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Abstract

Since 1970, when Sultan Qaboos came to power, Oman has developed an educational system

which owes its origins to an Islamic curriculum and which, like many other Arab countries, has been
characterized as having a centralized, hierarchical leadership, initially, schools teachers and principals
were predominantly expatriates from other Arabic-speaking countries, although this has been changing

rapidly. The educational system was rigid, with few opportunities for Omani children to develop self-

learning strategies or for schools to teach subjects, which meet the demand for globally, competitive skills
and competencies.

Educational policies introduced since 1995, and reflecting these global economic pressures,

make it imperative that Oman's schooling system is reformed. Thus a major reform program was

introduced which aimed to bring changes to the curriculum with new subjects (life skills, English, ICT)
and more child-centered, interactive styles of teaching and learning. Consequently, school teachers and

principals are expected to implement the changed content of the curriculum and practices in

administration. This is no easy task and the thesis addresses the problems faced in implementation.

Chapter one examines the literature on globalization and draws attention to its impact on the
education system of Oman, whilst chapter two teases out the impact on the curriculum in particular.

Through a critical review of curriculum theory, and the relevance to Oman, it becomes clear that there are

real problems in the rapid implementation of curriculum reform. Through an historical account of the

development of Oman's educational system, in chapter three, the phases of this implementation are

explored in detail. It becomes apparent that appropriated leadership, at the level of the school principal
and school teacher, is crucial for the success of these current educational innovations. Chapter four,

therefore, delineates the various approaches to educational administration and leadership and argues that

collegial, moral leadership is most appropriate for efficacious implementation of the reforms. Whether
such leadership exists, or indeed can be encouraged to exist, is the substance of this research. Chapter five
outlines the methods used in the search of an understanding of the role of leadership in the current

curriculum reform. In chapter six the findings are reported and discussed. It is clear that there are

possibilities and opportunities for further development of collegial, moral, leadership. Chapter seven

accepts that education reforms must be seen within the framework of wider socio-political reforms.

Responses to the pressures of globalization may well require more than just curriculum change. Finally, an

examination of the sustained commitment to hierarchy and concerns for language, identity and culture

may have to be addressed.
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Definition of Terms

For the purpose of this present study, the following definitions were used:

Accountability: Responsible, reciprocal behavior by each
organizational component (individual, group or
entire organization) to assume responsibility for
its own performance and that performance's
contribution to the overall successful

performance of the organization and the ability
of each organizational unit to support and
monitor each other's performance (Covey,
1990).

Collaboration: Working jointly with others toward a common
goal or purpose (A New Compact for Learning.

Culture: The basic assumptions and beliefs that are shared
by organizational members, operate
unconsciously, and define the essence of the
group. These assumptions and beliefs are learned
responses to external and internal problems that
have worked consistently for the members of the
group and that are taught to new members as the
correct way to perceive, think about, and feel in
relation to those problems (adapted from Schein,
1985).

Culture (Organizational): A cohesive, shared set of values, purposes and
meanings that constitute how relationships and
work are constructed and performed and the
transmission of this knowledge and practices to
new members.

Facilitative leadership: 'The behaviors that enhance the collective ability
of a school to adapt, solve problems and improve
performance" (Conley & Goldman, 1994:4).

Instructional leadership: Incorporates "defining the school's instructional
mission, managing curri-culum and instruction,
promoting a positive learning climate, observing
and improving instruction and assessing the
instructional program" (Smith & Piele,
1997:258).

Leadership: A relationship influence among leaders and
followers who intend real changes that reflect
their mutual purposes (Rost, 1991:102).

Principal/Headmaster: A school's chief administrator certified in
administration and supervision and responsible
for the overall operation of a school.

Reform and Development of General Education (1995) (RDGE): A
national plan to improve general education (ten
years of basic and two years of secondary),
establish high standards for learning, implement
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curriculum and instruction innovations and

implement central administration reforms in the
Ministries of Education and Higher Education.

Responsibility: "An internal commitment of self-improvement,
the improvement of others around us, and the
school community at large" (Lambert, 1998:95).
(Note: Although this definition is similar to
Covey's definition of accountability, Lambert
differentiates between responsibility and
accountability. To Lambert, accountability is
interpreted as standards or conditions usually
imposed by an external authority to which
members conform. Accountability measures may

mitigate against the development of
responsibility resulting in compliance, resistance,
or an attitude of victimization rather than

proactive participation (Lambert, 1998:95).

Restructuring: A substantive, systemic change in the rules, roles
and relationships of all those who work in or are
served by the organization for the purpose of
improving results for students.

School: Socially organized group of individuals with a
shared set of values, purposes and meanings
based on relationships and interdependencies that
create bonds that unite its members (Sergiovanni,
1994).

Teachers: Trained instructors who are employed as full-
time regular classroom teachers.

20:20 Vision: A comprehensive 25-year plan (1995-2020) for
the economic and social development of Oman.

Values: Beliefs and/or standards, which are regarded as
legitimate and binding, and act as standards by
which ends or actions are selected. (Hill and
Turner, 1984.)

Vision: "The inclination of a person to see that the world,
in this case the school and the associated
activities and learning, need not remain as it is -

that it is possible for it to be otherwise, and to be
better. It is the ability to see how things are and
how they might be - not in terms of the ideal, but
in terms of what is possible, given a particular
school situation" (Greenfield, 1987:61).
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Abbreviations

ANOVA Analysis of Variance
ASCII American Standard Code for Information Interchange
CIPP Context, Input, Process, Product
EFA Education For All

HSD Flonestly Significant Difference
IBRD International Bank for Reconstruction and Development

GNVQ General National Vocational Qualifications

NVQ National Vocational Qualifications
OBE Outcomes Based Education

ONQ Oman National Qualifications
RDGE Reform and Development of General Education
SBC Standard Based Curriculum

SBE Standard Basic Education

SD Standard Deviation

SPSS Statistical Program for Social Sciences

SQU Sultan Qaboos University
UNESCO The United Nations Educational Scientific and Cultural Organization
WTO World Trade Organization
SD Standard Deviation
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Introduction

This study examines two interrelated components of education reform; namely,
curriculum development, design and delivery and educational leadership. It is argued that
each contributes to the effectiveness and success of an educational reform.

Through an historical examination of the literature on curriculum design and the
literature on leadership, this thesis will develop the argument that Oman's recent curriculum
reform is best served by a reappraisal of the framework and methods currently utilised to aid

implementation. It will be seen that the importance of efficacious curriculum reform,
innovation and implementation lies in Oman's need to position itself favourably in a global

society. Further, this thesis will lead to a discussion of recent research and literature that

support changes in these two areas.

Curriculum

The twentieth century witnessed the growth and expansion of education in Oman.
Initially, education was based on the holy Qur'an and the transmission of Islamic religion
and culture. Between 1932 and 1970, educational opportunities were very limited; Oman
relied on other countries to provide educational opportunities and students were sent abroad
to study. These students outnumbered those who studied in Oman.

In 1970 the government of Oman accepted responsibility for and was committed to

building a national Omani educational system. The initial goal was to provide all students
with opportunities to obtain an education by building schools and increasing enrolments for
6 to 18 year olds. However, in curricular matters, Oman relied on foreign experts and
overseas research to provide a curricular base as well as on expatriates to provide instruction.

During the decades of the 1970s and 1980s many Omanis who had obtained advanced
educational training abroad returned to assume high-ranking positions in Government and to

take responsibility for their country's future. They realised the critical role of an educational
system to a nation's progress, particularly in the development of the nation's human
resources. It was evident that improvement in educational quality required the co-ordination
of three related spheres of social life - the educational, the economic and the social planning.
Preparation of an Omani teaching force to assume responsibility for the education of its
citizenry was paramount. Teacher training was expanded and four-year teacher training
programmes and institutions were established.

Initially, priority was placed on expanding the educational system and providing
access to "education for all". As Oman enters the twenty-first century with the adoption of
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the Reform and Development of General Education (1995)' and the 20:20 Vision plan
(1995)2, efforts are focused on improving the quality and content of education to ensure that

the national education system provides students with the skills and knowledge needed for
Omani citizens to be prepared for success in life.

Further, it has been noted that Omanis must also be prepared for the challenges and

opportunities that will be presented both domestically and globally. Included in this goal is
the improvement of the educational programme so that Omani students exit from education
(at secondary, further or higher educational levels) with qualifications equivalent to those
achieved by students in advanced and globally competitive countries. As a result "a
standards-based curriculum" emphasising mathematics, science, problem solving,

critical/analytical thinking skills, independent learning, and computer literacy has been
developed (RDGE). These innovative curriculum standards place demands on the Ministry
of Education, regional centres, and school personnel. However, it has become apparent that
traditional strategies of instruction relying upon transmission of knowledge and recitation of
information will not accomplish the new educational goals and objectives nor prepare

citizens of Oman to participate in the global economy. In light of these considerations, there
has been the development of a cohesive, coherent standards-based educational system which
calls for the integration of the many fragmented forms of schooling that have hitherto existed
in Oman. It is argued that a new structure of Basic (ten years) and Secondary (two years)
education will ensure equality, equity and a solid educational foundation for all Omani
citizens before advancing to specialized or advanced studies (RDGE).

Traditionally, schools received imposed and imported curricula often with goals and
objectives designed by and for foreign countries. Foreign consultants/experts and researchers
were relied upon to improve the educational system/programme and to institute change. To
create the changes seen as important for the educational system, Oman's educational leaders
now realise that they need to investigate education research more widely as well as

consulting with foreign experts and consultants; but that ultimately the changes and
improvements must be driven by the Omani educational community. There is now

recognition that the Ministry, education regional centres, school principals, and teachers
must accept responsibility for initiating change and driving educational innovation and
improvement. Indeed, Oman has demonstrated its long-term commitment to developing its
resource capacity through the building of a national educational infrastructure. This thesis

1
Throughout this thesis the Reform and Development of General Education (1995) will be known as RDGE.

2 Throughout this thesis the 20:20 Vision plan (1995) will be known as 20:20 vision.
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will indicate how these educational improvements, particularly curriculum reform, are

interrelated with economic growth, and as will be indicated in Chapter One, generally, with

manpower needs as these provide the social improvements that Oman - like most countries -

requires and now advocates. It is the aim of such reforms to aid Oman's entry into the global
economic community of the twenty-first century.

However, for national economic policy to promote economic growth that serves

national needs, the knowledge and skills developed must be appropriate to a high skill
economy. This was the commitment behind the RDGE and the 1995 Reform Policy Paper.

It will be seen that the Reform proposes

1. Central administration reform in the Ministries of Education and Higher Education;
2. Changes to enhance communication between units, promote understanding of reform

initiatives, and ensure implementation of reforms;
3. Formation of teams and work groups to implement varied phases of the new curriculum

and to train teachers.

The Reform promotes the acquisition of knowledge and skills that rely upon students
using problem solving, higher order thinking skills, and technological applications. Teachers
and administrators, it is suggested, must be adept practitioners of these skills if they are to
teach them to students. Educational systems, like all other economic and social institutions,
must have members who can adapt to and work within a constantly changing environment
that presents new problems, challenges, and opportunities. Teachers need both knowledge-
based expertise and the ability to diagnose and analyse students' approaches to learning in
order to guide and facilitate students learning. As teaching and learning become interactive
and more complex, teachers must be able to analyse and interpret the learning situation and
monitor and adjust lessons to meet students' needs. This requires flexibility and adaptability,
which may not be compatible with an approach to curriculum, teaching and learning that is
found in strictly structured, packaged instruction, as has often been the case in Oman.

Given these concerns, this thesis will utilise a constructivist perspective of leadership
and indicate that school administrators and teachers are best involved in activities that result

in learning together whereby meaning and knowledge can be constructed collectively and

collaboratively. Redefining leadership within a constructivist perspective places principals
and teachers in a situation where they can apply inquiry, higher order thinking and problem

solving skills to help in problems and educational situations. These skills would be replicated
in classroom situations to address the new curricular content of the 1995 Reform.

It will be seen that leadership becomes central not only to the implementation of the
innovation but also to its successful outcomes. In a country such as Oman, measures of
educational "success" become important indicators in the drive towards international
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comparability in standards as well as student outcomes. These issues will be an integral part
of the understanding developed in this thesis. It will show that the adoption of "top-down"
initiatives have had negligible effect on student achievement and school improvement
generally (Bell, 1993). Indeed, as Lambert (1998) contends, improvement strategies that are
dependent upon a single, or few, persons; or outside direction will fail or be unsustainable.
This has resonance for administrators and policy makers in Oman, where administrators and
staff are accustomed to an external, formal authority and frequently, fail to recognise that

leadership lies within the school and within themselves. In Oman, therefore, reform and
improvement are not perceived as the responsibility of school administrators or practitioners.

This sense of contestation concerning educational reform is not unique to Oman.
Rather, writers draw attention to the experiences noted in many countries where curriculum
reform is finding advocates as well as critical appraisal. In South Africa, for example,
researchers note that educational policies are seldom implemented as designed (Christie,
1999). Whereas governments may see policy as a total, rational, "package"; teachers and
Principals - the implementers - may see policy as part of a process of compromises, trade¬
offs and settlements. Thus the "problem" with policy implementation may be seen as

"unrealistic expectations" by one party and "lack of will" by another.
It will be argued that in Oman, as elsewhere, creating a school community within

which collaboration, innovation, and improvement are the norm places new demands on

Principals and warrants new strategies for working with schools in a new leadership
relationship. A school culture that fosters collaboration among its members cannot be
imposed upon teachers, or implemented as if it were a pre-packaged programme (Smith and
Scott, 1990). Such a culture relies on the voluntary efforts of school members to work
together as a team, constantly focused on the goal of educational improvement. A culture and
structure must be developed that

... encourages teachers as professionals to work together and with the principal and
other administrators toward school improvement andprofessional growth.
(Smith and Scott, 1990:3)

Creating and maintaining a culture in which collaboration, innovation, and improvement are
the norm make inordinate demands on principals. They require principals continually to

monitor, assess, and adjust their behaviour and actions to maintain a delicate balance
between the need for a coherent focused vision and goals and the flexibility that allows staff
commitment, creativity, and leadership to flourish (Conley and Goldman, 1994).

Changing the culture, processes, and subsystems within an educational system,
effectively and significantly, requires of principals diverse cognitive skills and knowledge of
change, these being related to cultures, human relations as well as to communications. These
are not discrete skills but should be interwoven into a system for shared leadership. Shared
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leadership requires that principals be able to use processes and strategies, such as

communication, group processes, conflict management, and instructional management
towards the improvement in policy implementation.

In addition, this thesis will show that teacher leadership and participation in school

improvement is believed to be critical. If schools are to improve, school communities have to
be able to reflect on their beliefs and actions, make judgments, and create new processes and
structures that enhance academic improvement (Maeroff, 1993). It is the interaction of the

components that make leadership dynamic. This interaction becomes the unique leadership
evidenced by a person, or persons, within a school community.

Therefore, Oman's educational reform initiative (as embodied in the Reform) provides
a conceptual framework for an analysis of organisational restructuring and a new leadership
imperative. Educational leaders whose leadership authority originates in positional power

within an hierarchical structure may come to find themselves in a position where their

leadership abilities, skills, and competencies will be challenged by a new collaborative,
group-oriented and cultural governance system.

In light of the foregoing, the following problem is addressed in this study: to what
extent do Omani principals who are implementing a standards-based curriculum, as defined
in the Reform prepared by the Sultanate of Oman, Ministry of Education (1995), exhibit the
leadership behaviours that foster the use of collaborative practices within a school culture?

To address this general question, Chapter One will examine the impact of

globalisation on education with specific reference to Oman. This will be further analysed
within the literature on curriculum reform. In Chapter Two this literature will be delineated
and will elaborate the distinctions between behaviourist and constructivist approaches to the
curriculum. It will be seen that this thesis adopts a constructivist perspective for a theory of
the curriculum, requiring teachers to adjust constantly to students' learning needs. In
addition a constructivist approach to curriculum development will necessitate the
collaborative efforts of all members of the educational system. Central administrative offices
will need to set standards and direction for instruction and evaluation and aid regional and
local administrators in interpreting and operationalising national directives. It will be argued
that school administrators will need to take an active instructional leadership role working

collaboratively with teachers to produce an effective instructional programme (Smith and
Piele, 1997). Therefore to achieve this economic growth, educational efficiency and

management are important in the global world.

These issues will be discussed further in Chapter Three where, worryingly, it will be
seen that current reform efforts have adopted a system approach which does not engage all
personnel in the design, planning, construction, innovation, implementation and appraisal of
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the curriculum. Due to the disjuncture between policy and its practical implementation, it
will be seen that it will be important to engage all members of the educational community in
policy implementation and to foster a structure which distributes power, decision making,
problem solving and planning to all.

Chapter Four will examine these concerns when theories of leadership are discussed. It
is argued that curriculum considerations, along with administration, aid efficacious reforms.
Indeed, in Chapter Four, it will be seen that leadership becomes a central concern in this
analysis of efficacious implementation of an educational reform. Literature from the field of
education administration indicates how crucial this is in the context of globalisation,
curriculum and administration. The appropriate channels for efficacious implementation of
Basic Education Curriculum are limited. It will be important to discover how the Principals
and teachers see their role. It is suggested that through a new style of leadership, it will
become possible to implement the new core curriculum, implement new teaching strategies,
deal with people individually and in groups, and develop a culture where change and
innovation are valued and practised by school personnel. These become the critical factors,
which the research methodology addresses in Chapter Five.

Because the key research question concerns the efficacious implementation of a

curriculum reform, the research is conducted through questionnaires and semi-structured
interviews. Chapter Six will delineate the importance of collaboration in the responsibilities
for problem solving, decision making and planning among major stakeholders, Ministry
staff, regional directors, administrators, teachers, parents, students and community members.
Current education policy-making may require the restructuring of educational organisations
from hierarchical to collaborative structures; in these organisations the leadership function

may be assumed by different groups or group members for varied lengths of time. This may

challenge the leadership abilities of principals. This challenge will be the focus of
discussions in Chapter Six. It will be argued that principals may be called upon to exercise
management of a different sort and to develop a culture within which diverse groups can

operate with a shared sense of meanings and purposes to achieve shared educational and
organisational missions and goals. Principals may need new skills or changes in leadership
training and may require a variety of perspectives on administration to enable them to define,
build and manipulate a culture where this shared commitment, responsibility and relationship
can exist.

Finally, in the concluding chapter, Chapter Seven, it will be seen that a conceptual and
theoretical examination of transformative and collaborative leadership asserts the importance
of both the leader and followers. However, in such a relationship, attention usually is not
focused on the role of followers (organisational members) in a shared leadership
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relationship, nor whether these individuals see themselves as leaders, change agents, and
mutual partners in such relationships. Although empirical research in an educational context

is beginning to provide information about collaborative leadership, this thesis clarifies the
exceptional importance of all parties understanding the nature and imperatives of
collaborative leadership and acting in an appropriate manner.

In light of the foregoing outline concerning the issues and problems associated with
the introduction of a new curriculum in Oman, this thesis seeks to address the central role of
the administration of both principals and teachers in the efficacious implementation of the
20:20 vision. It will be argued that co-ordination of these activities and achievement of these

goals requires a new type of leadership to be exercised by central administrative personnel,

regional centre personnel, and school leaders and teachers.

It will be argued that for leadership to be effective in this era of reform, administrators

may need to change their perceptions about leadership to provide the impetus for national
initiatives, such as the Reform. In such programmes, positional stature and power are not the
driving forces of innovation and improvement. Rather the shared vision, values, beliefs and

goals become the driving forces that encourage efficacious implementation of the reform
programme and encourage support from the members of the schools and those in the
educational system. Because of their overriding importance, these visions, values and beliefs
must be developed carefully and consensually and be reflected in all actions. Just as the
national leaders put careful thought into the documents that contain the beliefs and ideas that
guide this nation, schools may be able to achieve excellence by developing and working to
achieve what everyone believes is the mission of a school. In Oman, as elsewhere,
educational leaders have the responsibility to unite the school members and guide the
establishment of this collaborative, cultural framework.
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Chapter One

Globalisation - a Challenge to the National Education System

In Oman, as in the rest of the world, education policy has focused on curriculum

development, design, and innovation. It has been affected by national policy and by more

international economic and social pressures. In recent years those have come to be seen as

part of an international process called "globalisation". Globalisation is usually defined as the
spread of ideas, policies, and practices across national boundaries (Walker and Dimmock,
2000).

It is important to develop a thorough understanding of the impact of globalisation on

education theory before one attempts a review of the literature on a curriculum innovation,
design, development and evaluation.

This chapter will delineate further the context within which these realities emerge and
exist. It will examine, the role of curriculum in that globalised reality and it will analyse the
traditional discourses surrounding curriculum to provide an understanding of the central role
the curriculum plays in the emergence of any society from an adherence to traditional

practices to social structures and processes which are resonant with the global competitive
world.

The most obvious influence of global forces on education is through the changes it
makes in labour force demand and, hence, on the demand for education. Lee et al (1994) and

Gindling et al (1995) demonstrate, for example, that the returns to educational investment in
Taiwan have changed as global forces have reshaped the economic system there. Higher
education investments are becoming good investments in countries where, formerly, it was

thought that the best returns were in primary schooling.

This new trend has two root causes. First, previously accepted development theories
worked from an assumption that all developing countries were poor with largely uneducated

populations. This was never fully true of all developing countries, but the pervasiveness of
these characteristics allowed for mainstream development theory to be built around such
conditions. Mainstream development theory held that human capital, notably education and
health expenditures paid large dividends for both national investments and family
investments in, particularly, primary education. Substantial evidence validated this notion.
Jamison and Lau (1982) documented that farmer productivity increased with basic education
levels. Schultz (1989) summarised the many gains made when women had basic levels of
education. The World Bank's 1990 report on poverty brought together the literature to make
a substantial point that education was a good investment against the growth of world-wide
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poverty (World Bank, 1990). But, many developing countries have advanced beyond basic
levels of education. Further, education designed wholly to bring a group of people off the
poverty shelf looks very different from education designed to move workers from informal
markets into rapidly growing market economies. So, mainstream development theory based
on poverty reduction is not fully applicable as a development strategy today.

The second way that global forces affect development through education is by
"bidding up" the labour market skills in emerging economies. As each nation begins to move

substantial numbers of its population away from subsistence lifestyles into low-skilled global
labour jobs, the economics of education for investment within the families means that
children are no longer a resource that might be sacrificed for school time - rather they are a

burden that must be dealt with while parents go to work. Also, parents earn money in their
work that they exchange for food, clothing and other necessities. Although many parents may

be poor, the increased access to cash provides them with some means for contributing to the
education of their children. If the surrounding economy is growing, parents will often see

that investment in their children's education is a good use for their money. Hence, the global
forces that brought foreign direct investment into the country and built factories also changed
the demand for education and the ability of parents to pay for that education.

Each developing country that links to a global labour market is thus on a path to raise
educational levels. In so doing, it raises the standard of living of its citizens and, thus, raises
the cost of living. Increased educational levels allow the country to compete in higher levels
of skilled labour. As a country moves through these layers of educational/labour markets, the
returns to education increase at higher levels. Thus, for families that can afford the best

education, their children see increased gains for their education especially in escalating job
markets and pay rates.

Indeed as Brown and Lauder, (1996) argue, a nation's ability to secure future
economic growth and prosperity in a global economy is dependent upon the quality of its
education system. They note that economic growth has become dependent upon the
flexibility of a migrant workforce. In response to the firm's international expansion, labour

migration and the conditions of migration, were regulated by firms and nations. However,
this changed as mass production gave way to specialisation and diversification. Fordism's

declining profitability and collapse can be attributed to trends in overproduction and under

consumption (Pellerin, 1996). Deregulating practices of work (subcontracting, outsourcing),
strategies, all used to decrease production costs, have extended the labour process beyond the

workplace. In essence, they have restructured and globalised working environments. Pellerin,

(1996) contends that labour power is critical to this restructuring. Nations have contributed
to corporate restructuring by creating conditions that allow migration to be influenced or
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controlled by corporate transnational needs rather than government-controlled strategies.
Pellerin states:

Increased capital flows, changes in the organisation ofproduction and fiscal crises of
the welfare system have reduced the importance ofthe movement oflabour as a strategy
for capital accumulation. (1996:89)

Capital's mobility rather than labour's is evidenced in the reversal in U.S.A. policies.
In fact the decline in Mexican labourers entering the U.S.A. for employment opportunities
and the development of Maquiladores (movement of U.S.A. capital and production centres to
Mexico in exchange for lower labour costs and trade incentives) along the Mexican border,
illustrate the effects of capital's mobility and power.

Today Oman, a nation within the Gulf Region and part of the Arab World, exists and
thrives in an international and global context, which makes even greater demands on its
educational system. With globalisation the political social system may not exist as it has
been traditionally viewed grounded by geographic and nation-state concepts. However,
traditional conceptions of identity are critical because they define representations between
'the self and 'the other' and allow the development of a shared system of beliefs, values and

meanings.

The blurring of national boundaries and reliance on unregulated trading and

production transform traditional perceptions of power based on sovereignty and spatiality
into mutually exclusive arenas for political and economic behaviour. Peterson (1996) argued
that new mapping strategies are needed to situate people in this globalising world.

It may be argued that nations must struggle with the tension created by forces that

push for global pluralism and the desire to maintain a distinct national identity. Indeed, it has
been examined that the very forces of globalisation work against national, regional and group

identities. Some have indicated that globalisation is causing movements toward a

homogeneous global culture.

But the evidence exists to the contrary. While the forces of global capital may,

ultimately, impact on all or nearly all countries, it is equally true that the manifestation of
that force depends upon the unique history, culture and politics of a group of people. Thus,

global forces have been instrumental in expanding economic growth in many Asian
economies even while it works against such growth in many African economies (Hon, 1997).

The strategy to counter negative effects of globalisation lies, in large part, with
building on local strengths. For example, in the Arab world, a common language, religion
and heritage shared broadly across the region means that many Arab states can best adapt to

global forces by specialising in adapting new technologies and techniques to an Arab
context. Clearly, software, books, movies and popular culture need a translation. But so too
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do more elusive social, economic and political factors such as dress, banking customs,

textbooks, packaging, commercial goods, transportation, and communication systems.

These same differences mean that the Arab world has a different view on social and

cultural structures and, hence, may work differently in solving social and scientific problems.
These differences become a strength in a "knowledge economy" where people who are

globally trained but have cultural differences in values and beliefs bring fresh ideas and
creativity.

