadership to improve student achievement.

Based on the available literature, this study is the first natt@study aimed at
developing a comprehensive picture of leakligriask effectivenesacross the Maldive#\
lack of research in this area in the Maldiveslg# principals and other school leaders with
limited evidencebased information to understand what task effectiveness consists of in the
Maldivian contexup to this time The noravailability of contextualised data is a factor that
haslikely hindeedschoolimprovemengefforts This study attempts tmodify a Western
framework of leadership task effectiveness into a corgeetific (particularly Maldivian)
one that connects leadership task effectiveness dimensiomstardtbw principals perceive
task effetiveness in the Maldivian context.

8.1.2ContextualisedResearchT ool

The second contribution of this thesis is the contextualised surveyheBkincipal
Task Effectiveness Rating Scale (PTERS). The current study used an adapted version of a
survey origirally developed by Grissom and Log®11)in theUS. Multiple changes were
incorporatedn regardto the principal tasks in the survey in order to apply this tool in
Maldivian schoolsThe adaptation ahesurvey instrument involved contextualisation,
consultation and cognitive interviews with selected principals and SMTs from the schools
(seeChapter 5, MethodologyThese processes are important to increase reliability and
validity of the survey tool.

Most leadership models are derivedMesterncontext andherefore there are
challenges imirectly applying themto examine theeality of educational leadershipgatices
in other contexd For example, survey tools derived from researdWeasterncontexts might
lack applicability in the Maldivian contexthe delineation of contextualised research tools is
hence importanteadership and leadership practices differoss different contextasthey
aresocially constructed and embedded in the seftiiyl ar ke & O6Donoghue,
& Leithwood, 1998; Heck, 1996; Osborn et al., 20@2adership is shaped by the context,
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which comprises social, cultural, political and geographical fa¢tazd ar ke & O6 Donog
2017) The sociocultural background and the school system within a country influence
leadership practiceg®platka, 2004)It is believed that cultural context is strongly associated
with principd s 6 n or ms Asdhe Maldwes is a ensll island nation with a distinctive
culture, principals in the Maldivian context may have norms and vadsgled in themthat
are different from\Westernideologieg(Hallinger & Leithwood, 1996)Besides the societal
norms and values, other factors such as school system, autonomy of principals and
availability of resources play a cr(@oo4)al r ol
described school systems in most developing countries as being heavily centralised. The
Maldivian school system is no exceptidine school system in the Maldives is heavily
centralsed with very few organisational decisioraking powers bestowed on the principals
(Di Biase, 2019; Shafeeu, 201%Yith such socioculturand other contextual differences
acrosqations, Heck1996)hi ghl i ght ed t hat @Athere is stildl
leadership is expressed across theewgphere of national u |l t ur al boinndari eso
spite of these sociocultural differenceducational leadership literature has been mostly
related toWesterneducation systems and the organisational structures within these systems
(Hallinger & Leithwood, 1998; Oplatka, 2004)

Leadership practices measured using tools derived from other contgxhot be
suitable to the context #ie Maldivian schools. For this reason, Osbetral.(2002)claimed
that educational leadership research is incomplete without contextualigatyning aone
sizefits-all tool for understanding leadership practices in different settings is ineffective. A
research tool often needs to be adapted to be applicable to other contexts to explore relevant
dimensions and to demonstrate the leadership differences across distinct saujgl. setti
When contextual factors are not incorporated, the results of the research may not be
portraying the actual scenaridence, to contextualise educational leadership research, the
tool needs to be appropriate and relevant to the context to obtaimndli@liable data that is
appropriate to the background of the studgeed, contextualisation of a leadership model or
practice is essentifdr school improvementlence, the survey tool developed in the current
studycouldbe further refined to use another cultural context.