Many countries have been able to maintain multiple identities among their citizens.
However, in a global context, one might ask whether "belongingness" can be all

encompassing, meaningful and satisfying for individuals. This international and global
dimension is important when one addresses curriculum and innovation in Oman. Indeed as

Kofman and Youngs (1996) note, globalisation relates as much to a world perspective as to
the dynamic political, social and economic interrelationships within it. Until recently, a

Eurocentric perspective dominated identify and identification issues. Identify was considered

unitary and territorial in political and international relations. With globalisation, state-centric

political identity is exercised as well as forms of non-territorial identity grounded on

ecological, ethnic, religious, feminist and other non-state-based commitments (Peterson,

1996).

As alluded to above, education has long been thought of as a primary strategy to tackle
issues of poverty. But, globalisation brings special challenges to this method of tackling
poverty issues. First, the very forces of global economic change can raise aggregate levels of
education in a country by changing the economics of education. As a society advances from
a largely subsistence economy to one based on skilled labour and later to one built around a

knowledge economy, whole groups within the society begin to see substantial returns to their
investments in education. Whereas, in a national or regional economy, differences in income
levels may have been somewhat limited, in an economy that is globally linked, differences in
incomes among citizens may reflect at the broadest range of global incomes. Some people

may well have access to jobs, careers and incomes that are comparable with the highest
levels of incomes in the world. At the same time, few societies can claim to have totally
eliminated structures citizens, which still leave at the bottom of the education/skill markets.

Most societies still have people who are largely uneducated or who must sell their labour at

marginal wages. Thus, globalisation brings about the social/economic structures that make
for large-scale poverty and inequality (Wood, 1994).

Even if such poverty were tolerable within a society, it is not conducive to sustained
economic growth. Citizens whose skills level is far below the norm of the society are a drain
on the resources of the society. In some cases, these marginal citizens are geographically and
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socially isolated. But social resources must be used to maintain this distance and enforce the
laws and norms that dictate the inevitable interface of marginal people with mainstream
citizens. If such people are not geographically isolated, their very social & educational
marginalisation makes them difficult to integrate. The basic literacy, health practices and

daily living rhythms of more mainstream people are disrupted by the patterns of living of
those at the margin. Compromises or accommodation must be made or the social patterns

become so disrupted that political, social or economic stability is put at risk.

Thus, the forces of globalisation are also forces that may bring about instability and
raise the cost of maintaining a functional society. Education for the poor, then, becomes not

just a means for the poor to build their own lives; it becomes a necessity for the entire

society. Educational returns for the society, then, are not wholly captured by productivity
returns of educated individuals, but by social, political and economic stability returns that
build the base for continued economic growth.

Knowledge ties the globalisation process with education. The globalisation of world
economies has caused the logic of production to change. Competitive advantage based on

access to raw materials and cheaper labour have been reduced because of global access to

both. Technological change has reduced the relative cost of both transportation and
communication making global production profitable. As the value of raw material access and

geographic location relative to consumption markets declines as a mean of competing, the
value of knowledge inputs increases. Technology has made it easier to learn, or build new

knowledge with diverse professionals and to combine knowledge across fields. Thus, a new

type of knowledge production is becoming competitive.

This trend has reinforced the value of local knowledge - knowledge that is valuable
within a specific context. Niche markets are built on local knowledge and values. Adapting
products to local values and needs has is the hallmark of many growing companies (Morais,

2000). Thus, the definition of "knowledge" is gradually changing from "scientific" to

"relative" or "contextual" knowledge (Scholte, 2000). In fact, some authors contend that

knowledge (in contrast to information) cannot be separated from its context (Nonaka and

Konno, 1998).

Much has been made, recently, of the coming of a knowledge economy. Frequently
associated with globalisation, the knowledge economy, it has been alleged, opens

opportunities and brings about possibilities for equalisation that were difficult or impossible
in industrial economies. Frequently cited, as evidence is the growth of global networks of
information and access such as the global growth of the Internet and increasing availability
of computer technology in many regions of the world. These new technologies provide
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access to information to a broad spectrum of the world's population and also provide the
means to communicate cheaply and easily across national borders.

Along with advances and the spread of technology, the knowledge economy is thought
to be about "knowledge workers" who make a living from their ability to think and create.
The pharmaceutical industry, for example, is a largely a knowledge industry. Increasingly,
old industrial "goods" are becoming knowledge products. It is said that 70 percent of the
value of any new car is captured by the knowledge embodied in the car (research and
knowledge engineering). The value of knowledge as an input into manufactured goods; the
increase in pure knowledge products (such as software) and the demand for highly educated
labour are evidence that a knowledge economy is on the rise as a primary source of new

wealth creation.

But, it is likely that these evident pieces of a knowledge economy are really symbols
of much more profound changes in the way value is created in the world. Technology is

really a tool and its use is becoming more sophisticated. It is allowing people who were once

geographically, professionally or culturally isolated to exchange ideas and build new

solutions together. Equally, it facilitates the building of new conceptual frameworks to tackle
issues that have eluded solutions from professionally or culturally isolated research.
Environmental issues are prime examples. Global warming involves cultural, political, social
and economic forces at work. The ability of the world to find sustainable solutions to global
warming will depend upon the ability of diverse populations to work together to build new

approaches to tackling this complex problem.

Thus, the hallmark of the knowledge economy may well be that the best investments to

education are not just building increasingly higher levels of education and skills, but in

building the ability to approach complex problems creatively and to work with diverse

populations to find sustainable solutions. Software engineering is rapidly becoming a global
product — tackled from several geographic centers all working in co-ordination. New
methods of communication are being developed in Scandinavia and Korea even as North
America refines various communication products.

It is also true that the knowledge economy, while affecting most directly so-called

knowledge workers, will affect the lives of even the most marginal populations. By changing
the structures and dynamics of the larger world, the context in which even the most marginal
peoples live and work changes. So, too, their opportunities are altered and constraints for

participation in a larger world - the world of communication, financial markets,

transportation and labour markets. These change around them. They may, even without
altering any age-old means of surviving, become increasingly marginalised and at risk.
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It has been seen (Brown and Lauder, 1996) that globalisation of production and
finance erodes national economic structures, weakening state sovereignty and political
identities. Even as it does so, it builds the possibilities of creating new communities that are

neither nationally nor geographically defined. Software engineers worldwide have come

together to build a powerful competitor to Microsoft's Windows, for example. The network
of these people, some of whom probably do not share a common spoken language (although

they may share a common computer programming language), demonstrates the power of new

"communities" and alliances.

Conceptions of self and society are not limited to geographical considerations but are

expanded to include any socially constructed entity. This may be dynamic in nature and
subject to constant change. In essence, persons can be members of multiple social entities. It
is the task of educational systems to adopt policies, structures and processes in support of
these new social realities (Stehr, 1994).

Although one may examine the impact of globalisation on one country, Oman, one

also is aware that we are operating in a world system of states that are defined politically by
state boundaries (Taylor, 1996). In empirical studies, nation states are considered the unit of

analysis. For example, state-generated statistics are used to describe world economic
transactions in international trade relations. State-centric thinking focuses on relationships of
state to society with minimal recognition of other states or other social configurations within
or among states. Taylor asserts that modern states may be transitory; for example, the

political, economic and social changes in Russia, Germany, Czechoslovakia and Yugoslavia
have destroyed the traditional geographic and nationalistic perspectives in these areas.

International migration usually is predicated upon a set of economic, political,
environmental, and/or ideological conditions that affect the terms and directions of migratoiy
flow. Individual and collective migrants are participants in structural change. No country
wants to restrict its ability to participate in a world society. In order to support this

pressure to global economic and political activity, countries such as Oman are encouraged to

develop contiguous education systems. These include skill curricula.

In the past, education was linked to social and political conditions that may be seen to

directly evolve from the economic production process. Just as corporate strategies and
actions have influenced global politics, so too have new knowledge systems. Farrands (1996)

develops a conceptual framework that views the world through a - knowledge based
technologically - oriented lens. This has the ability to replace geographic and national
boundaries with social constructs that can define new power relationships among nations
based on intellectual capital. For example, telecommunications and global networks have
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influenced greatly the way businesses operate, collaborate and compete and these networks
have the ability to manage the flow of knowledge and intellect at a global level.

Traditional institutions and societies are evolving into a global perspective and are

affecting every aspect of individuals' lives. Tendencies of developing countries are to adapt
the structures and practices of developed countries, including (and especially) those related
to education, in an effort to gain prominence in the world society. Often these practices result
in distortion of the original structures and do not necessarily fit the developing countries'
needs.

Spybey (1996) argued that globalisation can be seen in all aspects of life. Its influence
is present in global instantaneous transmission and retrieval of information; international

product and goods in supermarkets; and transnational corporations, workforces and in the

military. New configurations of "haves" and "have nots" result. Spybey (1996) predicted that
the accelerated speed of technological development will render those who lack the ability or

desire to keep up, as the "have nots" in a global society.

The growth of "have nots" is of particular concern to writers such as Brown and
Lauder (1996). They argue that modern complex production processes and maintenance of

competitive advantage, so important in a global economy, will depend on rising quality and

productivity of human capital in the "have" economy and society. Knowledge, learning,
information and technical competence are the new raw materials of international commerce

(Brown and Lauder, 1996:4). This applies no less to Oman than to industrialised, and now

post-industrialised societies such as UK, New Zealand and USA. The argument is that if
employers are relied upon to provide training, training usually focuses on specific,
immediate needs. Thus, training is narrowly focused and lacks the flexibility to meet rapidly
changing labour requirements. In addition, under conditions of intense competition or

economic duress, training funds are reallocated to underwrite competitive strategies.

These are important issues for one to consider in the context of Oman. In the recent

past Oman has been dependent upon non-renewable oil resources, which are expected to last
for only another two decades. Yet, the economic indicator (below) shows that petroleum
activities represent major source of Government revenue.
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The structure of gross domestic product (end of December 2000)

Action 1999 2000

Petroleum 40% 48%

Construction 2% 2%

Wholesale & Retail Trade 13% 11%

Public Administration & Defence 11% 11%

Other Activities 34% 30%

One important feature in the future development of Oman's economy, is the rising
population of young Omanis leaving school. In 2001, expected number of Omani finishing
secondary school will be over 40,000 students. This compares with 35,862 students in
1999/2000 and 40,370 in 2000/2001 (Educational Statistical year book (2000).

Another feature in Oman's political economy is the large population of expatriate
labour force, which in 2001 is estimated at 500,000 comprising of 25% of total population of
the country. The government of Oman has therefore had to face these challenges by
introducing several steps and goals which have been incorporated in vision 20/20:

Reduction of reliance on oil resources in view of the anticipated gradual decline in
oil reserves.

Diversification and expansion of the economic base for the purpose of providing
renewable resources of income to support the process of sustainable development and the

increasing government revenues from non-oil resources. The government invested very

heavily in non-petroleum activities such as natural gas, mining, fisheries, agriculture, light
industries, and tourism (hotels, restaurants, recreation facilities). In the field of privatisation,
several projects have been announced in the area of electricity, water, airports etc. all these
efforts aim at gradually decreasing the dependence in petroleum activities.

Creation of macro-economic climate that is more conducive to private sector

development and strengthening the private sector role in the national economy.

Upgrading labour market efficiency through the correction of the existing
disequlibrium, through the increase of work force and rationalisation of the use of expatriate
work force.

The role of the private sector is seen as crucial to Oman's economic performance.
The growth of private sector alongside the desire reduce expatriate labour have
become central to the Sultanate's macro economic planning.
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Numbers of private sector employees are:

Private Sector Employees 1998 1999 Increase/Decrease

Omani 46171 50665 + 9.7% in year 1999

Non Omani 501543 474717 -5.35% in year 1999

These figures show that Omani participation in the labour market work force
increased; this is seen as a positive indicator of Omani participation in the economy and

especially in the private sector. To aid this process, there are a number of policy initiatives,
which have been developed and are being introduced:

Upgrading advanced technology skills of the national work force.
To achieve sustainable development on one hand, and to realise a decent standard of

living for the Omani people on the other.

Dr. Al-Hussaine stated "Investment in education is the best option for Oman.

Twenty years hence, as a post oil economy, as highly educated and trained manpower will be
the only reliable economic resource" (Al-Hussaine 2001)

From the foregoing one can see that the human resources development is one of the

primary goals of vision 20/20 and that education is the key to economic success in a

knowledge based global economy, achieving these goals through basic education reform will

prepare Omani citizens for life and work inline with recent national and international
economic developments aiming also at improving the quality of education.

Therefore it may be argued that in a global economy, a commitment to high quality
schooling and investment in human capital are required. In such nations prosperity is
contingent on developing a national culture of learning. One might suggest that success is
based on the co-operative efforts of state, employers and workers. The state assumes the

strategic role of providing the infrastructure for economic development that infrastructure
being a highly educated workforce, telecommunications networks and transportation
systems. Educational competitiveness among nations has focused on nations' efforts to

develop the full potential of larger populations, increased access to advanced training or

tertiary education, higher national and/or international standards of achievement and an

emphasis on lifelong learning.
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In an era of social reconstructionism, education is perceived as providing opportunities
for the growth of individuals as well as society. Improving education to improve society by
creating democratic structures that fostered quality education for all as seen in the work of
Dewey in the United States of America and Manneheim in the United Kingdom (Lawton,
1983). However, social reconstructionism is giving way to social accommodation for

political and economic betterment (Donn, 1998). Replacing educational goals of equity,

equality and social justice with "outcomes" is the economic analysis now beholden to the
cost-benefit implications of educational initiatives. Within nations, public education will no

longer be perceived and interpreted as "education for all" but will become market driven
(Donn, 1998).

Donn (1998) asserts that education plays a critical role in transforming twentieth

century manufacturing economies into twenty-first century information-based economies
where knowledge is considered as a commodity and continual learning is a prized attitude
and value. In such an economy, computer-based technology, flattened management systems

and participatory work teams require workers with high skill levels. One outgrowth has been
the demand in education for meaningful, higher standards of accountability and performance

by students and educational agencies. Educational decision-makers have adopted emphasis
on quality management, which led to national and world-class standards of quality for
production processes and products. National and world-class education standards provide a

common language for nations as they try to attract technological and information-based
industries to establish operations within their boundaries and employ their citizens.

Citing international competitiveness as critical to a nation's ability to prosper in the

twenty-first century, Donn (1998) proposed that nations that have limited capital and
material resources will have to rely upon the skills and knowledge of people to improve
productivity. As production systems rely on technology for process innovations and

improvement strategies, intellectual skills will be demanded and will supersede manual
skills. As skills and knowledge become important, and come to be seen as marketable skills,
formalised standards of achievement are needed to create a common language across

industry, education and government. These are considerations one may focus upon in an

analysis of the educational reforms now undergoing implementation in Oman.

Knowledge and information-based industries have changed work requirements from
reliance on narrow knowledge bases related to a specific industry, to broad-based,
transferable skills, (referred to as "soft skills") including problem-solving, communication
and teamwork skills, that can be applied to a variety of newly developing industries. Oman is
one such country because corporations and industries have shorter life spans, workers need
to maintain flexibility in skill attainment and a positive attitude toward continual learning-
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life long learning - if they are to be successful in adapting to a turbulent economic
environment and maintaining employment.

Most authors would agree that education will have to change dramatically to prepare

all peoples for participation in an increasingly global world where knowledge plays a larger
and larger role. For some, curriculum reform represents an opportunity to get beyond the
boundaries of the traditional curriculum of learning. From learning what the focus has now

turned to learning how to learn (Marshall and Tucker, 1992; Reich, 1991). Others contend
that, while major curriculum reform is needed, the Reform, in and of itself will not guarantee

a more equitable labour market (Kraak, 2000).

It has been seen that quality education is critical to a nation's success in a global

society. There is significant statistical evidence that good education and literacy positively

impact on real wages and the ability of developing countries to catch up with developed or

"established" countries. Poor schooling is found to have a negative influence on economic

development and cause a country to fall behind or stagnate.

It is proposed that for high-growth countries, characterised by economic and

population growth, globalisation will be economically and educationally advantageous and
will become necessary for these countries to participate in a global environment (lion, 1994).

However, in established countries where structural adjustments will force economic choices,
education may be impacted negatively (lion, 1994). Economic implications of educational
initiatives will drive education decisions rather than the previously accepted educational
goals of equality, equity and social justice. (Hon, 1994) notes that a stratified system of
education that caters to specific population segments will result in market-oriented,
commodified education. Those with globally competitive, sophisticated skills and adequate
financial resources will support private education. Quality public education3 will be
accessible to a middle class population that participates in a locally competitive labour
market. Those employed in low wage jobs requiring minimal skill levels will be relegated to

poor quality public education.

On the other hand, in England and New Zealand, adoption of standards was viewed as

a strategy for dismantling tripartite class distinctions in education. Free compulsory
secondary education in England and New Zealand, was intended to eliminate class
distinctions that had resulted from the creation of a tripartite system Lawton (1975). For

example, students in grammar schools received a different curriculum to those in secondary

3 In this thesis "public' means State. In many countries in the world "public" means just that: in the U.K. 'public'
is actually "private education".
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modern schools (Harker, 1975). Thus, preparation for national examinations, required for
admission to higher levels of education, was unequal. These writers note that the
introduction of comprehensive schools did not eliminate this three-tier system of education
but served to replicate these class distinctions within one building. It can be seen that the
present demands for higher level skill development and acquisition of a sophisticated
knowledge base by all students, has led to a national curriculum for all students.

It has been suggested (Skilbeck, 1990) that curricular innovations are embedded in,
and supportive of, a view of society as part of a globalising political, economic, and
technological world. Indeed it has been argued that education plays a critical function in the
internationalising and globalising of such societies.

In this curriculum discourse, evidence exists of an integration of academic subjects

(literacy, numeracy) with occupationally related skills (analysis, critical thinking, problem

solving, technological competence). It is interesting that qualification frameworks in
Scotland, England, New Zealand and South Africa (Donn, 1998) are defined and utilised in
the same context as the standards of learning that have been established in the United States
of America and now also in Oman. These broad frameworks and standards provide overall

uniformity and drive the content, quality and delivery of the instruction and learning process

at a national level.

In some countries, such as the United States of America, Scotland and England, these
reform efforts may result in a tightening of central control over curriculum and performance
standards. In Continental Europe and in Oman, the reform efforts may lead to distribution of
control over curriculum and instruction to regional and local levels while maintaining central
control over a broadly defined framework of curriculum and standards (Skilbeck, 1990).
Thus the "core" curriculum becomes the mechanism for controlling teaching and learning
practices.

Further, it has been noted that in democratic societies, there are varieties of

approaches to curriculum control. Given the prerequisites of democratic pluralism it would
be undesirable to concentrate curricular control at one level only. In England and the United
States of America, political pressure, public dissatisfaction and demand for improvement
saw shifts in control, responsibility and accountability. As a result, in America, the state

level is assuming greater responsibility for developing state-defined standards and
assessments. Broad-based curriculum decisions are being made at the state level, which is
influenced by federal legislation.

Although a national education system has existed in Oman for approximately thirty
years, it has borrowed considerably from the curriculum found in countries such as the
United States of America and the United Kingdom. The Oman education system of the 1970s
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exhibited all the characteristics of a traditional curriculum with its emphasis on control over

content, teacher delivery of instruction, and explicit detail of what the instruction would
include. Current educational reform in the 1990s and 2000 and Oman's vision for education

for the next twenty-five years takes into consideration curriculum reform and the impact of
globalisation. Standards-driven curricula that focus on student learning and performance are

found in many of those countries considered to be global leaders.

Although similar reform efforts are taking place in many countries, each must identify
its unique requirements and needs when initiating reform. For example, in the United States
of America, where individual states traditionally have controlled education, approaches to

national standards have been advocated by national content-focused professional

organisations, such as the National Council for Teachers of English and the National Science
Foundation. Many individual states have adopted content standards aligned with national
standards. Academic performance expectations including defined standards and assessment

have been developed by many states. Traditionally, local boards of education have controlled
local educational agencies. However, in many individual states these state-defined standards
and assessments are becoming the "control mechanism" and are contributing to efforts to

develop uniformity in standards, instruction, and assessment among the individual states

themselves.

It is therefore the case that acceptance of a national curriculum varies amongst nations.

Using consensus-building strategies, such as committees and public discussions, Scotland
has formulated a national curriculum framework that was accepted by the public and
education professionals (Kirk, 1991). Although creation of a national curriculum in England
has caused great debate among education policies makers and key players in the educational
world, the national curriculum, is intended to extend equity and equality of educational
opportunities to all England's children (Lawton and Chitty, 1988).

Indeed, careful analysis of Oman's economic direction and future, as indicated in the
20:20 Vision, is required. Through this one may perceive an educational programme

intended to sustain economic and societal growth and one that will meet the specific
workforce needs of Oman. These needs may be different from those of well-developed
countries. Modelling the Omani education system in the image of the global powers may

equip students with skills that do not match the emergent economic opportunities in Oman. It

may lead to these citizens'-migrating and seeking employment on foreign soils.

However, Omani decision-makers involved in curriculum considerations, maintain a

global perspective to ensure Oman's ability to participate in a global society and attract

globally oriented opportunities for growth and development within Oman.
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As in many other countries, in Oman this concern for curriculum has taken a specific
direction with an emphasis on core areas of learning - usually referred to as the "core
curriculum". This usually includes language skills, mathematics, science and perhaps social

history.

In this context, it is important to come to an understanding of curriculum reform

currently taking place in Oman. The change is complex. Since its inception in the 1970s,
education in Oman has functioned within a centrally controlled national education system,

one that used detailed curriculum guides and prescribed lesson plans to ensure that education
of Oman's students was uniform and Oman-oriented. These steps were taken to compensate

for a teaching force predominantly composed of expatriate teachers.

It is in this context that Oman's policy makers and educational planners proposed

changes: from a hierarchically centralised to a more decentralised structure; from content -

based to standards based - curriculum design; from a staff of expatriate teachers to local

teachers; from a teacher role of transmitter of knowledge to facilitator of learning; and from
limited educational opportunities abroad and at home to domestic universal public education;
from students as receivers of knowledge to students as active learners.

Many countries have adopted standards-based education, and an examination of the
standards adopted by each country reveals that there is a great deal of similarity in the
content areas, the knowledge and the skills required within predefined learning areas. There
is agreement that communication/language skills, mathematics, science, social history and

technology are commonly found in each country's curricula areas and in the literature there

appears to be further similarity in a focus upon defined performance levels.

In many Middle Eastern countries, another mechanism for curricular control, content-

specific curricula, allows close control over curriculum and its delivery by the government.

In some cases this goes as far sometimes, as defined daily lesson plans. This was especially
appealing to Oman, where initially expatriates dominated the teaching force. Centralised
curriculum development and inspection of classroom practice ensured that Omani culture

(history, traditions and values) permeated all instruction. As Oman constructed its national
framework of higher education and expanded teacher training standards and requirements in
the post 1994 period, it was able to begin to build an indigenous native teaching force. Thus,
control over classroom practices no longer has the same priority, context, or function. The

emphasis of standards-based education on students' taking an active role and responsibility
for their own learning calls for flexibility at the classroom level thereby allowing students a

freedom for individualised learning. However, there is a need for a guidance system that will
ensure that all students acquire and perform at "performance levels" prescribed at the time.
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The latter approach therefore can be seen as quite distinctly different to the former approach
not only in practice, pedagogy and planning but also in philosophy.

These changes make a fascinating backdrop against which curriculum change in Oman
is taking place. Oman, it will be seen, is a country firmly within the Arabic world but is also
west-ward-looking. This juxtaposition poses interesting possibilities for Omani political

players as they introduce education policy for the Oman of the 21st century.

In order to delineate the substance of this discussion it is important to present an

overview of the development in the field of curriculum related to curriculum theory,
innovation and evaluation. This will include a presentation of models of curriculum design,

development and evaluation. The next chapter therefore, will outline the historical

development of curriculum theory in the Omani context.
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Chapter Two
Curriculum Theory - the Omani Context

Chapter One has drawn attention to the globalising pressures on education policies in
most countries of the world. It was noted that these pressures result from changes in national

policy and international economic and social pressures which have been conceptualised as

globalisation. The impact may be seen most pertinently in the case of curriculum policy,
which has changed dramatically over the past ten years. Oman's curriculum policy is no

exception. It has become the case that Oman's curriculum design owes more to an emerging
global approach to learning (one based on constructivism) than to policies from a previously
supported behaviourist perspective. Behavioural theory is based on research in learning
psychology and holds that learning is controlled externally, that the learner acquires
knowledge under the control of an external entity (a teacher, a trainer, a parent).
Constructivism, on the other hand, places responsibilities for learning with the learner.

To delineate these understandings, it is intended that this chapter will outline the
historical emergence of curriculum design and development from its early days in
behaviourist theory. It will then focus upon the current popular approach to curriculum

development, notably that of constructivist theory. It will been seen that this new knowledge,
based on research in cognitive psychology, holds that learners learn by constructing their
own knowledge through active processes rather than by simply absorbing knowledge directly
from another source (Ryan and Cooper, 2001). It will be noted that in Oman curriculum

policy has become highly contentious. These issues will form the basis of this thesis.

Thus central to an understanding of curriculum reform currently taking place in Oman
will be an analysis of the academic origins of curriculum thought. These will include

psychological, philosophical and sociological theories and models. In this way

constructivism will come to be seen as part of a much wider, global, transformation of
education, where curriculum policy becomes "constructivist rather than behaviourist" in
academic origin. It will be seen that constructivism itself is part of a much wider approach to

internationalising the role and importance of education.

There have been recent changes in curriculum design, developments, and

implementation which have many of the hallmarks of this "globalising" tendency. Not only
do these curriculum reforms exhibit pressures from outside Oman, but also they are not

necessarily part of, or congruent with, the historical and educational traditions.

The education system of Oman may be under extreme pressure given this disjuncture
between past tradition and current political demands. From these historical accounts it will
become apparent that in Oman curriculum policy has become highly contentious: indigenous
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educational traditional policies which are being supplanted by international imports into a

fast-changing Oman are not necessarily conducive to the educational structures which exist
in Oman. These issues form the basics of Chapters Two and Three.

This chapter therefore will draw attention to the role and importance of disciplinary
thinking in curriculum design: notably this literature draws on curriculum from the
perspectives of psychology, philosophy and social theory and therefore the terminology may

differ although the content of the understanding may be very similar. From this overview of
the literature, Chapter Three will address Oman's educational system.

Definition of Curriculum

Curriculum was recognised as a specialised field of behaviourist study by Bobbitt

(1918). A report by the U.S. Commission on the Reorganisation of Secondary Principles, and

(Bobbitt, 1918, 1924) believing a curriculum should be determined by studying the activities
of adults in society and thereby discover what knowledge individuals need to know. This
commission identified 821 instructional objectives. With the 1924 publication, the emerging
field of curriculum development became central to teacher education. Curriculum revision, at

the local school level, emphasised teacher re-training. This occurred within a behaviourist
model of learning.

Since then, the many definitions of curriculum (all within this behaviourist tradition)
have ranged from the narrow, which define a curriculum as the subject matter taught or

evaluated in schools, to the broad, which define a curriculum as all the experiences offered to

learners while in school (Doll, 1978). Interestingly, Musgrove (1975) defined curriculum as

an artificial contrivance designed to accelerate, promote and manage change. However, in an

attempt to generate a more socially constructed definition, Oliver (1977) interpreted
curriculum within four dimensions: the programme of study, the programme of experience,
the programme of services, and the hidden curriculum. Thus, in some behaviourist
definitions of curriculum, function (content and process) is emphasised (Doll, 1978) whereas
in other definitions, structure (aims, objectives, content organisation, evaluation) are

emphasised (Taba, 1962).

Although behaviourist definitions of curriculum may vary, they share one assumption:
a curriculum represents a plan for action and not the action itself, which is instruction.
Johnson (1967) distinguished between curriculum and instruction, curriculum prescribes (or
at least anticipates) the results of instruction and does not prescribe the means (Taba,

1962:130) viewed curriculum and instruction as two ends of a continuum.
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Within the behaviourist tradition educators have dealt with the complexity of
curriculum by dividing, categorising and classifying knowledge into disciplines or

knowledge areas so that it may become comprehensible and manageable. Beauchamp (1981)
organised knowledge into three divisions: humanities, natural sciences and social sciences
from which applied knowledge areas are derived. Education became an applied knowledge
area because of its unique blend of multiple disciplines and the rules and procedures that
exist for combining and utilising these varied discipline areas. Looking at education,
Beauchamp (1981) distinguished among educational theories related to specific areas, such
as administrative, instructional and curriculum theories. Further, curriculum theories can be

categorised as "design theories" - the basic organisation and content of curriculum plans -

and engineering theories - the plans, principles and procedures that guide curriculum

development activities (Beauchamp, 1981).

Most definitions deal with sets of phenomena and relationships (Ornstein and

Hunkins, 1988). Kaplan (1964) defines theory as a device for interpreting, criticising,

unifying and modifying established laws as well as discovering new generalisations. Snow

(1973) defines theory as a symbolic construct of generalisable facts or concepts that are

related and/or systematically connected. Bohm (1983) regarded theories as perspectives that

try to explain facts and events that occur. Scientific theory, considered the exemplar of

theory formation, relies on the accumulation of generalisable hypotheses, facts, and laws
from empirical findings.

On the other hand, a majority of curriculum theory is based on philosophical or

humanistic theory, which is used to explain human existence and is based on assumptions or

beliefs that define what "should be". This normative theory, based on values, provides
guidelines of what material should and should not be included in curriculum.

Historically, discourse about curriculum theory gained prominence among researchers
in the 1940s. The growth of scientific theory and concerns about objectivity produced an

educational demand or drive for, and the introduction of testing, statistical tools. These
enabled researchers to manage investigations and to process gathered data. Ornstein and
Hunkins (1988:285) credit Bobbitt and Charters, proponents of adapting scientific theory to

curriculum theory, for utilising activity analysis to correlate the objectives of the subject with
specific activities. In other words, those tasks and skills that students had to learn. Dewey's
curriculum theory linking school to society has been based on the premise that children learn

through activities and that curriculum should relate knowledge to prior experiences.
However, these works could not be viewed strictly as curriculum theory. There is consensus
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that the Beauchamp approach while addressing theory - by defining three knowledge areas -

falls short of theoretical premises acceptable to a majority of scholars in this field.

The status of curriculum theory has led to disagreement among experts in this area.

Although Macdonald (1978) believed curriculum theory was in a formative stage and was

not clearly defined, Kliebard (1977) argued curriculum theory existed, while Schwab (1970)
proposed that such theory could not exist. Ornstein and Hunkins (1988) contended that one

creation of a single curriculum theory is unrealistic because of the complexity of curriculum
and its all-encompassing nature.

Johnson (1967) formulated a model for curriculum theory that focused attention on the
definition of curriculum (an intended series of learning outcomes) and differentiated between
curriculum as a plan and the means that generate such plans. Macdonald (1965) contended
that curriculum is one of four interacting subsystems (curriculum, instruction, teaching and
learning). The intersection of these four components creates ideal conditions for the
curriculum to be actualised. Wilson's (1971) open access curriculum model presents three

categories of knowledge and the methods teachers use to manage learning in each category:

facts - lectures and controlled reading; contested truth - seminars; and open exploration -

research. Regardless of the above discussions, the past thirty years 1970-2000, have

produced several theories and models. Four theoretical premises have been identified for
curriculum theory: formal (structure of disciplines as components of curriculum), event

(scientific investigation of occurrences), valuational (norms and values guide content and

objectives), and praxeological (focus on means of obtaining desired results).

Recent inquiry concerning curriculum theorising reveals that disagreement is still

prevalent. While some researchers feel attention should be focused on curriculum theory,
others argue that it is more important to focus upon how knowledge is created and used.

Conceptually, curriculum theorists are divided into three camps; traditionalists,

conceptual empiricists and reconceptualists (McNeill, 1985; Pinar, 1978). Traditionalists
view curriculum as a structure with relationships that can be identified, defined and
controlled. (Members of this school include Tyler, Tanner, Zais, Taba, Goodlad and Saylor.)
Conceptual empiricists concentrate their efforts on formulating theory. Scientific knowledge
and research enable them to produce theories that practitioners can use to justify appropriate
content for curriculum. They are characterised by a systems-managerial orientation to
curriculum and include Posner, Bruner and Stufflebeam. Reconceptualists focus on the
outcomes of the curriculum, not its components or structure, and its effect on persons. They
include Pinar, Macdonald, Apple and Friere. These critical theorists (social and political
counterparts to psychology's constructivists) are concerned with eliminating oppressive
conditions in society (power, wealth, control, social class); those conditions being the ones
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that are seen to restrict students potential for emancipation. Through a curriculum that

challenges existing social and political structures empowerment amongst students may be
encouraged. These approaches will become valuable bases for discussions in the second part
of this chapter.

However, in the coming discussion, the terms of behaviourism, curriculum design
development, evaluation and models of evaluation will be delineated. Following this,
constructivist discourses, notably through critical theory, will provide a framework through
which one may examine the approaches to management and innovation.

Curriculum Design and Development

It has been seen that curriculum may be considered as a plan for providing learning

experiences for learners in formal educational settings. Curriculum development however is
the means by which such a plan is prepared and implemented rather than an examination of
how teaching and learning occurs in practice. Curriculum describes a product; curriculum
development (sometimes called curriculum engineering) describes the process by which this
product is produced.

According to Oliva (1982), curriculum development consists of three phases: planning
or design, implementation or action, and evaluation or control and judgement (Oliva,

1982:25). Lewy (1978:15) suggested six stages of curriculum development: determination of

general aims, planning, tryout, field trails, implementation, and quality control. These stages

need be neither hierarchical nor linearly sequential. The entire system may be cyclical.

Curriculum development is viewed by educators as the process of making

programmatic decisions and of revising the products of those decisions on the basis of
continuous and subsequent evaluation; a model is perceived as giving order to this process

(Oliva, 1982).

Elemental or Sequential Models

In these approaches, the learners are considered an 'input' into a system whose goal is
to affect changes or 'output' with specific characteristics. Many of these writers have

developed their perspectives from the work of Tyler. Tyler's position paper on the

components of curriculum theory presented at the 1947 University of Chicago curriculum
conference is credited with delineating a scientific, positivism of curriculum theory. Using

perennial theory, Tyler's curriculum design was based on four key components: purposes,

learning experiences, organisation and evaluation. The acceptance and support of scientific
research methods in education and curriculum matters dominated research. In the late 20th
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century, it remained the dominant paradigm. Merging work of behavioural psychologists,
such as Thorndike, with the analytical perspective of perennialists like Tyler, created a

technical rationality to curriculum development that emphasised a mechanistic, positivistic

approach. This approach reduced curriculum development to a simplistic, rules-ordered
mechanical design that concentrated on content and components rather than learners and

learning situations.

This model, usually called curriculum engineering, uses various systems approaches.
Its practitioners are generally of behaviourist orientation. The models differ in whether they
regard the sequences as linear or cyclical and whether they proceed from the global to the

particular or from the particular to the global. Tyler's work delineates four models, which
can be included within these categories.

Tyler's Model
In Tyler's (1949) model one begins by gathering data from three domains, defined as

follows:

The learners. The curriculum planner should analyse data relevant to the learner's total

range of needs and interests - educational, social, occupational, physical,

psychological and recreational. This may be done through observations by teachers,
interviews with students and parents, questionnaires and other known "tools" for

collecting data.

The society. The curriculum planner should analyse both the local community and the whole

society in the areas of health, family, recreation, vocation, religion and civil roles to

identify the beliefs and traditions, values and needs of the community.

The subject matter area. The curriculum developer in this area must play the role of a

subject matter specialist and analyse the nature, logic and sequence of the subject
matter area. Once data has been gathered from these three domains, provisional
objectives may be drafted. The provisional objectives are then put through two

screens, defined as follows:

1. Philosophical Screen. The recognition of the importance of every

individual human being regardless of his race, nationality, social or

economic status. This recognition affords an opportunity for wide

participation in all phases of activities in the social groups in the

society. It supports the encouragement of variability rather than

demanding a single type of personality.
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2. Psychological Screen. Knowledge of the psychology of learning
enables us to distinguish changes in human beings that can be
expected to result from a learning process. Knowledge of the
psychology of learning enables us to distinguish goals that are

feasible from those that are likely to take a very long time or are

almost impossible to attain at the age level contemplated.
Psychology of learning gives us some idea of the length of time
required to attain an objective and the age level at which the effort
is most efficiently employed (Oliva, 1982:35).

After the objectives have passed through these screens, they may be put through
additional planning steps, identified as follows: selection of learning experiences;
organisation of learning experiences, direction of learning experiences; evaluation of
learning experiences. Finally, they may be refined into precise instructional objectives.

By providing stringent criteria for the formulation of course objectives, Tyler
influenced many of the fundamental curriculum innovations of the 1950s and 1960s, in the
US, particularly in the field of science. Priorities shifted from memorised accumulations of
discrete facts to an emphasis on basic concepts, processes, relationships and sequencing. It is
this that has impacted on subsequent curriculum development. Although well defined
curricula in particular subject areas emerged under the influence of Tyler's model, the model
turned out to be less effective in defining global curricula for particular levels of education,
such as at the primary school. The reason appeared to be that the model provided no

mechanism for integrating different types of knowledge. This would, indeed, become a

problem in the Omani context because efforts to improve instruction prior to the reforms of
1995 isolated subject areas. After the reforms of 1995 there was more emphasis on integrated

disciplines wherever possible, such as with science/maths/computing. Also, the Reform calls
for emphasis on global education. Therefore, it may be suggested that Tyler's model has
been less effective in this case because it does not integrate disciplines.

However, the utility of Tyler's approach for an understanding of the principles of
efficacious implementation of an education policy innovation is profound. It has enabled
educators to think and plan rationally for educational outcomes. Further, as subsequent
writers have attested, there is value in defining stages and philosophical screens. Indeed,

Beauchamp (1964) and Taba (1962) two writers subsequent to Tyler may also have
reflections, which become relevant for Oman.

30



Beauchamp's Model

Beauchamp (1964) identified five decision-making constituents of a model for
curriculum engineering: (a) the arena; (b) selection and involvement of people;
(c) organisation and procedures; (d) curriculum implementation; and (e) curriculum
evaluation.

The arena refers to the scope of the development efforts, which may range from a

classroom to a nation-wide school system, as in the case of most Arab countries.

Regarding selection and involvement of people, Beauchamp attempted to set criteria
for the involvement of administrators, teachers, students, parents and members of society.
Such criteria, which could include time, qualifications, scheduling, roles or other factors
should be realistic. In Oman - as in many Arab countries - this is important.

Beauchamp divided organisation and procedures into five successive phases:

(a) formation of a Curriculum council to supervise the overall co-ordination task;

(b) appraisal of present practices; (c) study of alternatives; (d) formulation of criteria

determining decisions regarding what should go into the curriculum; and (e) designing and

writing the new curriculum.

He also emphasised the importance of the implementation phase. He asserted that
while many curricula had been well planned, far fewer had been systematically implemented
and, consequently, "had failed and had been ignored" (Beauchamp, 1964). It is to be hoped
that such a fate is not the one awaiting the current curriculum innovations in Oman.

Beauchamp divided curriculum evaluation into four stages: (a) the teacher's use of the
curriculum; (b) the curriculum design; (c) student outcomes; and (d) the curriculum

engineering system.

In response to criticism that his model was a version of the top-down administrative
model, Beauchamp noted that his model incorporated procedures that had become well
established in school practice, which tended to favour the administrative model. That is a

model easily recognised in past Omani education policy and practice, with its concern for

controlling curriculum change and the introduction of new ideas. This is why reform is

important to the development of educational leadership for the 21st century and is important
in Oman.
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Taba's Inverted Model

Taba (1962) expressed three criticisms of the traditional deductive sequence of
curriculum engineering that commences with general issues and moves to specific ones:

• The deductive process to reduce the possibility for a creative innovation because it
limits the possibility of experimentation from which emerge new ideas and concepts

of curriculum.

• Curriculum committees deduce what is theoretically appropriate, but this judgement
cannot be validated until implementation has taken place for a good length of time.
This means that the plans produced have been based on logic, not on empirical
results.

• Because these plans were deduced on logical bases, they tend to consist of very

general, abstract prescriptions of sketchy schemes of instruction.

Theoretical designs of curricula are developed with meagre foundations in

experimentation while practice and implementation is carried on with insufficient

understanding of theory. This gives theory an unreal quality and forces black and white

thinking (Taba, 1962:20).

As evidence of her argument, Taba cited the failure of the core curriculum. Taba

suggested an inductive sequence that began with the planning of specific teaching units by
classroom teachers who implemented them and validated their applicability through testing.
Then these units could be used as an empirical base for designing the overall curriculum.
Such a sequence could help bridge the gap between theory and practice because the

production of '"teacher-learning" units combines theoretical competence and practical

experience in teaching. Since such units were produced and implemented by teachers within
the system, they can easily be introduced in the entire system without resistance. It was

suggested that curricula, including both a general framework and tangible teaching-learning
units, were more likely to affect classroom practice than deductive sequences which stop
short of the specific guidance afforded by the teaching units.

Taba's model consisted of five stages: production of pilot units, testing the

experimental units, revision and consolidation of the units, development of a framework, and
installation and dissemination of the new units. She also developed an eight-step sequence as

a guideline for teachers producing new units: diagnosing needs, formulating specific
objectives, selecting content, organising content, selecting learning experiences (activities),
evaluating and checking for balance and sequence. Taylor's (1975) learning experience
model, grounded in psychology, is similar to Taba's model and emphasises the ways and
methods of thinking and learning utilised by learners. For curriculum developments in Oman
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these considerations have become important. Current reforms are based on conceptions of
the relationships between thinking and learning that are experienced by students.

With regard to decision-making, Taba's model may be considered to be a variant of
the grass-roots model, (which will be explored later in this chapter) with more elaboration of
the phases of curriculum development. Its major strength was its integration of theory and
practice. In Oman this may be exactly what is required to fully implement educational
reforms.

Human Factor Models

Whilst many curriculum developers had agreed that "curriculum change" was in fact a

"people's change", this was barely acknowledged in most curriculum models. With the
complications of reconciling the emphasis between the behaviourist approach of elaboration
of objectives, process and phases and the managerial and decision-making hierarchy, the
human factor was usually neglected. It has been suggested a model emphasising the

development of the human factors. This model has been widely adopted in a number of
countries where educational administration has become an established profession. However,
with its focus upon an individual's education, it has not been viewed as particularly helpful
for an understanding of educational policy-making in Arab countries, including Oman.
However this oversight may now be corrected. Through the introduction of the new

educational reforms authority is given to teachers, Principals, and directors of districts. This
structure of reforms, authority has emerged as paramount in visions of new educational

policy making.

Roger's Interpersonal Model

Roger's model was predicated on the assumption that society could best meet the

challenges of an ever-changing world by developing individuals who are flexible and

adaptive. To produce such individuals, their teachers need to be open to change and process

oriented while the education system should be conducive to innovation and personal growth.
To promote this goal, Rogers encouraged the formation of sensitivity training in T-groups,

beginning with ten to fifteen peers - administrators, teachers, parents, and finally, students.
Each T-group had a trained facilitator who would establish the unstructured environment
conducive to free expression, interpersonal communication, risk taking, and honest

exploration of feelings.

After all the peer or vertical groups had met, Rogers extended the technique to
"horizontal" groups, consisting of two board members, two administrative officers, two
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teachers, two excellent students, and two failing students. These were chosen from those
who had first undergone training in the peer groups. He argued that through communication
achieved without the status barrier, changes could occur, not only to the curriculum but also
to the entire educational climate.

Although Rogers' model lacked the technical components that curriculum specialists

usually addressed - specific details of content, learning objectives, and implementation - it
remained a contribution to the literature of curriculum development. It was also one of the

key approaches to curriculum development in Oman, pre-1994.

Curriculum Evaluation Theory

In addition to design and development, behaviourism has also provided approaches to

curriculum evaluation. The term 'evaluation' has traditionally been associated with tests,

marks, grades and teacher ratings. Evaluators were concerned with whether a student had

passed a course or failed it or had gained the minimum knowledge required within a subject
area or had met graduation requirements. At most, evaluators examined some specific

subject area within a particular grade level.

Going beyond these parameters of evaluation, it has been suggested in several
countries, including Oman, that all phases of the curriculum need to be evaluated, from the

clarity with which goals have been defined to the extent to which goals have been achieved,
the manner in which the programme has been implemented, the extent to which the
curriculum meets the needs or expectations of the parents or the community, the extent to

which the evaluation system corresponds with course content, the extent to which curriculum

components are integrated, both vertically and horizontally, and finally, the attitude of
students, parents, teachers and administrators to the curriculum initiative. This researcher
notes that evaluation is a critical element of educational leadership and reform (Razik and

Swanson, 2000). However, in the Arab world, as generally, curriculum evaluation has been
less stringent than perhaps it might have been. Indeed as the curriculum reform process is
developed, in Oman, evaluation will come to be seen as a central part of the reform
programme.

Formative and Summative Evaluation

The distinction between formative and summative evaluation was introduced and

elaborated by Scriven (1967) and Bloom et al, (1971). The difference between formative and
summative evaluation lies in the use and timing of the evaluation rather than in the

methodology or analytic techniques. Formative evaluation is used during the planning and
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designing phases of curriculum development whereas summative evaluation is used after a

curriculum development project is in operation (Scriven 1967, and Bloom et al, 1971).

Although curriculum evaluation has occurred in Oman, it has tended to be summative
in format. This has meant that a rigid system has developed, with curricular review at the end
of the academic year and little or no formal evaluation being done during the academic year.

With the introduction of the new curriculum it may be that formative evaluation will come to

be important. Indeed, formative evaluation may be used during three stages of curriculum
development: (a) planning and designing; (b) implementation in sample schools; and (c)
extension of the curriculum throughout the education system. At the planning stage, such
evaluation assists in assessing alternative approaches. During the initial implementation

stage, it can assist in appraising the views of people trying out the plan. During the
dissemination stage, it can provide data regarding the impact of the programme on new

populations. In Oman these stages were never considered prior to reform. Now there is an

opportunity for carefully considered curricular development. Current education reforms

emphasise this approach. Summative evaluation, in appraising a programme after it has been
established, helps provide data needed for revising curriculum plans, formulating new ones,

adding or dropping courses of instruction, selecting new content, and revising goals or

objectives.

The utility of such an approach may come to be seen as crucial for efficacious
curriculum implementation in Oman. However, in addition to the theoretical concerns

surrounding curriculum evaluation one must also draw attention to certain models as they are

discussed below.

Model of Curriculum Evaluation

A number of models of curriculum evaluation have arisen over the past half century.
These have included the behavioural objective model the decision making model, Provus'

discrepancy evaluation model, the accreditation model, and Stake's congruence-contingency
model.

The behavioural objective model was developed by Tyler in the 1930s in connection
with the Progressive Education Association's Eight-Year Study Programme in the U.S.A.
Because Tyler defined education as a behavioural change in learners his evaluation consisted
of measuring the extent to which such change had taken place. He distinguished three foci of
evaluation: objectives, learning experiences and achievements (Tyler, 1949). This model
remains dominant, particularly in the United States, because educational authorities require
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requests for federal and state funding to include a statement of objectives along with
procedures and instruments to measure their achievement. This model is particularly suited
to summative or product evaluation.

One disadvantage of Tyler's behavioural objective model is the lack of a component
for "formative evaluation" - one, might argue, is essential in the process of curriculum

development. To remedy this deficiency, Stufflebeam developed an approach that
incorporated formative evaluation called the decision-making model (Stufflebeam 1971:43).
He defined evaluation as the process of delineating, obtaining, and providing useful
information for judging decision alternatives. According to Saylor, Alexander and Lewis

(1981), the decision-making model (CIPP) provides data regarding four stages of the
development process:

1. Context evaluation, which contributes to the definition ofobjectives.
2. Input evaluation, which is necessaryfor decision making on matters ofdesign.
3. Process evaluation, which guides decision making on operations.
4. Product evaluation, which provides data for judging attainments, and, hence,

for revision, termination, or continuation. (Saylor, Alexander and Lewis
1981:302)

For each of the above stages, the following steps were to be taken in the process of
evaluation:

• Determining what is to be evaluated and for what decision-making purpose.

• Determining the data required.

• Collecting the data.

• Defining the criteria to determine quality standards.

• Analysing the data in terms of the specified criteria.

• Formatting the information for decision-making.

It is important to note that the CIPP model does not include actual decision-making but

only provides for collecting and presenting data and alternatives to the decision-makers.

Provus developed a version of Stufflebeam's decision-making model. He defined

programme evaluation as:

The process ofdefining programme standards, determining whether a discrepancy exists
between some aspect ofprogramme performance and the standard governing that aspect
of the program, and using discrepancy information either to change performance or to
change programme standards.
(Provus 1971:183)

Provus identified five developmental stages associated with four steps in each of the
three content categories that are essential components in evaluating an on-going program.

The five stages are (a) design, (b) installation, (c) process, (d) product, and (e) programme

comparison or cost-benefit analysis. The programme moves from one stage to the next,
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identifying discrepancies. Once a discrepancy has been detected, the planner should revise
the programme standards, modify the program, or terminate it. When the first four steps have
been completed, the fifth step can be used to determine the cost benefit, which should lead to
a decision whether or not to install the programme or find ways of economising.

Of a wide variety of evaluation models, Stufflebeam's and Provus' versions of the

decision-making model have been seen to be valuable in curriculum evaluation, especially in
the USA. However, their approaches may also be of interest to educational policy makers in
Oman.

An essential part of evaluation is accreditation. Accreditation is a procedure to

determine whether institutions of learning, whether at the university or pre-university level,
meet certain standards, which may be determined by some private professional organisation
or by some government body. The curriculum evaluation model generally used in
accreditation procedures is a version of the discrepancy evaluation or decision-making
models. Saylor and Alexander (1981) stated that:

Standards typically include items associated -with context, such as statements of
philosophy and goals, assessment ofcommunity needs and descriptions ofstudents to be
served; standards regarding input include qualification of staff, physical facilities,
library resources, instructional resources and curriculum plan. (Saylor and Alexander
1981:328)

Generally, evaluation is accomplished on two levels: (a) self-evaluation by

participants in the programme or those immediately affected by it; and (b) evaluation by a

team of specialists assigned by the accreditation association. Institutions failing to meet

accreditation standards are generally given some period of time to resolve discrepancies.
Institutions failing to do so may suffer penalties, loss of financial support, or, finally, dis¬
establishment. This is the case in the United States and in a number of other nations.

However, it has not been the case in Oman. Their assistance in evaluation of educational

systems is sought from external sources, such as UNESCO or individual consultants.

Accreditation can only be as beneficial as the standards established by the accrediting
body. If such standards have not gone through proper evaluation procedures of their own,

they may be limiting or counter-productive. Although accreditation procedures are widely
acknowledged to have enhanced academic excellence, they may, on occasion, have the
unintended consequence of stifling innovation.

In Stake's congruence-contingency model (1969) the evaluator is a co-ordinator of
evaluations. He prepares a questionnaire soliciting opinions that are focussed on intended
outcomes and actual results.
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Similarly, Kliebard (1982) proposed that the purpose of curriculum theory as a study is
to identify the principles which guide the decision-making process utilised in determining the
content and structure of what is taught. Schubert (1986) identified three curriculum theory

categories or orientations. They all come within the older, traditional and descriptive,
behavioural curriculum theory. This has been derived from the natural sciences and

positivistic philosophy, which relies on empirical data and theoretical constructs to define,
describe, predict and direct curriculum development and design. Therefore, prescriptive
curriculum theory utilises established norms to justify the content and activities found in a

curriculum.

The relevance for Oman of the above outlines may be seen when one turns to the
situation of curriculum change. In making a choice between the curriculum evaluation
models presented above, the most important factor to consider is the purpose of the
evaluation especially in Oman where educational change has occurred quickly. Tyler's
model most efficiently measures the achievement of curriculum objectives; the accreditation
model best meets the needs of institutions needing to qualify for accreditation; Stufflebeam's

decision-making model generates formative evaluation data.

As noted at the beginning of this chapter, the behaviourist approach has come under

profound criticism in recent years. This has been due, in most part, to the impact of

globalisation on the curriculum.

It has been seen in the first part of this chapter that traditionalists have dominated
curriculum theory with quantitative research methods (controlled empirical inquiry using
defined variables). However recently, qualitative inquiry methods (ethnographic, participant
observations, from the perspectives of sociology and history) and action research utilised by
practitioners to solve problems encountered during classroom practice have all gained in
importance. It has been argued that the educators' flexibilities and their abilities to apply
these varied research tools to curriculum problems may enhance progress in the field of
education (McNeill, 1985).

The manner in which curriculum now comes to be discussed tends to be through
approaches to innovations and implementation. It may be seen that design, development,
implementation, evaluation and innovation of the curriculum have been re-contextualised
and re-theorised through the lens of constructivist psychology, critical social theory, and
through the requirements of globalisation with attendant economic and political formations.
It will be seen that all these come to impact upon education.