The current study provides an empirically tested tool (PTERS) which future

researchers and practitioners can use in the Maldives to explore principal task effectiveness.
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8.1.3Extending Educational L eadership in the Maldives

Another contribution of thisloctoral studys the expansion of school leadership
research in South Asia, particularly in the Maldives. There is a lack of published research in
the field of educational leadership and management in South Asia. A revieseafch
published on educational leadership and management in Asia from 1995 to 2012 revealed
that in the Asian continent, South Asia had the least number of research articles published in
this field (Hallinger & Chen, 2015)n particular, the review revealdidere were no research
publications on school leadership and management based on Maldivian schools. Therefore, it
is unsurprising that in 2020 there rensdimited literature on th Maldives as evident in
Chapter 3 and 4. There is limited research available in this area, exceptrgpigvished
ma s t tkeseqShafeeu, 2011; Waf 2011) a doctoral studyAhmed, 2016)and a recent
publication(Shafeeu, 2019which have exploredrincipal instructionaleadershi@and its
relations to student achievemaémthe Maldives This lack of research makes the current
study even more pivotalhe few studies conducted in the context of the Maldives are
different from the current study. Firstly, the four studies have explored principal instructional
leadership behaviour, which is only one aspect of the multifaceted tasks of a principal.
Secondlywith the exception oBhafee 6(2019)researchthese studies have considered a
very small sampleeither one atoll or five schools in the capital city. Finally, these studies did
not measure principal sd perWhatthe eudentseidydfierss hi p
is a comprehensive picture of leadership across the Maldivdike the aforementioned
studies, the current study isanatibtles t udy t hat me@esaiveddeddershipi nci p
effectiveness from the perspectives of both prinsipatl SMTsTo be able to capture data
from every school in a country; this study has collected data from the principal and at least
one SMT member of all the eligible schools in thaldives

Principal leadership task effectiveness is in generahaer researcheatea in the
field of educational leadership and management. Sthdyfilled the research gam
principal task effectivenesand the findings add to the broad researda of educational
leadership and student achievement. Particulafiycus on principal leadership in the
Maldivian context is just developing and there are very few publishetieson the impact
of principal task effectiveness on student achieventégrice, this study has made a
importantcontribution to the Maldivian education system by exploring principal task

effectiveness in important areas and its impact on student achievement.
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8.2.Implications

There areseverakey implications for policy, practice and research arising from this

study.These implications are discusgsekt

8.2.1Implications for Policy

Two key implications for policy can be highlighted from this research. First, the
minimum qualification of grincipal and then the nature of tenure for a principal in a school
will be discussed.

First, his study has indicated that principals witma s t degre® sated themselves
higher in leadership task effectivendéisanprincipals who had bachelor or dipta
gualifications.Demographic dateollected in this studindicated that 3% of secondary
principals in the Maldives have a qualification lower thana s t degre@ $he MoE could
encourage principalsurrently in school leadership positeo pursueama s t degree.sAt
the policy level theMoE could think about changirthe minimum qualificatiorfor
principalshipfromab ac hel omwihfyeeagrs ée experience as a | e;
bachel orwihsalLevet Hgrareg@ement qualification inlsgol managemento a
ma s t degre®.sSuch qualificatiomsuld supporschool leadert develop knowledge and
understanding about teaching and learning as well as managing s8wtlolteaching and
learning andmanagementelated educational qualifications can be beneficial to a principal
when managing the school administration and leading the process of improving teaching and
learning.To support school leaders on this career pathvaayMoE could also offer
scholarship for existing principals to upgrade their qualificationgato ma sdégece. 6 s

Second, shools with pincipals with more contextuaixperience showetigher
student academic performance compared to scothis principalwith less contextual
experienceThe duration of the term of a principal in the assigned schb@nseanother
potential leverage point for improvimmplicy. According to the MoE, a principal is allocated
to a school initially for a period & years, and after that, the principal caguest a transfer
to another school. According to this policy, any principal can be reallocated to another school
with a vacant post. The rotation of a principaBigiear terns or less may not be the best for
the schooln which the principahas been wding or the schooto whichthe principal is
reallocated. Thesghanges requirprincipalsto spendaconsiderable amount of their time to
learn the context of tlrenew school. The substantial amount of time and energy principals