The following section at these approaches to innovation and focuses specifically upon

innovation at regional and local levels. It then address four models of curriculum

implementation: the staff line model, the grass root model, a demonstrative model and the
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action research model. It will be seen that all four are part of a more international and
outward looking approach to curriculum design and development than has been the case with
the more inward looking and technicist, behaviourist approaches.

To the end of providing an understanding of the contribution constructivism has
offered for Oman's education system, the following pages will delineate various approaches
and models, which fall within this constructivist perspective.

Curriculum Innovation

The basic concern of educational change is to move schools to meet their goals more

effectively. A variety of terms have been applied to change in education (innovation, reform,
educational development, restructuring, and renewal are examples). For the purposes of this

paper, educational reform will be defined as change intended to produce improvement across

the entire educational system and generally initiated from the decision-making centre of the

system (Sack, 1981).

The processes of educational reform have been described by many writers and
researchers. Fullan has summarised a number of studies of change as showing three broad

phases to the process. Phase 1, which Fullan called "initiation, mobilisation, or adoption",
includes the processes leading up to and including the decision to make a change. Phase 2,
was called "implementation or initial use", and includes the first attempts to put the reform
into practice. Phase 3, "continuation, incorporation, routinisation, or institutionalisation",
includes decisions and actions that incorporate the change into the current system or allow it
to disappear (Fullan, 1991). To his discussion of these general perceptions, Fullan added a

fourth element, outcome, which defines the goals of the proposed changes and serves as a

measure to determine its persistence or elimination.

Successful educational change, Fullan believed, incorporates six elements that he
called themes (Fullan, 1991). These elements are a) vision building, or developing a new

perspective of what the organisation should do and how to reach that new perspective;
b) evolutionary planning, or adjusting initial planning to take advantage of opportunities as

the process goes along; c) initiative-taking and empowerment, which involves finding
persons who will act to implement the new vision and giving them the power to act; d) staff

development and resource assistance, which enables those who participate in the change
process; e) monitoring the change process and solving problems as they arise; and f)

restructuring the organisation to accommodate the educational change.
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Educational reform has been a worldwide concern in the latter part of the 20th century

in both developed and developing nations4. While the reasons for reform have varied from
instance to instance, the effort has been international, as attested to by Adams and Chen

(1981), Davies and Hentschke (1992), Conley (1993), Fagerlind and Saha (1995), and Fullan
(1992, 1991).

Reviewing education reform programs in the primary schools of Ethiopia, Baizen
(1994) ascribed success in the project to a number of elements. These are important for this

study of Oman's curriculum reform programme. He cited commitment to the project and
assistance provided by the Ethiopian Ministry of Education, a consequent sense of

expectation on the part of educational staff, monitoring of the process by Ministry personnel,

empowerment of staff, adjustment of the changes to meet local conditions, community

support, and building upon success as contributing to effective change where it was

experienced in the Ethiopian primary schools.

However, to reach for change within the school system is not enough in and of itself.
Baizen's (1994) citation of community support as a significant element in successful
educational reform is key. Since the educational system exists to meet broad community and
national goals, reform efforts must be embedded in a context of support from other systems

within the society. King, reviewing educational change in South Africa, cited the necessity of

policy coherence: policy in one sphere being reinforced by policies elsewhere" King
(1998:4).

The literature of educational reform draws close links between educational reform and

socio-economic change in a given society or nation. (See Conley, 1993; Dalin, 1998; Fullan,

1991; Merritt and Coombs, 1997; Sack, 1981.) The national system, therefore, provides a

context for educational reform to take place.

Given this background, it can be seen that theorists considering educational reform,
fall generally into two camps (Paulston, 1976). Paulston notes that these two refer to writers

viewing reform as based on equilibrium and those viewing reform as based on conflict. The

equilibrium perspective assumes a consensual society operating according to homeostatic
principles. Educational reform is then seen as a series of movements to adjust imbalances in
the social system. A goal is maximisation of the efficiency of the educational system. The
conflict perspective assumes inherent instability in the social system, with consequent

natural conflicts over values, resources, and power. Educational reform is then seen as an

4 The types of reforms and programmes from international education agencies e.g. Education for all (EFA) by
2000 (Thailand 1990) and by 2015 (India 2000). Jomtien 1990, Dakar 2000.
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ongoing natural process among groups whose interests are in conflict. In Oman, these

interesting discourses are particularly relevant in a country such as Oman. Traditionally,
Oman's educational system has been seen to exist within a consensual approach with

equilibrium as a dominant characteristic. As Al-Hammami (1999) notes, in late 20th century
there come to be a number of competing demands and interests so that what, at one time was

one overall objective and even one approach to its successful complementation, now by
2000, Oman may be characterised as having a number of comparing objectives. A goal is

adaptation to the needs of the people and the state (Al-Hammami, 1999).

In Table 2.1 (overleaf) one can see that there are variations within the two perspectives
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Table 2.1. A dynamic response of political system from Paulston (1983)

Illustrated Linked Assumptions Concerning Educational-Change Potentials and Processes

Paradigms Theories Re Preconditions for
Educational Change

Re Rationales for
Educational Change

Re Scope Process of
Educational Change

Re MajorOutcomes
Sought

Equilibrium Evolutionary Stateofevolutionary
readiness.

Pressure to move toa

higherevolutionary
stage.

Incremental and

adaptive: "natural
history" approach.

New stag:ofinstitutional
evolutional adaptation

Neo-Evolutionaiy Satisfectoty
completion ofearlier
St^E.

Required to support
"national
modernisation efforts".

"Institution building'
using Western models
and technical
assistance.

New"hi^ier" stateof
education and social
diffirentiation/

specialisation
Structural
Functional

Altered Junctional and
structural requisites.

Social system needs
provoking and
educational response;
exogatous threats.

Incremental

adjustmentofexisting
institutions

occasionally major.

Continued homeostasis or

movingequilibrium
human capital or national
development

System Technical expertise in
system marcgement
Rational decision¬

makingand need
assessment

Need for rater

efficiency in tystem
operation and goal
achievement la
response toasystem
malfunction.

Innovative problem
solving in casting
systemic research
and development
approach.

Improved efficiency re
cost/benefits; adoption of
innovation

Conflict Marxian Elite'sawarenessof
needs forchange ore
shift ofpower to
socialist rulets and
educational reformers.

To adjust
correspondence
between social relation
ofproduction and
social relation of

schooling

Acljustive incremental
following social
mutations or radical

restructuring with
Marxist

predominance

Formation ofintegrated
workers, ie the new

'Socialistman".

Neo Marxian Increased political
powerand political
awarenessof

oppressed groups.

Demands forsocial

justice and social
equality.

Large>scale national
reforms through
"democratic"
institutions and

processes.

Eliminates"educational

privik^;"and "elitian"
create more equalitarian
society.

Cultural
Revitalisation

Riseofcollective
efforts to revive or

createanew culture.
Social tolerance fa-
deviant normative
movementsand their
educational

programmes.

Rejection of
conventional

schoolingas forced
acculturation
Education needed to

support advanoe
towards movement

goals.

Creation ofalternative
schools oreducational

settings Ifmovement
aptures polity radical
chang; in national
educational ideology
and structure.

Inclusive newnormative

tystem Meet movement's
recruitment trainingand
solidarity needs.

Anarchistic Utopian Geation ofsupportive
setting: growth of
critical consriouaiess
social pluralisn.

Free man from
institutional and social
constraints. Enhance

creativity new for life¬
long learning

Isolated "lreeing-up"
ofexisting
programmes and
institutions orcreate

new learningmodes
and settings: lea
"learning society".

Self-renewal and

particpotiorV I xical oontrol
ofresourcesand

community, elimination of
exploitation aid alienation

Sources: Conflicting theories of Education Reform. In Simmons, Johns (eds) Better Schools:

International lessons for reform. New York: Praeger Publishers.
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Further, the Reform in Oman has the characteristics of an equilibrium paradigm based on a

neo-evolutionary theory. It is imbedded in a series of reforms begun in 1970. The primary
rationale for the reform effort is to bring Omani citizens and the Omani society into the 21st
century, to be able to compete with other nations, including other Arab nations, on an equal
economic and technological basis. It attempts to achieve this through using Western models
and assistance as shown through the extensive use of consultants and expatriate employees.
Educational is, indeed, within a wider context.

The concept that successful educational reform is imbedded in a broader context was

explored by Easton (1965) [Figure 2.1], He established a model focusing on political and
social contexts. The key elements of this model are (a) the political system, a set of
behaviours resulting from interaction with other systems; (b) the social system, the total
context in which the political system exists; (c) responses to the influences exerted by the
environment on the political system; and (d) feedback, which serves to keep reform moving
in the appropriate directions. The social system consists of the intra-social environment or

nation environment, and the extra-social environment, or global society. Various influences
from the total environment are inputs to the political system, expressed as wants. Ultimately
these wants may be converted to demands. The demands are converted to system outputs by
authorities, and the result is monitored through feedback.

Therefore curriculum reform can take a number of different shapes and be driven by
different agendas at various points in time. One such reform is the Standardised Curriculum

(SBC) currently being introduced in Oman. Like the Outcomes Based Education (OBE)

system being introduced in South Africa, there are immense pressures on all parts of the
education system and varying approaches to the support needed for the introduction of this
reform. Both SBC and OBE focus on organising an education system around what is
essential for all students to be able to succeed at the end of their learning experiences. This
means starting with a clear picture of what is important for students to be able to do, then

organising curriculum, teaching and assessment to make sure this learning ultimately
happens (Gultig et al, 1998). The introduction of Standards-Based Education5 is interesting
because it enables theorists to study the meaning and impact of such change. Indeed, it

requires changes in the way curriculum is defined, instruction delivered, and performance
assessed. A comprehensive understanding of innovation in curriculum development in
relation to political, administrative, organisational and educational dimensions may be
achieved by examining how innovation is implemented at the national, regional and school

5 SBE, like OBE, owes its origins to a number of writers, educational practitioners and educational administrators. Notable
amongst these has been Dr W. Spady (American Association of School Administrators).
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levels. This discussion has been undertaken in a number of national settings. It is argued here
that such a focus may now be useful for an understanding of what is happening in Oman.

For this discussion, "curriculum innovation" is defined as a deliberate attempt to

improve practice in relation to certain desired objectives. The term "strategy" is a broad
concept meaning all available procedures and techniques used by individuals and groups at

different levels of the educational system to reach desired objectives. Innovation in
curriculum refers to a deliberate attempt to improve the teaching-learning process, its aims,
content, methods, evaluation, materials, and the internal organisation of instruction. Four

categories of educational innovations have been identified by Bennis, Benne and Chin
(1969). These are:

1. objectives and functions, (concerned with viewing the school in a broad social and
economic context);

2. curriculum development, (concerned with the teaching-learning process;

3. organisation and administration concerned with the entire educational system); and

4. roles and relationships, (concerned with role definition and role relationships).

Strategies used to implement these four categories may be classified by these
researchers as empirical-rational, normative-re-educative, and political administrative. A

process-oriented model, the planning-process-development-diffusion model (PRDD model),
which takes into consideration the four categories as outlined above, may been seen as

helpful for an analysis of the curriculum innovation process in Oman.

Education innovation at the national level

At the national level, as has been practised in the Sultanate of Oman, concern is
focused on the educational system as a whole and its related needs. Innovation may occur as

a means for serving political objectives, as a response to crises, or as a systematic research
and development process. Because national centres have established organisational
structures and relationships, they do utilise components of the model. Most national centres,

including Oman, use a combination of strategies. Political-administrative and empirical-
rational strategies predominate and may be used to reinforce each other, while normative-re-
educative strategies are used infrequently. An area of weakness is problem identification,
which is more political than empirical and inadequately administered.
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Innovation at the regional level

Although regional centres - in Oman these are districts - do not generate innovation,
implementing innovation to improve practice is a major concern and activity. As a link
between national and local centres, regional centres assume a middle management role

utilising internal and external resources for innovations. Performing initiating and service
roles, regional centres seldom employ formal evaluations; in fact, few innovations at this
level resemble the planning-research-development-diffusion model. A key element in

regional strategy is the use of information and external experts. Empirical-rational and
normative-re-educative strategies support innovation efforts, which rely on advisors and
consultants as change agents. In the last ten years, Oman has encouraged such approaches
but has not been able to achieve them. This may be seen as detrimental to the efficacious

implementation of an innovation such as curriculum reform.

Innovation at the school level

Taking into consideration the complex social interactions of schools, the importance
of school culture, and readiness to innovate, innovations at the school level were found to

involve new decision-making structures, instructional strategies, student grouping strategies,
or subject-specific curriculum innovations. Where schools were experimenting with
instruction and evaluation changes, it appeared that traditional external controls

(examinations) were supplanted by local control mechanisms (parents). In Oman innovations

adapted by schools were openly discussed and critiqued by internal and external
stakeholders. The reforms of 1995 emphasised this approach.

Although formal evaluation is not present, process evaluation does take place.
Leadership, decision-making and problem-solving ability, and consensus building among all
involved parties are critical to successful adoption of curricular innovations. Although
schools work within similar external (regulations, financial) and internal (philosophical,
group climate) constraints, there is flexibility to choose the innovations they feel best fit

specific needs. The functions of schools are determined by societal expectations and

hierarchically imposed regulations; therefore, individual schools exercise autonomy over

how, not what, innovations are implemented. However, this has not been practised in Omani
schools, where there has not been any autonomy over how innovations have been

implemented.
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Given the foregoing, one might ask to what extent can individuals influence,
participate in, and learn from the process of educational innovations? Teacher participation,
critical to successful innovation implementation, varies among countries. In schools where
teachers control innovation, most innovations are related to "curriculum" and do not threaten
as subject matter or alter teacher status or roles. However, because teachers' perceptions of
schooling and curriculum are limited to the classroom, their dominant role in innovation may

prevent implementation of practices that may be more effective, both in the short and in the

long term.

It may be seen that student participation in innovations and curriculum development
has direct impact on the design, structure and results of an innovation. At the local level,
local professional groups' influence and control of innovations neutralise other groups such
as (students, parents, local community). They may view these innovations and their

implementation differently. In Oman, leadership plays a critical role because these
administrators usually control the information and knowledge relevant to innovations that
enter schools.

Models of Curriculum Development

In addition to models of innovation, models of curriculum development have also
impacted upon Oman's curriculum reform. For the purpose of this thesis, one may delineate
four models of curriculum development.

The Administrative Bureaucratic (Line - Staff) Model

This model, which uses top-down line-staff procedures, is usually initiated by a top-
level official - a superintendent of education in the decentralised education system of the
United States or a Minister of Education in the type of centralised education system used in
many developing nations. This model of decision-making is used in many Arab countries,
including the Sultanate of Oman. When a programme of curriculum development is
necessary, meetings are arranged with key subordinates, steering committees to formulate
general plans, develop guiding principles and prepare a statement of philosophy and
objectives for the entire school system. This committee also may provide for the selection
and organisation of ad hoc working committees to formulate plans, principles and objectives
for the curriculum, content and learning activities.

The committee structure is an important feature of educational policy making in
Oman. First, curriculum initiatives are pencilled in by working committees. Then such
proposals are reviewed by steering committees to ensure that they conform to guidelines
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regarding policy, scope, form and style. The steering committee may supervise the
implementation of the curriculum or appoint another committee to accomplish this task. This
approach was adopted in the development of the revision of the science and modern
mathematics curricula in Oman during the 1993-94 period.

In the implementation phase, the committee acquaints the personnel who were not

engaged in the production of the curriculum with its philosophy, goals and objectives, as

well as the proposed methods of implementation. The last task of the steering committee is to

monitor the effectiveness of the curriculum through visits to schools, discussions, or pupil
evaluations. According to the results of the monitoring process, modifications may be made
in the curriculum.

The administrative model has been criticised for being undemocratic, ignoring the

complexities of change in people and underestimating the time required to implement
reform. Zias (1976) criticised the uniformity assumption of the administrative models where
the curricular change takes place uniformally at a given time throughout the school system.

He stated that as experience in curriculum development increased, the concept of change on

a "uniform front", was one of the points at which radical modification occurred. Thus there

developed the concept of change on a "broken front". The administrative model in its pure

form is rarely advocated by curriculum specialists, yet many school systems use it with

varying degrees of authoritarian nomenclature to accomplish the task (Bush 1993). This was

the case in Oman because Omani education was based historically on a top-down model.

However, it is expected that the RDGE, once implemented, will bring a change in this

approach.

The Grass Roots Model

In contrast to the top-down structuring of the administrative model, the grass roots

model employs a "bottom-up" structuring. This is discussed by Smith, Stanley and Shores
(1957). Changes are initiated by teachers in the individual schools, which employ group or

democratic methods of decision-making and consult all parties directly involved in the
curriculum. These may include students, parents and other members of the community. In
Western nations (such as the United States and the United Kingdom) this approach has

proved useful; it has gathered interested parties around the innovation from an early stage.

The importance of the teacher in effective curriculum engineering is based on many

assumptions. In the report by Smith, Stanley and Shores (1957).

• The curriculum will improve only as the professional competence of teachers
improves.
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• The competence of teachers will be improved only as the teachers become involved
personally in the problems of curriculum revision.

• If teachers share in shaping the goals to be attained in selecting, defining and solving
the problems to be encountered, and in judging and evaluating the results, their
involvement will be most surely assured.

• As people meet in face-to-face groups, they will be able to understand one another
better and to reach a consensus on basic principles, goals and plans.

The grass roots model was criticised by Razik (1974), an international education
consultant based in the United States of America, who observed that:

The primary weakness of the grass-roots model of curriculum engineering is that it
applies the method of participatory democracy to a highly technical, complex and
specialised process, a one man - one vote rationale will not necessarily result in good
decision making in situations where it is necessary to bring to bear the authority of
specialised knowledge. (Razik, 1974:11)
In Oman this may indeed become a problem, should one adopt a grass roots model.

However it may be seen that the grass-roots model has contributed immeasurably to

broadening the base of curricular decision-making and to increasing the responsiveness of
curricula to community needs. In Oman these are (or may become) highly valued aspects of

policy implementation. A broadened decision-making base can be made most effective if the

qualifications of the participants are taken into account when considering decisions and
when recommendations come to be made.

The Demonstration Model

This model concentrates on the implementation phase of curriculum development.
Because curriculum changes may be perceived as threats to the security and status of people
affected by them, advocates of the demonstration model support the introduction of changes

gradually or initially on a small scale.

It may be compatible with either the administrative or the grass-roots models. That is,
initiatives for this model may come from the top down or the bottom up. Smith, Stanley and
Shores (Fullan, 1994) identified several advantages to the demonstration model:

• The new curriculum undergoes testing in a protected, experimental situation, where
its strengths and weaknesses can be determined.

• Changes are introduced in specific workable segments, which tend to mitigate the
resistance, which often develops to proposals for system-wide revisions.
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• The small scale of this model facilitates the broken front approach that avoids the
hiatus between document production and implementation inherent in the full-scale
administrative model.

• The demonstration model, in particular in its grass roots form, capitalises on the
initiative and resourcefulness of teachers and gears the administrative resources to

their needs and interests.

It has been pointed out that the demonstration model, of itself, may not entirely
alleviate concerns or antagonisms on the part of teachers not participating in the

experimental process. In Oman, the history of absence of teacher involvement may make this
less of a problem. Indeed, it may be argued that the Omani teaching staff have not been
involved because the expatriate teachers do not feel a sense of ownership of the system, and
native Omani teachers have not had experience in such involvement.

Action Research Model

At this point, it may be important to elaborate upon another mode of teacher
involvement in the learning process. Since 1957, when Smith, Stanley, and Shores generated
their "Systematic Action Research Model" there have been a number of developments, most

recently, action research which has become an approach to curriculum development6.
One may support the view (Smith, Stanley and Shores, 1957) that curricula exist

within an extensive web of expectations, on the part of administrators, parents, teachers and
students as well as the entire community. Effective curriculum design, it is suggested should
provide some mechanism to ensure that these group perceptions be considered. Action
research provides a means of solving problematic situations where numerous factors are

involved.

Razik (1974) observed
... that while action-research is a highly democratic approach to educational reform; it
is a far cry from the laissez-faire looseness of the grass-roots model. It may be argued
that the action-research approach is highly suited to standards based education reform
because it is able to take into account the complexity of initiating such a reform while
allowing flexibility in addressing the multiple actions and reactions caused when a
standards-based curriculum is developed and implemented simultaneously at the
national, regional, and local levels ofthe educational system. It is a dynamic model that
would help Oman to move from the administrative model of management toward more

co-operative styles ofimplementing the major concepts ofeducational reform.

6 This will become an important issue when the research is discussed in detail in Chapter 5 "Methodology".
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However, elements of the change process, if not applied appropriately, may cause

unintended effects. Many writers suggest that conflicts and tensions in systems precede
meaningful changes (Fullan, 1982). These authors argue that creativity and tendencies
toward regulation and systematic patterns, contradictory conditions, are necessary for
successful change to occur. Evaluation, also critical to success, may be ineffective if applied
incorrectly. Participants may experience barriers to change that may belong to any of the

following categories:

1. value conflicts - change in educational social, political, or economic objectives;

2. power conflicts - redistribution of power;

3. practical conflicts - inability to substantiate innovations or their results; and

4. psychological conflict - fear of the unknown (Fullan, 1982).

It is also pertinent to point out here that organisational and cultural structures of
educational units can adversely or positively effect the implementation of innovations.
Therefore, it is very important for innovators to consider the internal ideology of

organisations as well as the broader external social context. This is particularly the case in
countries such as Oman where curriculum innovations are not necessarily indigenous, but

imported from elsewhere.

Analysis of the process of innovations generally, throughout a system, reveal that
varied roles exist at each level: at the national level - initiation, development and evaluation;
at the regional level - linkage; and at the local level - practical problem solving. It may be

argued that, in the light of these concerns, innovations that alter educational functions benefit
from centralised control; innovations that deal with organisational development or

human/role relationships benefit from decentralised control. Therefore, educational systems,
as in the case of Oman, may need to vary the types of control, authority, and decision making
situationally to achieve desired results.

It may become important to note that in Oman, at the national level, purpose and
functions of education must be continually monitored and revised in relation to current social
and economic conditions so that regulations and policies remain relevant and effective.

Locally, educational agencies need to develop policies and practices aligned with national
goals. In line with the case made for decentralisation earlier, regional/local structures, such
as teachers centres, or national information dissemination networks, can support and
encourage change. In Uganda, for example, teachers' centres have become an important
agency for implementing decentralisation of the secondary curriculum (Donn, 1998).

In the Arab world, for example in Jordan and Egypt, the process of innovation has
been viewed as one process rather than as three distinct but related processes. National
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innovation and curriculum development centres concentrate on planning, initiating and

developing innovations for the entire educational system and are not concerned with the
operational teaching-learning processes. Regional centres are concerned with developing
internal capacity and gathering external information to improve schooling for everyone in the
region. Local centres concentrate on daily curriculum and instruction tasks/strategies to

improve student performance. Although these three levels provide different perspectives on

innovation, they all employ problem-solving techniques to adopt, adapt and implement
innovations.

Given the above concerns one might wonder whether, in Oman, there are levels that
are optimal and at which innovations should be formulated, adopted, developed and

implemented. When considering the social and economic implications of policy formulation
and adoption, it is often the case that educational constituencies at the national level
influence the adoption of laws, regulations and financial supports. The development stage

comes to be operationalised at the regional level. Implementation takes place at the local
level mainly through the dissemination of information, particularly formal training and
electronic communication media. However, the vast distance, created between the national

and local levels may create barriers because local practitioners have no ownership or

understanding of the changes or their relevance. It may be argued that these information
dissemination/communication problems are actually problems of providing appropriate

decision-making participation by all involved parties. Local centres contend that because

they are instrumental and directly participate in the teaching and learning processes, they
should also be involved in the decision-making and implementation stages of innovations.

Therefore, dramatic changes in the management, organisation and role relationships
existing in local centres may be necessary. Central and external authority structures may

need to be modified or changed. Curricular changes usually imply behavioural changes
(value and/or technical). However, it has been argued that except for purpose or function
considerations, curriculum innovation is most effective for teacher acceptance when decision

making, problem solving, and implementation is decentralised. These actions do not

necessarily mean that practices adopted are the most beneficial. National requirements,
examinations, quality and equity issues, and financial regulations impact upon local
authority. These provide a framework within which local agencies operate.

It can been seen, therefore, because of size and complexity, social, economic
educational issues of an educational system, multiple strategies at all levels may be necessary

to effect changes. Since each country has its own unique organisational structures, one

structure for educational innovation cannot be prescribed. Because of the dynamic character
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of change, education and innovations should be monitored continually and adapted to meet
external and internal conditions.

In many countries, piecemeal reforms have been found to be ineffective. A National
Curriculum Innovations Policy may be needed to redefine education - its purpose, goals and
functions - and to shape laws, regulations and requirements that could promote and support
innovations. The Omani National Policy is not to direct and control changes but to set

conditions for curriculum innovations. Local curriculum policy is necessary to continue the

dialogue of innovation, encourage problem solving, and continual learning and improvement.
Regional centres may need to take an active, major role in providing supports - knowledge,
expertise and experimentation - and to develop communication links among teachers
regionally. National information centres can electronically link all participants in the
educational system and provide instantaneous access to research and practices, thus

increasing the knowledge, power and capacities of all participants. It is argued that by
participating in decision making at all levels, participants will be motivated and conditions
for communication will exist. Each country must assess its own needs and conditions to

determine the best structure and mechanisms for innovation. This applies no less to Oman
than to the many northern and western countries usually seen as suitable subjects for analysis
or examination.

In Oman, therefore, at the national level, curriculum innovations are related to policy
issues. However, these activities are not consistent among agencies and may vary in degree
of influence over innovations. It is hoped that as local schools assume a greater knowledge
role in research strategies, they can exercise informed criticism to assess the benefits of
innovations.

Ultimately, Oman intends to undertake a thorough appraisal and evaluation of its
curriculum reform and to ensure that a Standards-Based Curriculum addresses the needs of

students and society. Further, it is important to recognise that when the curriculum is

implemented, it does achieve the intended goals. It is anticipated that. It will require
continual monitoring, evaluation and adjustment at all levels - national, regional and local.

Although geographical distances in Oman create certain problems with day to day

monitoring and evaluation, generally efficacious reform requires a programme and timetable
for evaluation. Internal formative evaluation may aid focusing and maintaining progress

toward successful implementation by quickly identifying and solving problems that may

arise. Summative evaluation of curriculum implementation and student performance data

may determine the level of success of the entire process. This would allow all levels of the
educational system in Oman to be informed about what progress has been achieved and what

yet needs to be done to ensure successful implementation.
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Given this background, Chapter Three will review the history of education policy
reform in Oman delineate and approaches to traditional curriculum design and development.
How these traditional approaches have been applied to Oman will be discussed. In Chapter
Four the implications of the new Standards-Based Curriculum, will be examined in the
context of more general education reform. In particular, it will be noted that to implement a

standards-based curriculum successfully, Oman's traditional approaches to curriculum and
educational management need to be re-examined, modified, and, perhaps, replaced with
strategies consistent with standards-based initiatives. These issues especially those connected
with education leadership and management of reform programmes, will be addressed in

Chapter Four. Hopefully this discussion will reveal where Oman is now, where it hopes to be
when curriculum reform is achieved, and how these educational reform efforts will

contribute to Oman's ability to position itself favourably in a global context educationally
and economically.
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Chapter Three

The Omani Education System - History, Modernisation and Reform

In the previous chapters it has been noted that there have been considerable changes in
the philosophical social and political principles underlying the curriculum in Oman's recent

past. Part of this change has been due to the pressures of internationalisation, a

"globalisation" of education and of the curriculum in particular. This, it is argued, has been a

contributor to the introduction of a standards based curriculum.

In light of this radical alteration in Oman's education policy background this chapter
will outline the recent historical development of primary, secondary and higher education but
will focus particularly upon curriculum reform.

The chapter will discuss the history and current status of curricular development in the
Sultanate of Oman. It will focus on the curriculum as the medium of evaluation. It will

include a discussion of the Islamic influence in Oman, the initial phase of formal education

development, and the extensive revision of the Omani education system. Further, Quaranic
and government schools will be reviewed, so that current plans to improve the Omani
educational system through the 20:20 Vision plan will be contextualised and considered.

Islamic education in Oman has not been replaced by the current educational reforms. It
is basic to the reform movement that the Islamic curriculum is an integral part of the
reformed curriculum. To understand this, a discussion of the development of traditional
Islamic education in Oman will be helpful.

When schooling began in Oman is difficult to pinpoint and describe. The Prophet
Mohammed is said to have sent a messenger to call the people of Oman to Islam (Ministry of
Information, 1987). People would come to learn and memorise the Qur'an and Hadith. The
aim then was that all might learn to live as devout Muslims.

Traditional education in Oman took the form of Qur'anic schools or "Kuttabs" (the
traditional word for religious schools). Traditional Qur'anic schooling has been conducted in
three places, either in the teacher's house, under trees, or in the mosque. Teachers were male
or female unless the school was located in the mosque, in which case teacher was male. The

teaching was repetitive, because the teachers were themselves products of the kuttab schools.

These schools started in the Islamic world many centuries ago. A single teacher taught
the Qur'an and sometimes basic writing skills. When Qur'anic schools began in Oman is not

precisely clear, but since the Omanis adopted Islam in about 632 A.D., it is possible that they
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started shortly after that time. The kind of education that was taught in the Qur'anic schools
took place on three levels: a basic level, a secondary level, and an advanced level.

Basic level

Both male and female students attended the basic level between the ages of six and
twelve. The basic level was taught in almost every town and city. These schools taught

mostly religious subjects, reading and reciting the Qur'an, basic writing, and the
fundamentals of Islam. Some of these schools also taught basic mathematics. Students were

given rudimentary instruction in reading and writing. The emphasis was on memorising the
Qur'an with other subjects as a by-product (Mertz, 1972).

Some of the classes for males were held in the mosque, with students in the courtyard.
Most of the schools were located in the teacher's home, however, and all students, both boys
and girls, studied together in one large classroom. All the students sat on the floor in front of
the teacher, who sat on a raised dais. The curriculum was almost the same except that in the
interior of Oman there was a focus on the study of grammar. Recitation was the only method
used in these schools. The teachers taught Arabic grammar and syntax - also writing -

through recitation of the Qur'an.

Expenses were low. However, teachers did not depend on payment or salary, but on

gifts from the students' families. The greatest amount of money was given to the teachers at

the students' graduation. By graduation day students needed to have completed reading the

thirty chapters of the Qur'an and to have memorised and recited some of the chapters.

Secondary level

The secondary level of the Qur'anic schools was attended only by male students aged
approximately 12 to 20. The emphasis was on learning to speak, read and write Arabic. They
also studied fundamentals of Islamic Law (Mertz, 1972). On this level teachers almost

always used the same methods, techniques, and curriculum for instruction. The students
studied the Qur'an as well as basic literacy and knowledge of the religious foundations of
Islam. Some schools on this level used other Islamic textbooks besides the Qur'an. Most of
the main cities had schools on this level.

Advanced level

The third level of the Qur'anic schools was an advanced level, which offered more

advantages to the students. This level was available only to males who were successful at the
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secondary level. Not many students attended these schools unless they were academically
able and economically successful and had a desire to continue their education. This advanced
level was for men up to about thirty years of age. It was open only to those who were able to

afford the time away from gainful employment. It prepared those who successfully

completed the course for appointment as judges throughout the Sultanate (Mertz, 1972). The
advanced level schools were uneven in prestige and quality and were not available in many

Omani cities. The curriculum, although varied, could be divided into three categories:
Islamic law, Arabic language and science. Under Islamic law students learnt the Shariah,

Hadith, Fiqh and Tafsir (explanation of the Qur'an by various Islamic scholars). Under
Arabic language students learned Arabic literature, ancient and medieval poetry, grammar,

speech, rhetoric and Islamic history. Under science, students learnt mathematics, physics and

astronomy. Rustaq, Izki and Nizwa were traditionally considered cities of learning and had
advanced schools. Historically, Omani from these cities were well educated in the classical
Arabic language and Islamic law.

There was no limit on how long one could study in the advanced schools. Teachers
and students decided when they were ready to complete this level. The graduates of this level
received great respect. Some students became judges. Some students pursued further

independent study in such subjects as the Shariah, Fiqh, Arabic literature, history, poetry and

philosophy. Those students who were more ambitious in their studies travelled to famous
institutions of learning in the Arab countries such as Egypt, Iraq, Syria and Morocco, going
on to become scholars in various subjects.

The Western influence, particularly that of the French, upon Arab countries stems

from the Napoleonic period. More modern educational systems were brought from Egypt and
the Ottoman government and subsequently by Christian missionaries (Qubain, 1966). During
these periods, schooling in village-based schools progressed from primarily religious content

to include language, writing skills, history, geography and mathematics.

In the 1870s a few more formal kuttab schools were formed, including the Alkur

Mosque School, the Al Zawawi School, and the House of Shaik Rashid bin Aziz A1 Kusabi.
These began the movement toward a modern educational system. However, the kuttabs were

the only educational system in place in Oman until the 1940s (Al-Hammami, 1999).

While various Sultans gave greater importance to schooling throughout the later 19th
and early 20th century, little thought was provided to overall curriculum design or to the
formalisation of education. Early Sultans seemed solely concerned with additional
instructional requirements.
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From 1932 to 1970 education in Oman began a very slow transformation. Three

primary schools were established - in Salalah in 1937, Muscat in 1940, and Matrah in 1959.
In the 1940s Sultan Sayyed Said bin Taymoor modernised the schools in Muscat, Salalah,
and Mutrah. All were al-Sa'idiyyah schools (named after the ruler of the time). These
schools were limited to 900 male pupils, and conducted instruction at the primary level
without age limitations. During this time, the kuttabs remained the dominant educational

system in the country (Al-Hammami, 1999).

The administration, organisation, and curriculum of all three were almost the same.

English was taught from the first grade. Although Qur'anic schools had been coeducational,
these schools were for boys only, with a room for each grade level.

These changes notwithstanding, nearly all of the schooling within Oman was still

largely accomplished in the Kuttabs and utilised a combination of materials and methods
obtained locally and from the Qatari educational system. Most Omani students before the

early 1970s went to a variety of countries, including Qatar, Egypt, Syria, Bahrain, Saudi

Arabia, Kuwait, Iraq, Germany, France, Poland and Hungary. These countries opened their
doors to Omani at all levels.

In 1971, the Ministry of Education approved 685 scholarships for overseas study,

mostly at or below the university level. Also there were approximately 1,000 Omani studying
overseas without scholarships (Statistical Yearbook 1984-5, Ministry of Education, 1985)
Omani wishing higher education or technical education went primarily to some Arab
countries, the Soviet Union or Europe.

In addition, some Omanis who lived and were educated in Zanzibar (formally under
Omani influence) with their families became better educated and when they returned to

Oman in the mid 1970s they took an active role in the country's affairs.

The impact of this foreign training was to introduce western-educated Omanis into the

society, where they exerted influence. However, Oman had still not committed itself to

developing its own unique educational system. It was not until 1970 that the Omani
educational system began the enormous expansion notable today. Prior to the early 1970s
Omani students studying overseas outnumbered Omani students studying in Oman except at
the primary level. At the primary level there were only 3 schools7.

7 The researcher and many other Omanis studied abroad for Primary level schooling (as well as for Intermediate
and Secondary). In most cases this was due to family commitments outside Oman and also due to the lack of
schools within Oman.
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Sultan Qaboos, the current national leader, focused on education as a major goal upon

his ascent to the throne in 1970. He called for development of a national educational system
that would enable Oman to compete successfully in the current world economy. Goals,
statements and policies for administration, curriculum development, assessment, teaching,
and language as a medium of instruction all had to be developed. Between 1970 and 1995 all
of these tasks were undertaken, and a modern Omani educational system was brought into

being (Al-Hammami, 1999).

In the early days of the reign of Sultan Qaboos he directed that Omani education be
"Omanised" (Ministry of Education, 1978). Since that time, educational development has
witnessed several distinctive stages. The first, from 1970 to 1975, simply aimed to provide

opportunities for children to enrol in schools. The priority was to increase the number of
schools so that an education would be available for all. In 1970 thirteen new schools were

added to the existing three primary schools, making a total of 16. Nine were in the capital
district. Twelve were for males, three for females, and one coeducational. The new

educational programme was simplistic to a large measure, with its emphasis centred on the
structural aspects of creating an educational system. Western model curricular resources

were not generally available and funds were limited for their development. Therefore during
this time Oman government schools used a package of textbooks and other teaching
materials, including curricular materials, from neighbouring Qatar, and also used in Kuwait,
where there was a western-style curriculum similar to that in Egypt. The materials and texts

were made available free of charge.

However, these textbooks reflected neither the culture, the economic conditions nor

the philosophy of education needed in Oman. Instead, they imported a curriculum with goals
and aims designed for other countries. At first Oman attempted to modify the Qatari texts

and materials. However, it soon became apparent that it would be necessary to design a fresh
curriculum consistent with the aims and priorities of the national development of Oman.

When the Omani educational system was expanded in the later 1970s, there were very

few Omanis who were qualified through experience and education to take responsibility for
the new schools. Therefore the authorities sought assistance from other Gulf States and Arab
countries, including Egypt, Jordan, and Syria. Assistance was also sought from the United

Kingdom. Teachers from those nations were employed to teach the various subjects. For

example, English language was taught by British and Indian expatriates. Although Oman's
teachers had received local training of varying lengths to prepare them for teaching, not only
was there a paucity of available teachers in Oman, but there was also an absence of suitable
schools. Historically, some parents had sent their children to other Gulf States, to other Arab

countries, to the United Kingdom, and to the United States - especially when they wished to
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provide them with an advanced education. When these persons returned to Oman they
assumed responsibility for operation of the ministries of the country. In doing so, they began
to develop a sense of ownership for the well being of the country. This came from living in
the society and taking appropriate action, as their responsibilities required, including having
concern for development of the educational system, notably as a means of moving the society
forward.

On 19 December, 1974, the Ministry of Education issued a decree forming a twelve-
member committee, chaired by the Head of the Curriculum Development Division in the
Directorate of Research and Development. The committee included nine members from the
technical staff in the Directorate as well as two members from the Department of Adult
Education. Both organisations had been formed in 1970 as part of the new emphasis on

Omani education.

The task of this committee was to draft a statement of the educational philosophy and

general goals of education in Oman. The statement also defined educational objectives for
the primary, preparatory and secondary levels, with general principles to be followed in the

design of curricula for the schools and the choice, organisation and time allocation for the

subject matter at each grade level. In preparing a draft statement, the committee relied on

speeches of His Majesty Sultan Qaboos and on a working paper prepared by Farhan and
Associates, Jordanian consultants to the Ministry of Education, together with papers

prepared by members of the Directorate of Research and Development. Details of the draft
were prepared with the assistance of a team of seven educational specialists from Jordan
(hereafter identified as Farhan, et al). When the draft was completed, it was distributed to all
ministries in the country for comments. After all responses had been incorporated in the final
draft, it was presented to the Oman Committee on Education, which approved the document
on 12 May, 1975. This document became the Ministry's 1978 The Philosophy ofEducation
in Oman.

Once the statement of educational philosophy and general goals had been approved,
curriculum designers (both Omani and expatriates) proceeded to translate these objectives
into practice using a western model based on Tyler's work. During 1976-77, draft outlines of
text materials, teachers' manuals and other educational materials were prepared. In 1977-78,
these proposals had been sent to specialised subject area committees, who designed twelve
curricula and wrote numerous student textbooks and teachers' guides. These committees
took into consideration Omani values, norms, and philosophies of education, as well as

comparative curricula from neighbouring Arab countries and world-wide trends in
curriculum development. In 1978-79, a conference was held to review all the materials,

following which they were sent to the Omani Committee on Curriculum Development, which
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supervised any modifications before the materials were prepared in their final printed form.
At the beginning of the 1979-80 academic year, a conference was held for the personnel who
would direct the implementation of the new curriculum and train the supervisors,
headmasters and subject-matter teachers all of who would be responsible for putting the new

curriculum into practice. Procedures for implementing the new curriculum were prepared by
Farhan et al. By the end of 1980, the new curriculum and supporting materials were in use

throughout the country.

In 1985 Farhan et al provided curriculum design and implementation based on Tyler's
model which was followed for eight years. Then the system was evaluated in a series of
studies by Razik (1987, 1988, 1989).

From Farhan's document it can be seen that the Omani philosophy of education, which is
based on the country's social and economic needs, is:

1. Humanistic in its pursuit of Oman's welfare among nations;

2. Ambitious in seeking a better life for the people of Oman within the framework of
their beliefs and aspirations;

3. Comprehensive in developing the manpower needed for the labour market; and

4. Cognisant of universal principles of education throughout the world as well as the
special needs of Omani society.

The second stage of development was accomplished in the first Five-Year Plan,

(Development Council 1976) from 1976-1980. These initial steps toward improvement
changed dramatically. Under this plan Sultan Qaboos directed the initiation of an overall
reform for Oman's educational programme specifically designed for the needs and priorities
of Oman. This reform was reviewed and agreed to by all of the leaders of the Omani

government. In addition to making education available to children in the most remote regions
of the country, this reform gave priority to improving the quality of education. Attention was

given to co-ordinating education with economic and social planning, training the skilled
manpower required for national development, and preparing teachers for primary education.
In 1976-77, the first Teacher Training Institute for primary schools was established. Students
were trained at the Institutes under a project sponsored by the International Bank for the
Reconstruction and Development (IBRD)8 and UNESCO. Staff expertise for the training was

provided by expatriates from neighbouring Arab countries. These institutes accepted

8 The World Bank through (IBRD) supported Education by providing funds to build the first Teacher Training Institute in
Muscat.
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graduates from various preparatory schools and provided secondary level education to those
who would go on to teaching positions.

Multinational co-operation to assist in the early efforts to build a proper educational
infrastructure for Oman was both timely and much needed. An agreement of mutual
assistance was signed early in 1974 between the Government of Oman, the World Bank and
the United Nations Educational, Scientific and Cultural Organisation (UNESCO). A

competent team of small, but efficient and dedicated international experts was selected. The
basic terms of reference of the "UNESCO, World Bank project in Oman" restricted certain
sectors of the system especially during the early phases, to the technical co-operation of the
concerned Ministries' Departments or sections and the international personnel, each in their
areas of specialisation. These included assistance in adult and literacy education, Arabic for
non-Arabic speaking Omanis, the budding but fast-growing beginnings of teacher training.

For several years, restricted to the elementary teacher training, two other activities
were of special importance. They were educational planning and the beginning of the first

"proper" industrial school. Experiments in agricultural education as well as efforts to

establish an experimental model middle school for girls were not so successful. The social
and economic need for these efforts proved them to be premature. The second and successive

phases of the UNESCO contribution embraced work on the Omanisation of the curriculum,
and on this the project was represented by its project manager who was also the curriculum

expert of the technical team.

UNESCO bilateral assistance also included the training of a selected group of young

Omanis in the Ministry. Many of those had gained good enough experience of various
specialisations to offer much needed assistance at some of the critical phases of the
educational development in Oman '.

The second stage of development was extended in the Second Five Year Plan, from
1981 to 1985, and in the subsequent Third, Fourth, and Fifth Five Year Plans. During the
Second Five-Year Plan intermediate colleges for teacher training were established. Funding
for development of the colleges was provided by the World Bank. These colleges provided

training in curriculum structure and content and development in teaching methods through
integrated in-service programmes for teachers. During this stage, an "education abroad"

programme was established, secondary school options were diversified, efforts were made to

9 A model for curriculum Evaluation, the experience of the Sultanate of Oman (Dr Mohammed K.. Osman. Unpublished
document).
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balance educational opportunities throughout the country, and programmes and facilities
were enhanced.

Some parents who could still afford to sent their children abroad for education. The
Ministry of Education established scholarships for study, mainly in the Arab countries, the
United Kingdom and the United States. Students taking part in this programme were

frequently involved in a wide range of academic specialities, including some in education.

Thus, by the end of the Second Five-Year Plan, schools numbered 606, with a total
enrolment of 221,694 students. Of these, 79.1% were in the primary level, 15.2% were in the

preparatory level, and 5.6% were in the secondary level. Females accounted for 42 percent of
the total number of students. Teachers numbered 10,131. Total school enrolment subsequent
to 1988 and the percentage of total enrolled persons in secondary school rose from 323,508
in 1989 with 5.95% in secondary school to 526,810 in 1997-8 with 17.24% in secondary
school (Statistical Yearbook, 1998). Over a decade, enrolment in the schools had nearly
doubled, and enrolment in the secondary schools had nearly tripled.

In 1988, after the new curriculum had been in use for eight years, a decision was taken
to subject it to a comprehensive evaluation. A team headed by UNESCO consultant, Taher
Razik, was engaged to conduct the project.1" The evaluation used an integrative model based
on descriptive-survey and interview techniques similar to those noted in Chapter Two as

being part of the conception empiricist tradition.

In this review, all aspects of the curriculum were considered, including the
fundamental philosophy, the general and specific goals of the courses on a course by course

basis, the evaluation procedures, and the procedures used to implement the curriculum. The

complete review was published in several volumes - in 1987 for elementary, 1988 for
preparatory and 1989 for secondary schools. The main purpose of this evaluation was to

determine the extent to which the objectives of the programme were being realised (Razik,
1987, 1988, 1989).

Razik concluded that the curriculum formulated at this time was appropriate for levels
and stages of education and was being implemented in accordance with best practice.
However, by the early 1990s it was becoming apparent that the system that had been

developed over the previous quarter of a century needed rethinking. Changes in the labour
market resulting from world-wide technological advancement, the need for national self-

10 Razik is a graduate professor of education at the State University of New York at Buffalo who has served as an UNESCO
consultant to Oman and other Arab nations.
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sufficiency, and the need for economic diversity were among the economic and political
pressures moving Oman toward educational reform. Therefore, in early 1995 the Ministry of
Education commissioned a team of Canadian" education experts to study the General
Education system (Oman's public elementary and secondary schools), and to recommend

necessary changes. This study resulted in the Ministry of Education's 1996 report.

The Ministry of Education's reform efforts were co-ordinated with a broader set of
reforms expressed in the 20:20 Vision, which was a proposal for upgrading Oman's economy

and preparing the country for viable participation in the 21s1 century. Comprehensive in its
approach, 20:20 Vision contemplated a series of actions to be taken on economic, social and
educational fronts.

The general aims of Omani education were to (a) build the integrated character of
Omani individuals who are capable of participating in current life and in the future; (b)
achieve a comprehensive development for Omani society; (c) assure the ability to cope with

contemporary changes and contribute to those changes, and (d) assure that the Omani
individual is adopting a scientific method of thinking in life and is knowledgeable of current

sciences and technology (Ministry of Education, 1995).

This was in direct contrast to the old system of general education. The 6-3-3 system,
which has been the dominant Omani public school model, is presently being phased out.

However, it will take approximately seven to ten years to complete the changeover.
Therefore it will be useful to describe the system as it existed before the 10-2 reform
movement began, and as it will continue to exist in some quarters for several years to come

Subsequent to this presentation the chapter will delineate an overview of the framework
within which change has occurred, this being the 20:20 vision.

1) Primary Education

Children between the ages of six and eight could enter the first year of primary school,
in which they remained for six years. Initially, students completing six years of primary
education took a national examination and, if successful, were awarded the General Primary
Certificate before proceeding to the preparatory level. However, in 1976 the Ministry of
Education eliminated this certification procedure, and all students who successfully
completed the sixth grade became automatically eligible to enter the preparatory level.

'' Canadian consultant team, invited by Ministry of Education in 1996
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Although primary education was not compulsory, as Oman's educational
infrastructure evolved, the percentage as well as the average annual numbers of new and
registered Omani children enrolled in primary education increased dramatically.

In 1974-75 there were only 48,576 registered students. By 1985-86, there were 326

primary schools (104 for boys, 118 for girls, and 104 for both sexes), with a total enrolment
of 175,452 students. In Oman's first census, held in December 1993, there was a population
of 2,255,000, of which 1,695,000 were Omani and 560,000 were expatriates. Of a total of
514,315 students enrolled in the schools, there were 300,270 that were enrolled in the

primary schools: 155,486 boys and 144,784 girls (1997-8 Statistical Yearbook, Ministry of
Education, 1998).

Although the primary level continued to constitute the broad base of education,

embracing the majority of registered students in schools as a whole, the shape of the
educational pyramid was changing. In the year 1973-74, primary level students accounted for
99.04% of the total number of students registered. In 1985-86, this dropped to 79.14%,

showing the proportionally greater expansion of preparatory and secondary school
enrolment. By the end of the Third Five Year Plan (1990-1991), this percentage had dropped
to 72.59%; by the end of the Fourth Five Year Plan (1995-96), this percentage had again
decreased, to 60.78%.

2) Preparatory Education

Under the 6-3-3 model, upon completion of the primary level, students may progress

to the three-year preparatory level. At this level, the curriculum stresses general education;
however, it includes limited practical studies, such as crafts and agriculture for boys and
home economics for girls. Internal examinations are given each year, and promotion to the
next grade requires a pass mark in each subject. At the end of the preparatory cycle, students
sit for a national examination. If successful, they receive a General Preparatory Certificate,
which is the requirement for enrolling at the secondary level. Students who fail the
examination may not re-enroll as regular students. Of the students who began preparatory
education in 1977-78, 48.9% successfully completed the programme in three years, and
another 4.3% successfully completed the programme after an additional year, the maximum
time allowed for study at this level.

Prior to 1970, families did not encourage girls to go to school. After 1970, that

practice changed. More girls enrolled in schools in Oman than boys. Since the preparatory
level was instituted in 1973, there has been a phenomenal rise in the number of preparatory
school students. From the first two schools, containing a total of 146 male and female
students, by 1975-76, the number of schools had risen to 23 preparatory schools (21 for boys
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and 2 for girls), with a combined total of 1,100 students. By 1985-86 there were 213
preparatory schools (94 for boys, 49 for girls and 70 for both sexes), containing a combined
total of 33,600 students, 230 times the 1973 enrolment in the preparatory level. By 1990-91,
there were 72,009 students enrolled in the preparatory level (Statistical Yearbook, 1992)

(Ministry of Education 1992).

3) Secondary Education

Students passing the General Preparatory School Certificate examinations are admitted
to the three-year secondary level. Students are distributed among the various streams,

including specialised and university preparatory, according to their grades in preparatory
school and the availability of places at the secondary level.

Secondary education fills a dual role; to provide the knowledge and study skills

necessary for students who will progress to higher education and to provide the

competencies necessary for students who will join the work force, either immediately or after
a period of specialised training. Programmes for both streams of students share four general

goals as expressed in the Ministry of Education's 1978 Philosophy of Education in the
Sultanate of Oman: (a) physical development, including psychomotor and manipulative
skills; personal and public hygiene, health and safety; and awareness of patience, endurance,

courage and fairness; (b) intellectual development, including perceptual acuity, reasoning,
formulation of experiments, assessment of outcomes, discrimination, and application of
verbal and mathematical skills to problem solving, creativity, self-motivation, and the
scientific method of thinking; (c) spiritual development, including application of Islamic

principles to daily life, self-confidence, loyalty to country and the Sultan, appreciation of
beauty, and appreciation of the value of individual and collective efforts; and (d) social

development, including knowledge of the heritage, progress, and future aspirations of Oman;

preservation of the environment, respect for the dignity of labour, unification of Oman with
the Arab world; understanding the necessity of communication between Islamic civilisations
and other civilisations; and development of interactions with other people based on mutual

respect, honesty, courage, honour, sincerity and loyalty.

In 1973, there was one class with a total of 25 students at the secondary level. By
1985-86, enrolment at the secondary level had increased to 12,330 students. However this

figure still comprised only 5.6% of the 221,694 students in the Omani education system in
that year. By 1990-91, there were 25,237 students enrolled in secondary education, or 7.2%
of the total (Statistical Yearbook, 1992) (Ministry of Education 1992).
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According to the study by Razik (1988), 81.7% of the 1980-81 graduates of
preparatory school went on to the secondary level; by 1981-82, this figure had increased to

93.2%. This study also showed that, for students entering the secondary level in 1977-78,
63.9% completed the programme in three years. 3.5% of students completed the secondary

programme after another year, the maximum allowed for study at this level.