spend orfamiliarising tremselves with the context$ the new school may take away
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productive timeneeded to manage and lead the school. Prindipeti®olcontext experience

is important for their performance in managing and leading a school in order to increase
student performace. Hencea possible policy recommendation emerging from this research
would be taretainprincipals in the same school flenger periodsof time or recruit new
principalsfrom staffwho havepreviouslyserved as a deputy principal or le¢adchein the
school This maypave the wayor the principal tde in a position to be more informed about
the needs of a schoearly in their principalshipndbeableto implement longrterm

strategies to Iimprove their studentsod acaden

8.2.2Implications for Practice

This researchasdeveloped aurvey toolcontextualised to the work of Maldivian
principals the PTERS The survey tool could be used byngipalsto selfassess their
effectivenessn specific leadership tasks and dimensions. It could be further used to assess
the perceptions of others in the school comn
could be used by principals to identify areas of improvement in their own leguldtisisi
information can also be used to identify professional leammésglis and to design
professional learning opportunitiessimprove the leadership capabilitielsprincipals and
thusto increase student outcom&he results of the current study stemithat principal task
effectiveness ithe teacher quality dimension predicted student achievememte
improvingeffectivenessn enhancing teacher quality seems to be an important area to focus
attention orfor school improvementHowever, tancreaseschool performancether areas
of leadership might also be importaas leadership presents a complex interplay of different

task dimensions.

8.2.3Implications for Research

There are multiple implications and areas for further rese@hsh studyhas
idertified that principal task effectivenessthreteacher quality dimension predicts student
achievement in ESL itheIGCSEsecondary school exit examination. Stitle finding of the
study should be interpreted cautiously, as this study is aseati®ral study The nature of
the current study limits the measurement of principal task effectiveness. Principal
effectiveness may change with time and experience. Further, thesexigmal nature of the
study prevents us from examining how school achievérteanges when principals are

perceived as effective in different task dimensions.
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Researchers who are interested in school improvement may ctaductross
sectional andbngitudinal stugesby applying the PTERS. When this tool is applied in a
different context, it ishowever advised to contextualise the tolilis also recommended to
use sophisticated analytical techniques suamaBrmatory factor analysit® establish the
factorial eliability of the tool when utilised with different samples from different context.

The hierarchical regression control variables, schgwior achievement and
principalschootcontextual experience predicted student achievemehis study This
indicates that studestprior achievement playasnimportantrole in predicting studestater
achievement. Hence, future studoesildexplore principal task effectiveness taking primary
schoolstudent achievemeirito accounts a control variablétrespective of the research
design primary school achievement data is important in any study exploring principal
leadership and studes¢condarnachievementdowever,attainng thedatafrom Maldivian
schoolss difficult asthere is no common primary examination for studddéverthelessthe
Quiality Assurance Department of the MoE conduettional assessment of learning objects
in different schools across the nation. Though thesedestet conducted in all schaglit
woul d be of value to use these data &tod t he
explore principal task effectiveness and student achievement in secondary school exit
examinatios in a future studyUnfortunately theseassessmemesults ag not availablén
thepublic domain an@renot conducte@dnnually.The current study useébepreviousy e ar 0 s
school performancm IGCSEasacontrol variable.

Another essential factor in predicting student secondary school achievement is
socioeconomiclata. Research demonstrated thatsocioeconomic status of the school glay
a vital role in predicting student achievem@pe¢rry & McConney, 2010; Sirin, 2005)
Therefore, it ismportantto include an indicator of socioeconomic status of the school in any
study which exploreprincipal task effectiveness and student academic achievement.
However, data on such student charactesgsdre not collected in the Maldives, either by the
schools or in the national tesgsxdcould notbe accessed by the researcketure research
that is able to include such data could be beneficial.