With reference to Table 3.1, it can be seen that according to the Statistical Yearbook,
1994 (Ministry of Education 1994) enrolments had increased to 117,277 persons in

preparatory school and 60,079 persons in secondary school. By 1999 there were 143,000

pupils in preparatory school and 97,000 students in secondary school.
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Education Statistics, Sultanate of Oman: 1970 - 1999

Table 3.1

Item 1999 1998 1997 1996 1995 1994 1993 1992 1991 1990 1989 1988 1987 1986 1985

General Education (Govt)

Schools 980 968 958 967 953 926 899 857 823 779 741 703 678 649 588

Students (000) 542 528 514 503 489 470 449 420 387 356 323 295 269 245 219

Classes 16507 16.110 15,721 15,403 15,024 14340 13,619 12662 11,679 10,665 9,835 9,044 8421 7,943 7,069

Tenders 24,881 24.093 23245 22693 22292 205446 19546 18325 16475 15,121 13,695 12860 11,990 17,153 9,793

StudentsfTeaher 22 22 22 22 22 22 23 23 24 24 24 23 22 14 22

StuderttsChsses 33 33 33 33 33 33 33 33 33 33 33 33 32 31 31

Base Education

Schools * 17 - - - - - - - - - - - - -

Students 21,923 11,400 - - - - - - - - - - - - -

Classes 774 397 - - - - - - - - - - - - -

Tecchers 1356 637 - - - - - - - - - - - - -

Primary
Schools * 277 318 338 347 356 359 361 382 386 388 370 367 354 326

Students (000) 280 290 300 301 297 294 290 284 272 258 243 229 212 195 175

Classes 8232 8523 8,820 8801 8755 8627 8467 8205 7,865 7,409 7,051 6651 6312 6023 5351

Teachers 10233 10,810 11,189 11,173 11287 105595 10647 10,414 9,816 9248 8696 8308 8080 7517 6539

Preparatory
Schools * 497 472 470 458 435 422 393 358 317 283 267 249 238 213

Students (000) 143 139 133 125 122 116 108 96 84 72 61 51 43 38 33

Classes 4,414 43433 4214 4,036 3,897 3,679 3,453 3,104 2768 2392 2089 1,815 1587 1,450 1295

Tecdters 7.600 7218 7,082 6767 6566 6191 5,774 5293 4,686 4224 3,648 3,402 2879 2682 2449

Secondary
Schools * 177 168 159 148 135 118 103 83 76 70 66 62 57 49

StuderttsfOOO) 97 88 81 77 69 60 51 40 31 26 19 15 13 12 11

Classes 3,087 2847 2687 2566 2372 2034 16® 1353 1,046 864 695 578 522 470 423

Teachers 5,692 5,428 45774 4,753 4,439 3,760 3,125 2618 1,973 1,649 1351 1,150 1,031 954 805

Expenditure (MnRo)
Current 196.4 1862 1792 168.1 163.8 1542 151.8 1362 125.8 1243 107.8 104.6 100.1 97.1 83.1

Imestment 1U 15.1 11.3 11.6 20.1 18.8 20.3 15.6 12.8 112 6.5 11.9 16.5 181 16.2

%Shate from Total Govt

Expenditure 9.2 9.1 83 8.0 8.1 19 Id 6.7 75 12 6.9 7.4 12 6.1 5.1
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Table 3.1 contd.

Item 1984 1983 1982 1981 1980 1979 1978 1977 1976 1975 1974 1973 1972 1971 1970

(General Education (Govt)

Schools 541 499 455 408 373 363 352 310 261 207 176 111 68 42 16

Students (000) 193 164 141 121 107 95 86 76 65 56 49 36 24 15 7

Classes 6040 5330 4,664 4,137 3,618 3,152 2825 2416 1992 1,617 1384 899 566 345 151

Teachers 8.064 7509 6575 5,864 5,150 4,055 3,865 3552 2878 2230 2115 1,195 735 445 196

StudentsfTeadhe
f

24 22 21 21 21 23 22 21 23 25 23 30 33 34 35

StudentsClasses 32 31 30 29 30 30 30 31 33 34 36 40 43 44 46

Base Education

Schools

Students 21,923 11,400 _ _ _ _ - - _ _ _ _ _ _ _

Classes 774 397 - - - - - - - - - - - - -

Teachers 1356 637 - - - - - - - - - - - - -

Primary
Schools 308 300 204 177 175 237 257 237 213 181 163 105 65 42 16

Students (000) 155 135 116 102 92 84 78 71 63 54 49 35 24 15 7

Classes 4575 4099 3,655 3287 2964 2677 2480 2185 1,871 1557 1350 884 559 345 151

Teachers 5369 5,013 4582 4,107 3,756 3,107 3229 2923 2523 2042 1,999 1,160 726 445 196

Preparatory
Schools 195 170 219 210 183 114 86 67 45 23 11 5 3 - -

Students (COO) 28 23 20 17 14 10 7 5 2 1 1 0 0 - -

Classes 1,132 991 850 750 590 434 313 208 106 50 29 14 7 - -

Teachers 2054 2086 1,694 1545 12254 847 564 549 310 148 104 30 9 - -

Secondary
Schools 38 29 32 21 15 12 9 6 3 3 2 1 - - -

Students (000) 9 6 4 2 2 1 1 1 0 0 0 0 - - -

Classes 333 240 159 100 61 41 32 23 15 10 5 1 - - -

Teachers 641 410 299 212 139 101 71 80 45 40 12 5 - - -

Expenditure (MnRo)

Cunent 727 66.0 55.1 44.6 31.8 21.9 18.7 14.8 10.6 72 43 1.8 1.0 0.5 -

Investment 23.9 21.7 21.0 9.7 6.1 5.6 72 52 21 22 13 0.8 1.6 0.8 -

%ShaefontTotal Govt

Expenditure 5.4 5.7 53 4.4 4.0 4.1 5.1 3.6 22 1.8 1.6 23 3.6 28 -

Note: Single Years reflect the academic Year is 1970 mean: 1970/1971 and so on.

In 1999/2000 Schools were distributed as follows: (42) basic education, (219) Primary, (21) Preparatory,
(56) Secondary, (454) Primary and Preparatory, (52) Preparatory and Secondary, (136) Primary and

Preparatory and Secondary.

4) Private Schooling

Private schools have been established to serve the children of expatriates employed in
Oman. Parents seek education for their children in these private schools. These include
schools sponsored by the British, United States, Indian, Pakistani and Egyptian interests.
Recently the Oman private sector has begun establishing private schools due to the crowded
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classes in government classes, with over 40 students per room, and particularly in response

to the demand for instruction in the English language. By contrast, instruction in Arabic is
important to the children of expatriates because Arabic is the language of the country, and
these persons need the language in order to conduct daily business or work effectively within
the society. In addition, under the reform curriculum, instruction in the English language is
provided beginning in grade one as opposed to grade four as was previously the case. As the
private school programmes have increased in size they have come under the supervision of
the Ministry of Education. The programmes operate generally at the primary level, with a

few at the preparatory and secondary levels.

During the academic year 1997-98, 19,079 students attended a total of 106 private
schools in the Sultanate. This figure constituted 3.25% of all Omani students enrolled during
that academic year. The Ministry of Education encourages the establishment of private
schools in order to provide students with a range of educational options. Government

inspectors ensure that the Omani curriculum as well as the standards in the private schools
are at least at the same level as standards in the government schools. In 1994-95 there were

83 private schools, with 14, 741 students including pre-elementary and 1,019 teachers

(Statistical Yearbook, 1996) (Ministry of Education 1996).

5) 20:20 Vision

Along with these directives towards efficacious implementation of educational
reforms, there comes a political and educational drive for certain styles of administration and

leadership. These can be seen in the 20:20 Vision. The 20:20 vision is a comprehensive 25-

year plan (1995-2020) for the economic and social development of Oman. It was initiated by
the Ministry of Planning and Development at the direction of the Sultan. A working group

comprising representatives of each Omani ministry as well as a team of international experts
in planning and development, helped the project to the implementation stage. The discussion
of the 20:20 Plan, which follows, refers to the efforts of this working group12. Their work
and recommendations are documented in the Ministry of Development and Planning's 20:20
Vision.

This plan includes provision for such factors as diversification of sources of income,
increased Omanisation, shift from the public to the private sector, balancing of Government

budgets, participation in the emerging global economy, reprioritising of employment

12 Made up of representatives from the Ministry of Planning and the Ministries of Economic Development, Social Affairs and
Education.
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categories, encouragement of entrepreneurship, enhancement of medical services,
encouragement of lifelong learning, and the redistribution of national wealth in order to
ensure that all Omani citizens will obtain the benefits of the emerging economic order.

The focal point of the 20:20 plan is the optimisation of human resources. A plan for
the revision of the education system has been designed to fit within the context of the

optimisation of human resources. This plan has been designed to enable Omanis to achieve
economic self-sufficiency through a diversified economy, to keep pace with technological

change and to participate in the global economy. These goals will require a high degree of

adaptability and a strong background in science and mathematics that Omanis will require to

contend with the very different future that they face.

The revision of the education system that was approved in 1995 was scheduled to be

phased in with the fifth five-year plan beginning in 1996. Projected total enrolment is

expected to increase from 469,848 students in 1995 to 717,214 students by 2001, a growth of
247,366 students. It is estimated that most of this growth will be at the secondary level. The
revised plan encompasses the realisation of the national goals as articulated in the 20:20
Vision. This plan includes reforming the structure of the administration of the Ministries of
Education and Higher Education; restructuring the school day and school year; promoting
the option of private education; enhancing the qualification of teachers; strengthening the
programs in science, mathematics, and English language; introducing a "life skills program";

developing cost-effective laboratory facilities for pupils of all ages; transforming school
libraries into learning resource centres; and streamlining and upgrading programme as well
as pupil assessment techniques.

The education system is envisaged as a sequence of interlocking blocks, the successful

implementation of any one of which depends on the successful implementation of all others.
The nerve centres for the implementation of the entire programme must consist of the
Ministries of Education and Higher Education. Proposed reforms for the administration of
these bodies have been designed to enhance communication between units, promote

understanding of the proposed reforms, and achieve the implementation of these reforms. In

essence, reforms within the Ministries consist of the formation of various teams or work

groups designed to implement various aspects of phases of the new curriculum or to train
teachers in its rationale.

According to the 1998 World Education Report published by UNESCO (1998), in the
number of teaching hours per day (4) and the number of teaching days per year (160) prior to
the projected 20:20 Educational Reform, Oman ranked among the lowest nations in the
world. By comparison, Singapore had 200, Japan 240, the United States 180, and Canada
197-205. There may have been various reasons for this situation, including from the number
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of hot days during the summer and the limited number of school days, thus requiring
"double-shifting". However, these problems have been addressed in the reform proposals in
various ways, introducing air conditioning in the classrooms and building enough additional
schools so that double shifting will not be required. Once these problems have been solved,
the number of teaching hours per day and the number of teaching days per year can be
increased to correspond to international norms. The school year can be increased from 160

days per year to 180 days per year, and the number of hours per day can be increased from
four hours to five hours. These changes will allow for a 40 period week of 40 minutes per

period (10 more than there are now). These changes will increase instructional time in Basic
Education from 6,506 hours to 9,600 hours, thus providing time for the additional changes
that have been envisaged.

Since increasing the number of hours per day and the number of days per week will
increase the total number of hours spent on basic education by over one third, it will be

possible to reduce the number of years spent on basic education from 12 to 10. Formerly, the
school curriculum consisted of six years of primary education, followed by three years of

preparatory education, followed by three years of secondary education. Under the proposed
new curriculum, basic education is to consist of four years of primary followed by six years

of intermediate education. The average student is expected to complete the basic education

programme by age 16. At this point there will be several options to pursue. Depending on the
needs of the society, a certain percentage of students will enter into a two-year university
preparation programme. Students may also enter various sorts of vocational training
programmes. Further they may enter directly into the work force. These possibilities are

presented in a diagrammatic form in figure 3.1. From diagram it can be seen that the

relationship of technical education, vocational training, and higher education is that proposed
in the 20:20 plan. In this figure, NVQ stands for National Vocational Qualification and

GNVQ stands for General National Vocational Qualifications. Both are competency

benchmarks established under the 20:20 plan. The plan itself emerged from discussions
between the Ministry of Education and United Kingdom consultants, supported by the
British Council. In line with many similar developments elsewhere in the world, there have
been some problems with the implementation of these "pathways of provision". Adaptations
have resulted in the abandonment of the GNVQ pathway and the introduction of an "Omani

NQ" the ONQ. This is seen as preferable neither to a qualification that did not articulate

particularly well with Oman's further and higher education system nor with employers in the
labour market.
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Figure 3.1
Educational Systems Approved in the Vision for

Oman Economy - Oman 2020
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In their educational aspects, 20:20 and the related national plans have involved a

comprehensive review of the Omani educational system and practices. This review has been
followed by a series of actions intended to upgrade the system. The Ministry of Education's
1995 plan, Reform and Development of General Education, outlined steps including
increasing the number of Omanis teaching in the system; reorganising the system to its
current 10-2 model; improving the training of prospective Omani teachers; revising the
curriculum to focus on a standards-based curriculum emphasising math, science, problem

solving, higher-level thinking skills, independent learning and computer literacy; developing
new leadership skills in administrative staff; and working to revise the culture of the schools
from a top-down management model to a shared-power team-based management model.

Implementation of the current Omani educational reforms has necessitated taking into
account a wide range of issues, needs, and influences. Using Easton's model, Al-Hammami
(1999) has expressed these as inputs from the main political system, from the economic and
labour market systems, from the social and cultural systems, and from the international and
national education systems. The wide range of these inputs and their significant impact on

the reform effort are mirrored in Vision 20:20, in the Reform and Development of General
Education, and in the various Five Year plans, as well as the various reports and discussions
that have resulted since the beginning of the implementation of this cycle of reforms.

Implementation of these changes in the Omani education system has been regularly
monitored both by direct observation and through use of a series of international
consultants13.

The Ministry of Education's Fifth Five Year Plan (1996) outlined two major
educational stages for the revised Omani system: a 10-year basic education stage, and a two-

year secondary education stage. Policies outlined in the Plan related to this two-stage system

included the following:

1. increasing emphasis on mathematics, science, computing and economics by increasing
the number of periods allocated for these subjects and reducing those allocated for the arts;

2. Teaching English at and from the first stage of basic education;

3. Cancelling evening classes so as to increase the length of day class periods;

4. Providing the appropriate facilities, equipment, staff, and materials to properly equip

13
Reports filed as a result of those monitoring activities have included the Ministry of Education's Consultancy Study on
Management and Organisational Structure (1996); Kimber, Gordon and Gibbons, Report on a Visit to the Sultanate of
Oman (1996); Al-Nhar and Billeh. Monitoring of Learning Achievement Project: Assessment of Learning Achievement of
Grade 4 Students in Oman (1997); Mathews et al. Reviewing the Work of the Schools (1998); and Al-Belushi, Al-Adawi
and Al-Kitani, Education Reform in the Sultanate of Oman (1999).
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students to compete in the labour market or in higher levels of education;

5. Modernising the curriculum to keep pace with scientific and technological progress;

6. Upgrading educational practices to match modern educational techniques;

7. Improving the employment conditions of teachers in order to attract high calibre
personnel;

8. Determining the appropriate form of secondary education that will ensure graduation of
student who are prepared to meet the demands of the labour market;

9. Improving the in-service training of teachers; and

10. Using specialised international organisations to conduct periodic evaluation of
educational standards in Oman in comparison to the educational standards to other
countries with high standards.

In working to put these broad statements into practice, the Ministry of Education
established a series of procedures. First, studies were conducted to evaluate the then-current
educational system. Second, groups of Ministry specialists visited a number of countries to

observe applications of new trends in education. Then advice was requested from a number
of universities about designing a new system of education. Finally, education experts from
several countries were invited to visit Oman and assist in developing the new system.

Additionally, in December 1996, the Ministry of Education hosted an international
conference in Oman entitled "Improving Formal Basic Education by Institutional and
Content Reform" with the assistance of the Netherlands based Lutfia Rabbani Foundation.

According to the conference participants, improving the quality of basic education was an

essential investment in the development of each country and should be the starting point of
educational innovation. The quality of basic education is a culture-bound concept. Therefore,
quality criteria should be stated in relation to the local culture but with relevance to global
standards. It was noted at the 1996 conference that standardised criteria should be developed
for measurement of the outcomes of the learning process. Appropriate assessment tools
should be developed to accomplish that measurement. Objectives, standards, goals and
assessment processes should be linked. There should be periodic evaluation and updating of
curricula. Reform of curricula, textbooks and methodology should be based on the results of
research, which must reach decision-makers. Information technology should be given
attention as part of educational reform. Finally, teacher training should be emphasised to
create a better fit between teaching style and student needs.

In the light of these reports and the imperative for reforms, structural and curriculum

changes have become inevitable. Indeed as Chapter One noted, globalisation does not
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necessarily mean uniformity in education systems but rather encourages similarity in
curriculum design.

It is an interesting and important feature of Oman's educational system that there are

currently five Ministries involved in education planning and provision. The Ministry of
Education is responsible for primary, preparatory and secondary education; adult education;
as well as the campaigns for the eradication of illiteracy. Through a network of regional
directors, the Ministry supervises the administration of educational programs and policies. A
further system of supervisors has been initiated to monitor the standards of achievement and
curriculum implementation in the schools within particular regions.

The Ministry of Social Affairs and Labour is charged with responsibility for
developing the nation's manpower skills, supervises vocational and special training
programmes, in which priority is given to such fields as construction, electricity, mechanical
engineering, and office management. Other ministries supervise education related to their
missions. Among these are the Ministry of Health, the Ministry of Defence, and the Ministry
of Higher Education. These are in addition to Sultan Qaboos University.

In fact, education innovations in the Omani system have started at the top, with a

reorganisation of the Ministry of Education in 1997. The reorganisation involved the creation
of five directorates general in the Ministry with matching departments in the nine regional
educational offices. The directorates general include Planning and Educational Information,
Curriculum and Training, Financial Affairs, Administrative Affairs and Public Affairs. For
this thesis, the most important directorate is curriculum and training,

The Ministry of Education expects that implementing the basic education system will
reduce the chances of students leaving the school system and thereby minimise the illiteracy
level in the country (Ministry of Education 1995).

A set of committees was established to manage the reform process. They included a

committee to revise the statement of general education aims. This effort took into account

Islamic beliefs and the Omani environment, culture and plans to advance the country. Four
more committees were developed to implement curriculum supporting these aims. They
included the Main Committee, headed by the Minister of Education, which oversees the
other three committees. The Curriculum, Examination, and Training Committee is

responsible for improvements in curriculum, assessment, and the training of teachers. The

Planning and Buildings Committee is responsible for evaluating the need for new

construction and plans and oversees that construction. The Follow-up of Requirements of
Basic Education Committee is responsible for following up on construction and then

equipping and staffing the schools.
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Curriculum Reform

Abolishing evening schools was another reform of the Omani educational system.
Under the existing system many school buildings housed both a day and an evening school.
This limited the length of the day school operation, affected the nature of the curriculum, and
forced emphasis on memorised lessons rather than experimental learning because of the need
to cover content rapidly. In addition, access to school resources such as the library, the
science laboratories, and sports was also limited. Once the schools moved to a single shift
the school day was extended. This allowed more effective teaching and improved access to

school resources for the students.

Curriculum improvements focused on two areas: curriculum content and teaching
methods. Curriculum content was improved in four ways: reducing theoretical content,

relating the material to students' lives, connecting the curriculum to the students' direct
environment, and aligning the content of the curriculum to the students' level at each
educational stage. Improved teaching methods were encouraged by advising and training
teachers to concentrate on experiential learning for students as opposed to rote memorisation

techniques.

The expectation of the Ministry of Education is that the new curriculum will foster
critical thinking skills and problem solving on the part of the students. Drawing upon

students' backgrounds and experiences should help them to become more active participants
in the learning process. They then should be more successful in linking their school

experiences to their life experiences, and become more active, thinking citizens. A learner-
centred model of education, which is structured to match the various stages of development
of the students, encourages active learning as well.

With the additional instructional time made available by restructuring the school day,
additional emphasis is being put upon development of language skills (both Arabic and

English), social studies including life skills, science, mathematics, and computer literacy.
Basic Education schools are being equipped with science laboratories, computer laboratories,
and learning resource centres. These centres will enable students to access information in a

variety of ways, including print, videotape, audio-tape and computer.

Assessing learning

As curriculum and instructional procedures move away from rote learning and passive
learners to problem solving, critical thinking, and active learners involved in a group learning
process, new methods of assessing learning must be developed. Assessment methods must

reach out to evaluation of higher-level thinking skills and must accommodate students'
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developmental levels. In addition, under the curriculum reforms outlined for Oman, emphasis
must be placed on practical applications as well as theoretical elements of the content.

To accomplish this, the Ministry of Education has made three fundamental decisions:
to downgrade formal tests and examinations, to remove promotion examinations, and to

implement authentic assessment using performance assessment and portfolios.

Working with the Scottish Qualifications Authority, the Ministry of Education will

gradually move from attainment tests to diagnostic tests, training teachers in the new

techniques, create specifications for examination papers, establish a data bank for
standardised questions, train Omani teachers in question writing, widen the variety of

questions used in assessment, and apply an automatic correction system to the management

of objective questions (Ministry of Education, 1999).

It is expected that this approach will require continuous gathering and evaluation of
information on student performance. The performance will be matched against stated

learning objectives. Through this approach not only can student performance be measured,
but also education staff and other interested persons can identify problem areas in

curriculum, teaching methods, and students' abilities to learn. That will allow steps to be
taken to resolve those problems.

This approach to student assessment will be achievement-based, with student progress

measured against stated criteria rather than against the progress of others in the class.

Learning objectives will be written for individual students rather than the class as a whole,
and students will know in advance what is expected of them personally. A wider range of
evaluation techniques will be used than in the traditional system, and formative as well as

summative evaluation will be employed. Students will be given opportunities to review their

progress against the stated criteria, thereby taking a more active hand in their own learning.

Between 1970-95 there had been little formal evaluation of curriculum in Omani

education. Evaluation of curriculum in the formal sense had not been a part of the framework
of the Islamic educational system. However formal evaluation of curriculum in the Omani

public schools became a priority with the first educational reform in the 1970's, and is now

an integral part of the Ministry of Education's restructuring of the educational system as

evidenced by the series of Five Year Plans and Reform and Development of General
Education. We have seen that the most comprehensive evaluation of curriculum nation-wide
was conducted by Razik in 1980.

It is noteworthy, given the outline of the curriculum in Chapter Two, that in

developing the 1975 Omani curriculum, the designers relied primarily on the Administrative

(line-staff) model. To a certain extent, Tyler's model (Tyler, 1949, 1982) contributed to

developing the general objectives: Philosophy of Omani Educational System; Psychology of
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Learning; Selection, Organisation and Direction of Learning Experiences. However, neither
formative nor summative evaluation procedures were used in the curriculum project. Such
evaluation as occurred was primarily informational or anecdotal, primarily in the textbook
follow-up conducted by the Curriculum Department of the Ministry of Education. Each year

the Curriculum Department collected teachers' and supervisors' opinions relating to the

presence of errors, difficult topics, inaccurate figures, and other problematic items so that
revisions and corrections could be made prior to printing the textbooks for the following
school year.

It has been noted that the new system of basic education, with 10:2 years of schooling
was adopted because of the need for indigenous manpower. During the consultation period it
became apparent that a trained labour force would be needed to meet the present and the
future needs of the Sultanate. However, at present there are not enough trained Omani
available to meet that need. The expectation is that the reorganised 10-2 system (subdivided
further into 1-4, 5-10, 11-12) will increase the number of Omani prepared to fill middle level
skilled labour positions in the work force, replacing the approximately 600,000 expatriates'4
who currently fill these positions. The relevance of a standards-based education curriculum
for labour force requirements must not be underestimated. The standards-based, or

outcomes-based, curriculum focuses upon "exit outcomes" which are broad performance
capabilities rather than specific curriculum skills. This gives all students and staffs an

ultimate target towards which they can focus and orient their teaching and learning
experiences (Spady, 1995).

Regardless of the expected benefits of the new system, there is debate in the literature
over whether or not a curriculum change can by itself change attitudes towards work on the

part of learners (King and Martin, 2001). However, the current Omani educational reform

goes well beyond a simple curriculum change, as can be seen elsewhere in this chapter. It
does however reflect a continuing concern held by Omani educationalists and policy-makers
for attention to a specific Omani philosophy and sociology of education.

Over the past 25 years, the Ministry of Education has focused on the expansion of the
educational system and the provision of education for all. Now, as the nation prepares for the
new challenges of the future, the Ministry is initiating a programme of education reform to

improve the quality and cost effectiveness of education and to ensure that the educational

These expatriates are skilled labour such as clerks, technicians, etc. from other countries such as the Indian
subcontinent and the Philippines



system provides students with the best preparation for life and employment in the 21st
century.

These reforms draw attention to the challenges facing Oman, particularly the need to

diversify the economy and keep pace with technological change. They indicate how Oman
now requires new educational goals to prepare Omanis for life and work in the new

conditions created by the modern global economy. These will require, it is argued, a high
degree of adaptability and a strong background in science and mathematics in order to apply

rapidly changing technologies to Oman's needs. The proposed educational reforms are

designed to achieve the knowledge and mental skills and attitudes that young Omanis will
need to learn in order to adapt the very different future that most of them will face.

It can be seen from a close reading of these documents that the Ministry of Education
aims to strengthen, develop and renew general education and its outcomes through the

adoption of the concept of a basic education level comprising 10 years. Basic education is
defined as education for all, providing students with the essential skills, knowledge and
attitudes that will enable them to continue with secondary level education, enter technical

education, or join vocational training.

Based on the 20:20 Plan and the Reform, this new form of basic education was

implemented in the Sultanate starting in 1998-99. It was inaugurated in 17 elementary
schools, expanded to an additional 25 elementary schools in 1999-2000, and will be

generalised to all 1,666 in the rest of the country by 200715.
It is the aim of the Reform that the new school system is expected to provide the

knowledge, attitudes and skills that will enable learners to deal with the demands of modern
life and to be better prepared for the requirements of national development, including the
need to diversify the sources of income and to Omanise the work force in the country. But, at

the same time, it should preserve religious and cultural values.

Basic education, as outlined in 20:20 Vision and the Reform report, is characterised by
a learner-centred curriculum. It attempts to bridge the gap between instruction and the real
world, through the introduction of new school subjects, especially those that prepare the
learner for new life skills including those involving modern technologies. In addition, it will

provide for a new administrative structure that seeks to achieve an easy flow of information
as well as the development and use of educational resources such as libraries and
laboratories.

15 This date, 2007, now in 2001, appears optimistic. A more realistic date may be around 2010.
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The new reform will seek to produce, at the exit point, learners with educational
standards equivalent to those of 10th grade students from advanced countries. These learners
will also have special strengths in mathematics, science and the skills of problem solving,
independent learning, and computer literacy. The advantages of the system are expected to

complement education with the non-academic world, between the students' intellectual
growth and the work setting, between theory and application. Advantages also include the
targeting of the total child, the promotion of scientific thinking and self-learning, preparation
for the changing world through globalisation and responsiveness to development demands.
However, given the issues raised in Chapter Two, it will be noted that such curriculum
innovation is rarely introduced and implemented without major difficulties. The difficulties
of implementing an education reform programme may exist at the level of administration and

leadership as well as at the level of the curriculum itself. Indeed, curriculum change may

never be an easy policy to implement; in Oman, as in many Arab countries, tradition and
historical considerations may exacerbate the complexity of the task.

Teacher training

It may be noted that teachers are the core factor in any education reform. They must be

ready to implement the new system. The Training Department of the Ministry of Education
has developed and implemented a pre-service training programme focusing on the Reform
and the skills necessary to work within it. In-service programmes have also been developed
and implemented. In addition 10,000, all current elementary teachers holding a two-year

diploma are being required to undertake training sufficient to upgrade their qualifications to

the four-year bachelor's level. These training programs are all being provided free to the

system's teachers by the Ministry of Education.

The Principal and the School Development Plan

The school principal is the leader and supervisor of the process of educational reform.
Without the active support and encouragement of the principal and the administrative staff,
the progress of the reform movement is jeopardised.

A primary task for the principal in implementing reform is development of the School

Development Plan. This plan is a guide for the school's personnel in executing and
evaluating the reform. Four basic questions are central to this plan:
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1. What is the performance level of the school at the present time?

2. What has to be changed or modified in order to improve the performance of the
school?

3. How can the school implement the changes according to the specified times?

4. How can the school measure achievement of the aims of development?

In preparing the School Development Plan, the principal needs to take into account the
future vision of the school for the next three years, educational objectives and their priorities,
educational values to be met through the objectives, strategies for fulfilling the objectives,

plans for curriculum development and staff training, the condition and needs of the building,
and the budget available.

Implementing the School Development Plan involves a continuous cycle of planning,
implementation, evaluation, feedback, and re-planning, as shown by Figure 3.2.

82



Figure 3.2 The Administration of Change (Al-Adawi, 1999)

School Development Plan

Constructing the Plan The Plan Report

Evaluation

83



The School Development Plan plays a significant role in managing reform in a variety
of ways. It helps in identifying the future role of the school and the priorities to be achieved.
It helps in curriculum development and planning. It helps to improve the performance of
administrative and teaching staff through self-evaluation and in-service training. It is
expected to reduce tension and uncertainty on the job because expectations will be clearly
specified. Finally, it provides administrative staff with current information that will help in
writing reports concerning school performance.

Implementing the Basic Education Reform

As the Basic Education Schools were being prepared for occupancy, implementation
of the Basic Education staffing and curriculum development programmes began. This
process involved three steps: preparation for implementation; implementation; and
evaluation of the implementation.

Preparation for implementation

Preparatory steps prior to actual implementation involved preparation and approval of
a budget that summarised all human and material costs; development and approval of a time
line for the first three year cycle of implementation; writing and approval of curriculum
documents; ordering and delivery of equipment and supplies necessary to support the new

effort; identification, training, and assignment of persons required for the new programme

including teachers, senior teachers, learning resource teachers, administrators, inspectors,
and support staff; and development of a training plan for staff including preparation of

Training Development personnel in the Central Training Department in Muscat and in the
nine Regional Training Centres.

Implementation

The new programme was phased in gradually over the first three-year cycle, to allow
time for parents, administrators, teachers, pupils, and staff to adjust to the changes. This

began in September 1998.

In September, 1999 25 new Basic Education schools were opened. The following year

(2000-2001) approximately 100 more schools for the implementation of Basic Education for

years 1-4 of the curriculum was extended to grade three. Twenty more schools were opened
with the Basic Education curriculum in September 2000, and the curriculum was extended to

grade four. This phased-in process will continue until the school reforms are in place in all
schools at all levels in the Sultanate.
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However, central to the success of the new programme is the creation of a cadre of

training experts prepared to train all staff. Parents must also be prepared for the differences
between the old and new programmes and to understand the principles of child-centred
learning. "Core teams" of trainers have been prepared by trainers from the Central Training
Department in all facets of the Basic Education reforms. Their job is to train staff and
prepare parents in their own regions for implementation of the new programme, using a

previously developed Basic Education Training Plan tailored to their regions and schools. An

advantage of the "train the trainer" model is that it provides well-prepared local training staff
who can respond more directly and quickly to needs than could the Central Training staff.

In addition, current Basic Education schools are serving as training centres for new

schools. Teachers implementing the programme in 1999 and 2000 are being "twinned" with
teachers from schools that are coming on line, providing opportunities for observation and
learning in an applied setting for the new personnel.

In 2001 nearly all elementary and preparatory school classrooms have become staffed
by the Omani faculty, with the exception of certain specialisations, notably mathematics
classes.

It has been the intention of the Ministry of Education to improve the level of
preparation of Omani teachers throughout the system through both the pre-service and in-
service training. Without trained and motivated teachers, it would be very difficult to

implement any level of meaningful reform. The Sultan Qaboos University is a powerful
influence on what happens throughout the Omani educational system, and meeting this

upgrade expectation will have some effect on the curriculum of the University. The full
extent of that effect, however, has yet to be seen.

When Sultan Qaboos University (SQU) was established (1986), a top priority was to

establish a College of Education where teachers at all levels and specialities could obtain full

university-level teacher qualification. With the development of the College of Education
within SQU, the four-year B.Ed, became the revised standard minimum qualification for all
new teachers throughout the Sultanate. College of Education students planning to teach at

the preparatory or secondary levels, while remaining within the College of Education, study
a variety of major subjects. They are thus fully qualified to teach within their major subject
areas.

In 1995, following a ministerial decision to convert the six Intermediate Teacher

Training colleges to full four-year Colleges of Education, students began to enter the new

program, which leads to a full four-year B.Ed, instead of a two-year post-secondary diploma.
This programme complements the programs at SQU and provides an equivalent level of
teacher qualifications.
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In 200-2001 the enrolment in these new institutions was as follows:

Ibrifor women
Rustaq for women
Nizwafor men
Salalahfor men and women
Soharfor men
Surfor men and women

1862
2036
1240
1083
1381
1139

(Ministry of Higher Education 2001)
The Colleges of Education offer three programmes: the first, which prepares teachers

for the intermediate and secondary levels, provides for any one of eight areas of

specialisation: Islamic Education, Arabic Language, Social Studies (Geography and History),
Mathematics, Computer Science, Physics, Chemistry, and Biology. The second programme

is for the preparation of primary school teachers. Students enrolling in this programme may

select any one of three areas of specialisation: Science and Mathematics; English Language;
or Islamic Education, Arabic Language and Social Studies. The third programme is to

provide Intermediate College graduates with a BA in Education as required for the teaching

profession. This programme, which required 30 credit hours, is offered by the Colleges of
Education at Sohar and Rustaq. Under the projected revision of the education system, all
teachers in the country will have to complete the B.Ed, or equivalent certification in order to

teach in the country.

Evaluation of the Implementation process

As the new programme is phased in, continuous monitoring and feedback is taking
place to identify and rectify problems. Review Committees have been established at the
central and regional levels. The activities include the following: (a) A technical committee of
the Ministry of Education staff visits schools four times a year to evaluate physical and
technical needs; (b) A committee of curriculum and training staff from the General
Directorate of Curriculum and Training visits schools to evaluate the implementation of the
curriculum methodology; and (c) A core team regional committee meets at the local level to

provide ongoing evaluation of progress at the regional level. These committees meet

regularly and provide ongoing feedback to the Ministry of Education on the progress of the
Basic Education reforms.

Evaluations of educational reforms improve their perceived validity as they take into
account the views of the practitioners involved. An example of the model is a study by
Moroz and Waugh (2000), which studied the receptivity of Western Australian teachers
toward a system-wide change intended to assist teachers with classroom planning, student
learning, and assessment. In the 1999 study of the Omani General Education reform, Al-
Hammami (1999) reported that reactions of Omani educators, inspectors, head teachers, and
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teachers were generally supportive of the principles of the reform. There were specific issues
that some groups reacted to negatively, however. Educators, particularly teachers, did not

support expansion of the school day and year. Some members of the Shura Council
questioned the new system, the proposal for a fee for the last two years of secondary
education, and the requirement for teaching English from grade one. Perhaps, as a

consequence of this discussion, fees have not been applied. As seen elsewhere, there has
been a degree of criticism of the educational reforms, notably over the length of days for
those in grade 1-4 years.

It can be seen, therefore, that education reform in the Sultanate of Oman is underway.
It is based on careful research and preparation. Regular review and evaluation of the

programme is planned. These reviews will involve staff at all levels, parents, and students, as

well as others in Omani society (Al-Belushi, et al, 1999). From these reviews will come

recommendations that will be considered in carrying the educational reform effort into the
21s1 century. One example will serve to illustrate the scope of the resulting recommendations
and their potential for impacting on the reform effort.

An example of such a review conducted by the Omani authorities is the Ministry of
Education 1998 Report on Implementation of the General Education Reform Project, which
involved review of the reasons for reform, the reform activities undertaken, progress on those
reforms, and anticipated difficulties. Therefore, it was a wide-ranging report, which
addressed many education issues, not just curriculum reform.

The report identifies curriculum development, extension of instructional time,

extending geographical availability of educational opportunities, adopting educational
technologies, and integrating secondary education more effectively with the employment
market as key efforts. Gradual implementation of the reforms starting with pilot schools is
anticipated by the Ministry report. The report indicates formation of work committees that
have accomplished the following: redrafting educational objectives; abolishing evening
schools held in the elementary schools; arranging to start teaching English in class one of
Basic Education; converting school libraries to learning centers; modifying the structure of
the Ministry to meet the requirements of the reform; and developing the plans and

arrangements necessary for developing educational administration, supervision, and training
of teachers to the university level. Good progress is reported towards the development of
teaching methods for various subjects; developing learning packages for each classroom of
the first and second categories of Basic Education; and working with persons experienced in
the Scottish educational examination system to develop an Omani examination system.
Issues concerning training and distribution of appropriately skilled Omani teachers,

87



availability of full funding for the reform effort, and general national co-operation with these
efforts are perceived as potential problems.

There are many problems still to be addressed associated with the efficacious
implementation of the reform not least in the issue of those responsible for implementation
feeling "ownership" of the innovation.

This chapter has sought to indicate that whereas the curriculum for Basic Education

may indeed serve a useful socio-political and economic purpose, whether it comes to serve

an educational one remains to be seen. It has become apparent that one of the key factors in
efficacious implementation has been - and continues to be - the educational administration

system. Various studies referred to in this chapter have indicated the importance of
curriculum reform and the role of key constituents - key players - in any education reform.
Notable amongst this group are principals and teachers. Therefore to ensure successful
implementation one can argue that certain features are essential. A key is excellence in styles
and practices of leadership. Without collegial leadership and ownership within the education

systems, it may be that the momentum for the efficacious implementation of Vision 20:20
will be lost. The importance of educational administration (be that personal teacher,

principal, or regional director general) becomes a central concern in this analysis of Oman's
curriculum innovation and implementation.

To elaborate upon this premise the current educational policy and organisation in
Oman. The next chapter outlines various approaches to leadership. Further it discusses those
which may be seen as most relevant to the implementation of Oman's curriculum reform by

making constant, consistent and coherent references to relevant aspects of the new system.

The following chapter, therefore, will delineate issues connected with education
administration and will draw attention to what maybe considered, the most appropriate form
of leadership for reform in Oman.
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Chapter Four

The Role of Leadership - Reform in Oman School Curriculum

In the previous chapter it was noted that Oman's current curriculum reform will be

implemented over the next few years. Attention was drawn to the nature and character of this
reform and to the factors which - given international experience on curriculum reform

generally - are likely to result in efficacious implementation procedures. It was argued that
educational leadership is one of these factors - indeed, as this chapter will argue, it is the
main factor. To address those issues, this chapter will indicate through research literature on

leadership the complexity of the role of educational administration. It will draw attention to
the cultural context within which leadership is developed.

Historically, with Oman being a highly centralised country the development of styles
of leadership has not been a prominent feature of the schooling system. Indeed as a

centralised system, it reached out for consultants when desiring input rather than seeking the
opinions of people with in the indigenous system. Therefore, Omanis working in education
had limited opportunity to develop self-confidence in their own leadership skills.

By the late 1990s and now into the 21st century, this paucity of leadership skills has
become a problematic for Oman. As the curriculum reform becomes a reality, it is apparent

that the success or failure of its implementation lies on the shoulders of the education
administrators. Most prominent in this field of administrators are those directly concerned
with local schools and regional educational authorities.

Given the foregoing, this chapter will indicate through reference to the literature on

leadership, how crucial Principals, teachers and regional directors (administrators) are in the

implementation of a reform. It will summarise the research studies on leadership. Following
this, alternative style of leadership, within an educational context, is examined. Subsequently
the changing role of head-ship and the use of shared decision-making will be discussed; and
from this a framework for shared leadership will be proposed.

This chapter is presented in four parts. First, research studies on leadership are

summarised. Next cultural leadership within an educational context is examined. This is
followed by a description of the changing role of the head and the use of shared decision

making in education. Finally, a framework for shared leadership is proposed based on this
review of the literature.

Leadership is an interesting area of analysis as it combines theoretical discourse with
its practical implications. More than many theoretical discussions, those on leadership allude
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to a number of interdisciplinary fields. And as in all fields of study, there are competing
theories and models.

Indeed, competing theoretical approaches may be seen as the backbone of discourses
in education administration and, taking our starting point from Kuhn (1970), we see how

competing paradigms of knowledge come to play a central role in the development of
theories.

Kuhn described scientific development as a process that narrates the historical

integrity of a scientific community as it seeks to clarify and improve its area of science. As
practitioners exchange information about their work in their field, they develop a history of
inquiry that establishes a paradigm (accepted model or pattern) that guides the scientific
group's research. However, various authors contend that the application of objective
procedures (such as the scientific method) associated with natural sciences may not meet

adequately the needs of social scientific inquiry and research.

In the social sciences including developing, interdisciplinary fields like leadership;
there are a plethora of theories and models competing for dominance. These theories and
models are recounted in textbooks, and the reader is left to determine the purpose,

usefulness, and/or legitimacy of the theories and models. Disagreements within the field

amongst researchers may lead to sloppy use of terminology, varied definitions of terms, and
varied interpretations of events.

For example, in some leadership studies, terms such as 'management' and 'leadership'
or 'behaviour' and 'style', are used interchangeably while other researchers argue that these
terms are mutually exclusive or reside on a continuum (Blake and Mouton, 1982; Likert,

1961; Rost, 1991; Yukl, 1989). As the field of leadership matures, its members may be able
to develop agreement within the field, thus reducing the number of theories and models, and
indeed, helping to sustain a mutually accepted paradigm for leadership. In the meantime,
leadership inquiry must continue to address the inconsistencies and problems that arise in the
field while searching for a paradigm.

There has been much research, but no agreement by scholars of a precise, accurate

definition of the term "leadership" (Rost, 1991). Rost advocated the acceptance of a mutually

agreed - upon definition of leadership as the foundation upon which research can be based
and a paradigm built. Furthermore, he pointed out that many studies, based on an industrial

paradigm of leadership use the terms leadership and management synonymously, thus
integrating two concepts along a continuum where leadership is equated with excellent

management (Yukl, 1989). Thus, leadership becomes a matter of degree of management.

However, management - leadership style of administration - is but one facet of

leadership. This investigation of the literature will focus also upon transformative and
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cultural leadership theories. These examine the relationships that exist in leadership
situations, how organisational members develop a shared, mutually accepted culture in which
to interact. Thus, the focus of a leadership study may move from the leader and begin to

adopt interactive views of leadership. This will be achieved by examining the
interrelationships and processes that develop in organisations as leadership is practised. In
this way leadership is seen from a constructivist perspective - as noted in Chapter Two -

where members of the organisation are asked to define leadership in its specific context. In
this perspective organisations, their work, and leadership are shaped through concepts, not

rules and structures.

In light of the foregoing, this examination of leadership will begin by describing how
an individual's perceptions of power/influence and perceptions of motivation can affect the

way leadership is viewed and exercised. These considerations are very important for an

understanding of Oman's educational reforms.

Like Habermas (1976) with his concern for education as a force for emancipatory
action, Hodgkinson (1983) is concerned that leadership will direct such action towards

liberatory goals. In this way the implementation of the Basic Education curriculum, for

example, may be seen as more than just technique but, rather, part of a moral enterprise.
These are important, rewarding, but perhaps (given the current situation in Oman) highly

optimistic goals for leadership.

Rost defined leadership as

... an influence relationship among leaders andfollowers who intend real changes that
reflect their mutual purposes. (1991:102)

Rost's definition of leadership appears to remove qualifying terminology and to project a

definition of a quantifiable, observable, behavioural relationship that may be evaluated

according to the criteria within its definition and to be able to influence relationships,
between leaders and followers. This involves is intended real change, and mutual purposes.

Rost's definition, because of its simplicity and clear terminology, may bring the leadership
community to a perspective that can be mutually accepted. But it omits context and
situational variables that are associated with leadership and organisations (formal and
informal) that influence leadership relationships. Nevertheless, Rost's definition does focus
attention on the relationships that develop in leadership situations and the multi-
directionality of influence in these relationships.

Early inquiries in leadership were based on the assumption that leaders possess traits
and abilities not found in non-leaders. Inquiry then assumes a positivist approach of
identifying observable behaviours of leaders that distinguish leaders from non-leaders and

measuring the effect of leadership behaviour against other criteria, such as worker
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productivity or satisfaction. Extending the behavioural studies are contingency or situational
determinant studies that propose that leadership is more complex requiring examination of
leader traits, behaviours and moderating situational factors. These situational factors may

originate from the work, the environment or from workers themselves. It has been seen in
previous chapters that curriculum reform in Oman demands attention to these situational
factors.

However, leadership, said Hodgkinson (1983), is more than just degrees of
management or situational variables rather it is the effecting of policy, values, and
philosophy through collective organisational action. It is the movement of people toward

goals.

In previous chapters it was noted that Oman's curriculum reforms posed many

problems, not least the processes and procedures for implementation. In light of these

difficulties, it has been noted that leadership may come to play an important part in the
success of the reforms. Because the development and implementation of a curriculum reform
in Oman requires attention it is intended that this thesis will examine situational factors

through a constructivist approach. It will become important to develop an historical
examination of the role of the principal. This will show how that role has evolved from one

of'management' to 'leadership'. Finally, it will be proposed that a framework, within which
shared leadership - so very important, it will be argued, for Oman - may develop. The

leadership function of school principals is the key to the success of the efforts at sharing

leadership, currently being embarked upon in Oman.

Perceptions that Affect Leadership

The way leaders view superordinates, colleagues and subordinates, affects their
behaviour toward and interactions with these organisational members. This includes social

perceptions, about how they view others and form judgements about their behaviour. This
influences how they behave toward and interact with those people (Hall, 1990). These

perceptions are developed through knowledge acquisition and social interaction

(experiences). Perceptions of power can influence the way it is utilised and distributed

amongst organisational members and levels. Perceptions of workers can influence how
leaders interact with superordinates, colleagues and subordinates and how they interpret their
actions of these organisational members.

Leaders' Perceptions of Power

Within human systems (organisations and institutions), organisational power is given
to those possessing key positions and constitutes the most common source of power in the
modern world. Traditionally, power (the ability to influence a psychological change in
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behaviours, opinions, attitudes, goals, needs and values) has been viewed as an object or

commodity that can be described (types, sources) or measured. Bases or sources of power

can be as elaborate as French and Raven's (1968) five bases (reward, coercive, legitimate,
referent, and expert) or as simple as Abbott and Caracheo's (1988) two bases (authority and
prestige). Purporting power may be exerted downward, laterally, and upward in
organisations, Yukl (1989) identified three sources of power - positional, personal, and
political.

Perceptions of power influence how administrators relate to teachers. When power is
perceived as finite, principals rarely believe that they must give up power to empower

teachers. If power is perceived as an infinite commodity available to accomplish goals and
mission, principals can expand power by involving teachers in organisational decision¬
making activities.

Organisational development research during the human relations movement focused
on the relationship of increased worker productivity and worker satisfaction. The Scanlon
Plan outlined a management philosophy based on the belief that if workers participated in

decision-making, one result could be more efficient and effective companies (McGregor,

1960). Based on Scanlon's research, Short and Greer (1997) viewed empowerment in
schools as participative decision making. Unlike private sector organisations, schools are

"responsible for providing one of the most complex forms of service" (Short and Greer,

1997:14). As a result of improved and expanded teacher training, schools have professionally
trained expert staffs. They are capable of applying their understanding of the educational

process, gained through a combination of education and job experience, to identify and solve

problems as they arise in the classroom and in school-wide curriculum and instructional

development and design.

Premised upon the existence of a variety of power bases, Shetty (1978) contended that
situational variables (managerial, subordinate, and organisational characteristics) might
affect the type of power leaders choose as appropriate in specific situations. Power bases,
they argued, should be broadened in order to respond effectively to varied situations.
Gardner (1990) viewed sources of power as infinite (property, position, personality,
expertise, persuasiveness, motivational abilities) and the possession of one source possible of
providing accessibility to other sources.

Identifying three areas - competition, collaboration, and powerlessness - on a power

continuum applied to decision making, Blake and Mouton (1990a) presented power as a

measurable quantity, where movement along the continuum causes one member's gain in
power to result in another member's loss of power. Indeed, autonomy and control are seen as

opposites. Smith and Peterson stated that:
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... a leader's exercise ofpower resides in the ability to transmit influence by way of a
network ofmeanings, which constitutes the organisation's culture. (1989:130)

not in qualitative descriptions of power bases. As decision making becomes more complex
and ill defined, power is diffused over a broad base to create a new power relationship.
Transformative power is not based on organisational structures or management functions but
derives its source from the leader's ability to raise consciousness, build meaning, and inspire
human intent. Vision, purposes, and beliefs embedded in the organisation's culture empower

participants to excel as meanings are found in routine actions; and individuals and the
organisation are united by mutual commitment in a symbiotic relationship (Bennis 1986:71).
Wheatley (1992) affirmed the dynamic, electric nature of power. She agreed that an

engrained definition of power as a measurable resource, sometimes expressed as a piece of
the pie, limits the ability to conceptualise power as an energetic force generated by
relationships that develop in organisations. When power is viewed as energy, it is seen as a

force that can flow freely through an organisation and is incapable of being limited to

specific functions, levels, or positions. As researchers expand their inquiry into the new

sciences, new conceptions of power may enlighten and inform perceptions of leadership.

Trait Theories

Early studies on leadership were based on the assumption that individuals possessed
certain physical characteristics, personality traits, and intellectual abilities that made them
natural leaders (Yukl, 1989). Researchers portrayed leadership as a set of one-way directive
behaviours through which leaders influenced others' behaviours. These studies compared
leaders with non-leaders or successful leaders with unsuccessful leaders to support, through
correlational statistics, that possession of specified traits could be a prerequisite for effective
leadership.

Stogdill contended that leadership cannot be explained in terms of the individual or

group but must take into account the interaction of leader traits with situational variables

(Bass, 1981:38). Gardner (1990) supported this contention by stating that the belief that

people possessing leadership traits can be effective regardless of the situation is no longer

supported. Smith and Peterson's (1989) review of trait research found that these studies

provide little uniformity in design because skills were included in trait surveys and traits
were examined in a variety of formal and informal organisational settings. Bennis and Nanus

(1985) discounted the Great Man theory of leadership as attributing power and limiting the
number of potential leaders to birthright. They also refute the idea that great events can

transform ordinary people into great leaders.
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Behavioural Theories

Leader behaviour theories represent an attempt to determine what effective leaders do
by identifying the behaviour of leaders and the effects leader behaviour has on subordinate
productivity and work satisfaction. Most leader behaviour research utilises questionnaires,
laboratory or field experiments, and critical incidents to examine how effective leaders differ
from ineffective leaders in specific behaviours. Three classical research studies in this area

were conducted at the University of Iowa.

Studies of leader behaviour at the University of Iowa (Lewin, Lippitt and White, 1939)
involved examining the effects on subordinate attitudes and productivity caused by varying
the style of leadership exhibited by the leader. Leaders were trained to demonstrate three

leadership styles - democratic, authoritarian, and laissez-faire. Authoritarian leaders
determined all policies, dictated tasks and task procedures, determined work partners, and
used a personal context when giving praise or criticism. Democratic leaders utilised group

decision-making in policy determination, provided discussion of work tasks and alternative

procedures for goal achievement, allowed subordinates to choose work partners, and gave

objective and guiding suggestions when praising and criticising. Laissez-faire leaders gave

groups complete freedom to make decisions; provided information only when it was sought;
refrained from participating in work tasks; and provided little or no praise, criticism,
evaluation, or regulation of work efforts.

In Likert's study (1961), four leadership styles (systems 1-4) were identified:

exploitative authoritative, benevolent authoritative, consultative, and participative
(democratic). Likert demonstrated that in situations where leaders used consultative or

participative leadership, there was evidence of trust, collaborative goal setting, bottom-up
communication, and supportive leader behaviour. In situations where exploitative
authoritative or benevolent authoritative leadership was utilised, threats, fear, and

punishment; top-down communication; and centralised decision-making and control were

used to elicit subordinate conformity to organisation goals and productivity standards. Likert

proposed that more effective leaders who use participative decision procedures extensively.

Other participative leadership studies (Tannenbaum and Schmidt, 1973; Vroom and

Jago, 1988) examined organisation decision procedures where subordinates had varying
degrees of influence over decisions made. Improved decision quality and greater decision

acceptance were two primary objectives. Levels of participation, dependent upon a

superior's willingness to share power, resulted in decision styles that were autocratic,

consultative, joint, and delegative. Results were inconclusive because the studies identified
subordinate overall satisfaction and performance as the criteria for leader effectiveness.
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However, subordinate satisfaction with the decision process and decisions would have given
a more relevant and meaningful measurement.

Research on leadership, which has identified and examined leader behaviours and
styles that support participative leadership has focused on the behaviours of the leader and
ignored the leadership behaviour of the organisational members (Likert, 1961; White and
Lippitt, 1990; Vroom and Yetton, 1973; Tannenbaum and Schmidt, 1973; Blake and
Mouton, 1978, 1990a, 1990b). Yukl (1994) posited that participative leadership includes

power and behaviour leadership approaches because it includes aspects of power (power

sharing, empowerment, and reciprocal influence processes), and aspects of leadership
behaviour (specific consultation procedures for the generation of ideas and suggestions and

specific behaviours for delegation of authority).