8.3.Limitations

A potential limitation of this studis the crossectional nature of the study, which

prevents it from being able to examine how student achievement may change with a change
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of principal or a change in leadership practices. Hence, this limits the analysis of how the task
effectiveness of pmcipals changgover time

Another limitation of this study is that the socioeconomic status of schools was not
taken into consideratiods previously noted his information was not available at the school
level. It is only available on a regional léwhowing the differences between atolls and
Mal e6. Therefore, this study could not take
individual school®r studentsResearcthasdemonstrated that socioeconomic status of the
school plag a vital role in pedicting student achievemg(iterry & McConney, 2010; Sirin,
2005) Likewise, Fancera and Blig2011)demonstrate thatthe socioeconomic status af
school is stronger in predicting student achievement than instructional leadership or
collective teacher efficacy. However, data onhssitident characteristics are not collected in
the Maldives, either by the schools or in the national tests@uid notbe accessed by the
researcher. Furthermore, data on scleoahposition as a proxy for student characteristics are
also not collectechithe Maldives. Hencgeollecing this datavas outside of the scope of this
study.

The use of surveys as a data collection technique can also be seen as a limitation of
this study. There are certain drawbacks associated with the use of surveys in gaederal
particularly with seHreport surveys. For instance, survey research is subjected to random and
measurement err@Litwin, 2013). Random error mainly occurs due to sampling techniques
(Litwin, 2013)and sample size. With this in mind, this stuyited all the principals who
met the research criteria participateand anadequate sample size was achieved.
Measurement errors depend on the performance of the instrument and occur when surveys do
not represent the construct well or i f parti
insufficiently. In the current studyneasurement errors were minimised by revng the
survey instrument to check the flow of questions, question wording, order and formatting.
Likewise, Camburret al.(2010)report that selfeport surveys are also susceptible to
response errors. Response errors occur when participants misinjegse&ons or
instructions or if their understandings of a concept referenced may be different from that of
theone theesearcherintemdlilt 0 measur e. Response errors, su
misunderstanding of the questipnan be reduced by piloting tkarvey to check
participants6é understanding of the underlyin

cognitive interviews to minimise these errors.
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8.4.The Way Forward

This quantitative study collected information from all potential participatingash
to derive drameworkfor principal task effectiveness and its relation to student achievement
in the Maldivian schoadystem It identifiedfive principal leadership task effectiveness
dimensions in the Maldivian contextom the perceptions of pgipals. This research
demonstrated that principal effectivenestheteacher qualitglimensionis vital for school
improvementIt would be valuabl¢éo use the findings of this study in a follayp
intervention study thatozild be conducted texplorewhether principal task effectiveness
influences student achievement. In addition, addpth longitudinal study of principal task
effectivenessvould beof value to explore howchange in principal leadership task
effectiveness affects student achieveminfuture researcha schooés socioeconomic
status, student primary achievememtd studenachievement in subjects other tHa8L and
mathematicgould be incorporated. Finallygiven that the Maldivian school principals
defined schoomanagement broadlgnd the instructionahanagementarrowly, it would be
interesting to explore in detail these leadership task effectiveness dimensions in aifollow

gualitative study.

8.5.Conclusion

The reviewed literature for this thegiestulated thaa school principaplaysa crucial
role in improving student achievemewith this assertioin mind,the currenstudy used a
guantitativeresearch design &xplote this in the MaldiveResponsefom all the eligible
principalsrevealthe importancef school leaders in improving student achievement. The
current study revealed thatincipal characteristicsuch as academic qualification and
experiencegositively impacthe perceivedask effectiveness of princimlFurther the study
found thatprincipak éontextual experiende their schoglandtheir perceivedeadership
task effectiveness itheteacher qualitglimension predietd student achievement in ESL.
The current study contributes to the educational leaderstaprads however, this study
differs from most of the educational leadership research studying leadership styles or
frequency of leadership behaviour and its immacstudent achievement. Unlike most of
these studies, the current study explores princigéla#ectiveness and its impact on student
achievementtHence this doctoral research concludes with a positive stance that principal
characteristics and effectiveness in lgmdershigask dimensions are vital to improve

student achievement. The curretidy pave theway to conduct more researchthe
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Maldives but also in othecontexs on leadership task effectiveness and its impact on student

achievement
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