Participation can vary from consultation (asking for opinions and suggestions but the
leader making the final decision solely or making the decision solely and modifying that
decision if people's reactions to the decision are negative before the decision is enacted) to

joint decision-making to delegation (giving individuals or groups the authority and

responsibility for decision making within specific guidelines).

Use of self-managing teams that operate within boundaries established by upper levels
of management, have authority and responsibility for decisions concerning goal setting,

quality standards, performance evaluation and improvement, and resource allotment, is

popular.

By employing a team concept, internal and external leadership roles may be defined.
Internal leadership roles, management responsibilities assigned to and shared by team

members, are enhanced by the roles assumed by the external leader who serves as coach,

facilitator, and consultant to the team. Communication skills play a critical role. External
leaders must be able to communicate goals and priorities and be able to articulate a vision of
the potential accomplishments of the team. Through communication, leaders develop in team
members self-responsibility for team actions and the skills (planning, organisation,

interpersonal, self-management) needed to operate successfully as a team. Formal leadership
ebbs as informal leadership

... the capacity ofthe organisation to create the leadership that best suits its needs at the
time (Wheatley 1992:22)

Contingency and Situational Theories/Models

Contingency theories of leadership effectiveness address the leader's immediate work
environment. Early contingency models focused on leader emergence by studying how the
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group's tasks and norms determined the leadership skills and values that would be effective
in the group and acceptable to subordinates.

Fiedler's (1967) contribution to leadership research represents the first attempt to

study leadership by examining the situation, its people, tasks, and organisations. Fiedler16
hypothesised that leaders can improve their effectiveness by modifying situations to fit their
leadership style. In Fiedler's study, leaders rate subordinates to obtain measures that classify
leaders as task-oriented or relationship-oriented. Three situational factors are identified that
influence leader effectiveness: (a) the quality of leader-subordinate relations; (b) the leader's

position power; and (c) the degree of task structure (Smith and Peterson, 1989, : 17).
Fiedler's research recognised that leadership results from the interaction of leadership style
and situational variables.

Basing his theory of leadership upon the expectancy theory of motivation, House's

path-goal theory of leadership focuses on the leader's ability to analyse the task environment
and choose behaviours that maximise subordinates' ability and desire to achieve

organisational goals (House, 1971; House and Dessler, 1974). To accomplish this, leaders
must examine the following situational variables: (a) the subordinates (personal qualities and

skills, locus of control, and needs and motives) and (b) the environment (work group,

authority system, and task structure) and select one of four leadership styles (directive,

supportive, participative, and achievement-oriented) to apply in the specified situation. By

increasing the probability of goal achievement and attainment of rewards, leaders can

influence subordinate motivation, satisfaction, and goal accomplishment. The subordinate
and environment variables will determine the type of influence leadership style will have on

motivation, satisfaction and goal accomplishment.

Directive leadership may increase subordinate motivation and satisfaction in situations

containing role ambiguity by providing guidance, procedures and co-ordination (initiating

structure). Supportive leadership may increase subordinate motivation and satisfaction in
situations where tasks are stressful, boring, or tedious by providing consideration for
subordinates' welfare and a supportive work atmosphere. Achievement-oriented leadership
may increase goal achievement by setting challenging goals and standards while maintaining
the leader's confidence in subordinates' abilities to accomplish the stated goals. Participative
leadership may increase subordinate motivation in situations where tasks are unstructured by
providing subordinates with the opportunity to participate in decision making about task-

16 The writers in this area include (Lunenburg and Ornstein. 1991; Smith and Peterson, 1989; Yukl. 1989; Rost,
1991)
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related matters (goals, procedures). Job satisfaction may also increase if the subordinates
desire the opportunity to participate in decision making and planning that is related to

organisational goals.

Hersey and Blanchard's (1988, 1982) situational leadership theory asserted leader
behaviour is based upon two dimensions of leadership, task behaviour and relationship
behaviour, that are influenced by one environmental variable, subordinate maturity

(Blanchard, Zigarmi and Zigarmi, 1987; Rost, 1991; Smith and Peterson, 1989; Yukl, 1989).
As subordinates develop maturity, leaders vary their behaviour by adjusting the amount of
task direction and psychological support they give to subordinates. Behaviour variables in
leaders (directive/supportive) interact with behaviour variables in-group members (high/low
commitment and high/low competence). As the group members pass through different stages
of commitment and competence, the leader varies the amount of direction and support given.
The leader plays various roles of directing, coaching, supporting, and delegating as the group

matures and becomes able to perform group activities.

Situational Determinants Theories/Models

Situational determinants theory defines leader behaviour as determined by situational
characteristics (role expectation, group mission and tasks, and flexible role definition) and
leader traits and qualities. Leaders' personalities and values may bias their perceptions of
their roles; this causes role conflict. Although it states that leaders' expectations of
behavioural outcomes influence leaders' behaviour choice, Nebecker and Mitchell's (1974)

expectancy theory does not explain how leaders formulate or prioritise their expectation.
Osborn and Hunt's (1975) multiple influence model is an attempt to explain the complex
interactions of macrovariables (organisation structure and external environment) and
microvariables (task characteristics and subordinate characteristics) and their influence in

determining leader behaviour. The simultaneous interrelationships of multiple variables lead
to complexity of the situation and inability to separate variables into independent variables
that can be validated for causality and/or correlationships.

Koestenbaum's (1991) leadership model is an attempt to integrate leadership research

strategies - trait, behaviour, contingency, and situational determinants - into one model. The

theory looks beyond the individual (trait) and immediate work environment (behaviour and

contingency) and examines the interactions of leader traits and behaviour with the macro

internal and external environment. Leadership is viewed as a pattern of behaviours and
mindset. Koestenbaum contends that leadership can be learned and taught; leaders should
use empowerment, delegation, and supportive measures to develop leadership potential in
subordinates.
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Some of the foregoing models of leadership may be of limited application to the
Omani situation. However, there are hopes that transformative leadership may hold a key for
greater collegiality and involvement by all in the implementation of the educational reform
program.

Transformative Leadership

Burns (1978) examined leadership in a political context by making distinctions among

power, leadership, transactional leadership, and transformative leadership. Burns states that:
Power over other persons is exercised when potential power wielders, motivated to
achieve certain goals of their own, marshal in their power base resources (economic,
military, institutional, or skill) that enable them to influence the behaviour of
respondents by activating motives of respondents relevant to those resources and to
those goals. (1978:18)

The purpose is to achieve the power holder's goals whether or not the followers share in
those goals. However, Burns defined leadership as:

The reciprocal process of mobilising, by persons with certain motives and values,
various economic, political, and other resources, in a context ofcompetition or conflict,
in order to realise goals independently or mutually held by both leaders and follows.
(1978:425)

Burns further differentiated between transactional and transformative leadership. In
transactional leadership, persons engage in a relationship for the purpose of exchanging
valued things and are conscious of the other's power, usually pursue their own purposes and

goals, and form temporary relationships. In transformative leadership:
... one or more persons engage with others in such a way that leaders and followers
raise one another to higher levels ofmotivation and morality. (Burns 1978:20)

In such a relationship, purposes are fused, power bases are linked, and leadership becomes
moral as leaders and followers unite to achieve higher goals. Burns based his general theory
of leadership on the hierarchy of needs, structure of values, and stages of moral development.
The role of the leader is to help followers transcend the levels of need and stages of moral

development to achieve mutually held higher purposes. For Burns, the test of leadership is its

ability to achieve significant change that represents the mutual interests of followers and
leaders. This is significant in Oman because if the current reform efforts are perceived as

being in the general interests of the community, that will help to produce long-term impact
from the reforms.

In Chapter Three it was noted that benefits of the curriculum reform may exist at

different levels: for the student leaving school there may be labour market benefits; for the

principal there may be prestige benefits; for the teacher there are possibilities of greater

control over the(t & 1) teaching & learning process.

Bass' writings are relevant in that he stated:
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The first order of change — changes of degree — can be handled adequately by the
current emphasis on leadership as an exchange process, a transactional relationship in
which followers' needs can be met if their performance measures up to their contracts
with their leader. (1985:4)

Bass further argued that second order changes, that is, those that require a change in
attitudes, beliefs, and values, require a different paradigm for leadership, which he called
transformative leadership.

For Bass, transactional leadership involves three key elements: (a) recognising what
subordinates seek from work and attempting to provide the rewards sought; (b) providing
those rewards when merited; and (c) responding to subordinates' self-interests when they

impact positively on organisational goals achievement. Transactional leadership results in
motivating subordinates to attain the desired outcomes (expected performance) of the
organisation. Transformational leadership results in motivating subordinates to perform

beyond expectations of the organisation, thus emphasising the observable change in
subordinates' behaviour. The exercise of transformational behaviour can be accomplished

through any of the following methods: (a) raising subordinates' awareness of the importance
and value of achieving specified outcomes, and means of goal achievement; (b) persuading
subordinates to replace self-interests with team or organisational interests; or (c) altering
subordinates' need level or broadening subordinates' needs and wants (Bass, 1985).

Bass's conceptualisation of leadership includes both the idea of expanding
subordinates' array of needs and wants in addition to emphasis on raising subordinates' need
levels. He emphasises the moral implication of transformational leadership, and contends
that transactional leaders work within the organisational culture, the shared values and

meanings of organisational members; whereas, transformational leaders work to change
subordinates' values and beliefs in order to change the organisational culture. Thus, for Bass,

The transactional leader induces performance among followers by negotiating an

exchange relationship with them ofrewardfor compliance. Transformational leadership
arouses transcendental interest in followers and/or elevates their need and aspiration
levels. (Bass, 1985:32)

The impacts of transactional leadership are not uniform. Leithwood and Jantzi, (2000),

reviewing the effects of transactional leadership in a group of Canadian schools, concluded
that transformational practices did develop capacity and commitment within the system to a

significant degree, and lesser but still significant effects on student engagement within the
school system. Here the issue relates to rigidity versus flexibility in leadership types, with
the former transaction for instance having a tendency to produce manipulative actions by
leaders.

When the organisational system and other means of communication, like words and

actions, are also used, compliance of employees becomes more evident. Here opportunities
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for employees to develop their ownshared commitment to the organisation's future success

appears to be hindered by leaders' evident manipulation to employees.

Social architecture plays a critical role in providing meaning among organisational
members. The term associated with communicating meaning - manage meaning -

emphasises an interpretation of transformative leadership as unidirectional leadership. Again,
emphasis is on actions of leaders that act upon followers. By managing meaning, leaders are

influencing and directing the beliefs and actions of the followers through manipulation of the

organisational structure and communicated words and actions. The leader is seen as

developing commitment within employees, not providing opportunities within which

employees can help shape a vision and develop their own commitment to a shared

organisational vision.

In Bennis and Nanus' (1985) interpretation of empowerment, power is not residual but

dynamic and fluid, moving from one to another. However, this interpretation implies that

power originates in the leader, acting as a magnetic pull or energy source, drawing followers
to action. Such an interpretation equates empowerment with attitude and power with energy.

Although energy is considered as not static or resident but moving throughout the system,

they acknowledge power as concentrated in one source of energy — the leader who drives
other components of the system. In many subsequent writing this "system" has come to be
seen as socially defined and culturally located.

Cultural Leadership

Deal and Kennedy developed their concept of corporate culture as:

The integrated pattern of human behaviour that includes thought, speech, action and
artifacts and depends on man's capacity for learning and transmitting knowledge to
succeeding generations. (Deal and Kennedy, 1982:4)

Deal and Kennedy identified values, heroes, rites and rituals, and a cultural network as the
four essential components that can ensure the development of a strong organisational culture

capable of influencing members' behaviour and their willingness to exert a cohesive,
concerted effort toward organisational goal achievement.

Values form the foundation for member commitment to organisational goals and
define standards for achievement and success. Shared values can act as an informal control

system defining behaviour. To develop a strong system of shared values, management must

exemplify these values not only in discourse but also through actions.

Heroes, who personify cultural values and act as tangible role models, demonstrate
that personal and organisational success are linked, thus equating an individual's
responsibility for personal performance with organisational performance. Heroes,
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epitomising exemplary behaviour in daily routine actions and inspiring commitment to

visionary goals, provide a vehicle for employee recognition, enhanced motivation, and
exceptional accomplishments. Rites and rituals are the rules that define expected behaviour
and how values are practised.

Deal and Kennedy (1982) contend that the informal cultural network is:
The primary means of communication within the organisation; it ties together all parts
ofthe company without regard to positions or titles. (1982:85)

Cultural networks are critical of the organisation because they are used to (a) transmit
information, (b) interpret the significance of communications/information, and (c) provide an

arena for gaining support for proposals or initiatives prior to formal group meetings, or

making a presentation, or decision-making.

The purpose of culture, to develop and reinforce a shared commitment to and
transmission of values and goals, can be a deterrent to attempts to move an organisation in a

new direction. The term cultural transformation may be viewed as an oxymoron. However,
various researchers (Schein 1985; Sergiovanni, 1986, 1992, 1994) asserted that culture can

be used to achieve change through the building of a renewed commitment to shared values
and goals (Duignan, 1989). Management plays a critical role in the success of a change
effort. Their daily actions and discourses should demonstrate and reinforce the values and
behaviours they desire in other organisation members. Challenging contributions of routine
actions to organisational goals, achievements and recognition of individuals' efforts and
contributions may strengthen and reinforce a culture. While Deal and Kennedy (1982)
directed their attention to the artifacts that evidence the existence of a culture, its

development and reinforcement through tangible structures (rules, regulations, values and

network) - a management approach, Schein (1985) focused on the cognitive aspects of
culture, its beliefs, values, and understandings a leadership orientation.

Schein (1985) argued that creating, managing, and sometimes destroying
organisational culture may be one of the most decisive functions of leadership. Viewing
culture as affecting how members of human systems think, feel and act, Schein labelled as

incorrect the assumption held by some leadership theorists that culture can be changed to suit
one's purposes. An example in Oman would be the fact that the teachers have been civil
service employees. All of their activities and rewards have been regulated. It may be that
elimination of that civil service status will be necessary if the reform movement is to be
successful.

Because environmental conditions are constantly changing, leadership must be able to

manipulate the organisational culture to ensure the system's ability to adapt to and survive in
the environment through the evolution of new cultural assumptions (Duignan, 1989). Leaders
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need to know how an organisation's culture can help or hinder mission accomplishment and

provide the impetus to implement the intervention strategies necessary to adapt the culture
for organisational survival. Although leaders are responsible for replacing or redefining
discarded assumptions, organisational members should be involved in the change process to
ensure their renewed insight and motivation to achieve the new organisational mission.

Although creating and managing culture may be one of the most important functions
of leadership, varied definitions, references and uses of the word culture contribute to the
ambiguity and vagueness associated with this term. Schein defined culture as:

The deeper level of basic assumptions and beliefs that are shared by members of an

organisation, that operate unconsciously, and that define in a basic "taken-for-granted"
fashion an organisation's view of itself and its environment. These assumptions and
beliefs are learned responses to a group's problems of survival in its external
environment and its problems ofinternal integration. (1985:6-7)
Schein focused on how such a culture is formed and how group functions build and

support culture, drawing from interactional and psychological models of human
communication, such as those found in Fisher (1978) when he referred to the shared

experiences and shared views that develop from the repeated, patterned actions of group

members. These actions, when successful, in meeting group needs, become internalised and
automatic. Because of the complexity and size of organisations, subcultures may exist within
smaller units as well as in the overall culture of the organisation. These subcultures may be

aligned with and support the organisational culture. However, when culture is not firmly
established, subcultures may be counter-cultural and at cross-purposes to the organisation.

Leaders responsible for managing and changing culture, should be knowledgeable
about how complex beliefs and assumptions are learned and unlearned in cultures. Three
levels of culture are identified by Schein (1985). Artifacts, the constructed physical and
social environment, should be analysed to determine the meanings attached to the artifacts
and how these meanings relate to the group. Values, how people believe things should be
versus how they are, form the foundation for the development of beliefs and assumptions.

Assumptions, tested and reliable solution to group problems, become the preferred way of

dealing with problems and define reality for the group. These assumptions become so

internalised and ingrained in group members that alternative behaviour patterns become
inconceivable. Difficulty arises when these basic assumptions no longer solve group

problems effectively. Bringing these assumptions to a conscious level within group members
and having them confront and challenge their internalised beliefs and understandings

requires leader expertise in group dynamics, cognitive psychology, and organisation

development (Schein, 85). Throughout Schein's interpretation of the three levels of culture is
the importance of meaning, how meaning is formed, and how meaning is communicated and
shared.
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Thus, transformation occurs by either (a) physical or social validation through
continued successful application of the values to group activities, or (b) by consensual social
validation of social relationships that reduce anxiety and uncertainty in group actions.

Culture critically impacts on varied functions of an organisation. It influences strategy;

the integration of units through mergers, acquisitions, and diversification; the integration of
technology; intergroup behaviour; interpersonal and group communication; socialisation of

group members and productivity. For example, culture can be restrictive, determining and
limiting strategies available to the group. An organisation needs to learn how to cope with its
culture; manage within its boundaries; and, if necessary, change it culture. In addition, the

development of subcultures may lead to intergroup conflict because group identity is built on

the premise that groups compare and contrast themselves with other groups to build and
maintain their intra-group cultures. Congruency is needed among these subgroups, and the
overall organisational culture should override subgroup cultures.

Two basic functions of culture are (a) survival in and adaptation to the external
environment, and (b) internal integration to ensure ability to continue to adapt and survive.
Problems that deal with the environment are met through mission and strategy, consensually
formed goals, consensually developed means of achieving goals, measurement and
evaluation of goal accomplishment, and appropriate feedback and correction. Problems that
deal with internal integration are met through development of a common language,
established criteria for group membership, defined power and status relationships, defined
peer relationships, reward and punishment strategies, and methods of dealing with
unexplainable, uncontrollable occurrences.

Group strength and complexity are assessed by examining the group norms - their
number, stability, and interconnectedness. Little of what defines culture is present in a group

that has existed for a short period of time and has limited experience with history or critical
incidents. Group members who have varied interpersonal styles, emotional frameworks, and

cognitive styles cannot build shared meanings from immediate interactions. Time and
common experiences are needed to build a communication system in which all members
attach the same sense of meaning to events. These shared understandings help members
recognise common feelings, experiences, and activities. However, interdependence among

group members can lead to individual vulnerability. Communication theories concerning
self-disclosure and personal vulnerability support this contention (Littlejohn, 1992).

An issue frequently encountered when using group processes in organisations is

accountability. Norms that produce the greatest success will survive and evolve into

assumptions. If group actions are not congruent with reality and the environment, the group's

ability to survive will be jeopardised. Accountability is addressed through the group's ability
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to survive and grow in its environment. Meeting with repeated successes, the group

reinforces it assumptions about itself and its environment and strengthens its culture.

Schein (1985) identified five primary mechanisms for embedding culture: (a) the

things that leaders consistently focus on, measure, and control; (b) incidents/crises that can

lead to increased intensity of culture learning; (c) visible actions through modelling or

coaching that communicate the leader's values and assumptions; (d) strategies/criteria or

allocating rewards and punishments; and (e) criteria used to recruit, select, promote, and
retire subordinates that reinforce the present culture or lead to the placement of people with

differing assumptions in key roles to influence culture change.

Secondary mechanisms, consistent with primary mechanisms, can reinforce the

development of culture. Such mechanisms as organisation design and structure; predictable,

cyclical system and procedures; physical structures and space utilisation; stories, myths, and

legends; and formal organisational statements of philosophy, mission, and beliefs can

reinforce organisational culture but do not have the effectiveness associated with those

assumptions manifested in leaders' demonstrated actions and beliefs (primary mechanisms).
Leaders constantly communicate their assumptions to organisational members. Schein (1995)
stated that leaders do not have a choice of whether or not to communicate, but they do
choose the extent to which they manage what they communicate.

Although Kouzes and Posner (1987) did not offer a definition of leadership, they
describe leadership as a relationship between leaders and followers and as a process, which
involves skills and abilities. Based upon their empirical research, both qualitative and

quantitative, these researchers identified five critical practices for effective leadership; that is
the ability to elicit exceptional performance from organisational members.

One of these practices, challenging the process, relies on the leader's ability to discern
when established routines and policies appear dysfunctional, identify opportunities for

improvement and advancement, and encourage experimentation and risk taking. Critical to

success for this practice is the leader's ability to match challenges with the capabilities of
organisational members.

Inspiring a shared vision (an ideal, unique image of the future which gives focus to

human energy) considered the most difficult to learn and apply, calls for a leader to be able
to communicate the vision so that others find it appealing. To accomplish this, leaders need
to (a) appeal to a common purpose while demonstrating to followers how the vision also can

meet their specific needs, (b) use a charismatic communication style, one that employs both
verbal and non-verbal techniques of language to heighten and animate meaning, and (c)
communicate to followers the leader's sincerity. Use of language (inspire, motivate, passion,
caring) and non-verbal techniques (touching, smiling, head and body movements)
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emphasises reliance on charismatic strategies of leadership in achieving a shared vision and
the need to sell the vision so that followers buy into it. Kouzes and Posner (1987) asserted
that even though members may participate in the development of a vision, the leader is
expected to articulate the vision, to verbalise and present the focus.

Critical to the development of a shared vision is collaboration towards the
development of co-operative goals, empowerment, and trust. Development of a shared vision
and values and integration of personal and organisational goals and interests provide the
psychological motivation for members to accept responsibility and evidence commitment to
the organisation. Organisational structures and systems should be constructed that create

group tasks that require members to share information, skills, and resources, thus providing
tangible signs of collaboration while developing positive interdependence (Covey, 1989).
Empowering people to accomplish collaborative goals is contingent upon leaders

... making certain that people have the skills and knowledge needed to make good
judgements, keeping people informed, developing personal relationships among the
players, involving people in important decisions, and acknowledging and giving credit
for people's contributions. (Kouzes and Posner, 1987:162)

Instead of viewing power as a fixed commodity (a gain by one person implies loss by

another), sharing power and organisational functions (decision making, planning) can give
all organisational members a sense of influence, ownership, and investment in organisational
success. This is particularly important when an innovation such as Basic Education is being
introduced into the system. By facilitating and nurturing people's capacities to function

successfully, leaders may create a sense of covenant that increases members commitment to

the leader and organisational goals (Sergiovanni, 1994). This can lead to a synergistic effect
where successful group goal achievement can lead to groups exercising increased

competency, power, and responsibility, allowing leaders to concentrate their efforts in areas

that facilitate group actions. Organisational members assume a positive, socialised power

concern; that is, organisational interests supersede self-interests and service to others and the

organisation demonstrates commitment and responsibility (Kouzes and Posner, 1987; Block,

1993).

Shared values, which act as standards for behaviour and give direction to people's

thoughts and actions, provide the foundation for corporate cultures. The development of
shared values can promote company loyalty, facilitate organisation goal consensus, and

promote the development of norms concerning how work is accomplished in a specific work
environment. Shared values possess three elements: (a) clarity, all members understand what
their organisation represents and why and how it operates; (b) consensus, people understand,
share, agree with, and practice a set of values; and (c) intensity, people evidence their regard
for these values by demonstrating congruence between values and actions and being faithful
to these values. Although values are intangible, a leader's behaviour and actions, or inaction,
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communicate and demonstrate to people in the organisation the leader's values and
commitment to these values.

Getting people to commit to taking action requires three conditions: (a) providing a

viable choice of actions; (b) making these choices or actions visible to others; and (c) making
revocation of the choices/actions difficult. Making a choice and acting upon it acts as a

bonding solvent that motivates people to accept responsibility for and to utilise their
resources and capabilities for the achievement of desired results. Critical to the success of
instilling commitment in others is the use of human relations skills that develop social and
interpersonal ties among group members. Group cohesiveness not only makes it difficult for
members to leave but also reinforces group standards concerning work norms.

The importance of leaders recognising individuals' contributions to organisational
success and celebrating group accomplishments represents a forceful requirement for
effective leadership. Genuine expressions of caring have the potential of encouraging people
to continue to take risks, commit energy and skills, and pursue organisational interests and

goals. Sincere encouragement can provide groups with the incentive to continue when tasks
become difficult or to renew their commitment to subsequent projects, which may have a

higher difficulty factor.

While Kouzes and Posner advocated the use of human relations skills to achieve

commitment and develop accountability in organisational members, Block (1993) supported
the use of democratic structures to foster commitment and accountability through

stewardship and service to the members of an organisation. Such concepts, while interesting
in theory, may not be appropriate in practice. A change in governance, in the distribution of
power, privilege, and fiscal control, is necessaiy in addition to changes in beliefs and
attitudes for true cultural change. Otherwise, efforts at organisational change are merely
cosmetic instead of efficacious.

Block (1993) defined stewardship as willingness to be accountable for the well-being
of the larger organisation by operating in service, rather than in control, of those in the

organisation. Authentic service occurs when (a) a balance of power exists that allows people
to act out of choice, not compliance, (b) commitment is based on organisational/community
interests rather than self-interests, (c) all persons participate in defining organisational

purpose and culture, and (d) rewards are distributed with balance and equity among all
levels. Leadership actions that focus on the leader defining vision, purpose, and goals are

incompatible with efforts to distribute ownership and accountability among all levels and
members of the organisation.
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A political metaphor, governance, was used by Block to substantiate his belief that
democratic, participative structures in organisations are needed to effect cultural change.

Block refuted a traditional definition of leadership when he stated:
Strong leadership does not have within itself the capacity of create the fundamental
changes our organisations require. It is not thefault of the people in these positions, it is
the fault of the way we all have framed the role. Our search for strong leadership in
others expresses a desire for others to assume the leadership in responsibility for our

group, our organisation and our society. The effect is to localise power, purpose, and
privilege in the one we call leader. (1993:13)
Here Block is clear in supporting the belief that democratic participation in an

organisational structure is needed for cultural change. He believes that a strong leaderships

traditionally assumed to the original form, organisational change is refuted by Block as

lacking "the capacity in itself' to created the required fundamental change. Without going

any further in Blocks argument one wonders what is referred to by Block as the "strong"

leadership. Even if Block refers to the already been introduced to the reader of his

"leadership" literature a reminder of it in the present context would be useful. Whatever the
term might imply as it is used in the present context, it seems that the mere tendency to

search for strong leadership in others who might eventually assume an undemocratic

leadership, betray a flaw in the democratic education of is a trait that gives away a flaw in
the democratic education of the organisation members. One would assume that a truly
democratic environment would be well unmanned against the terminations of any leadership
absolute powers

Management was perceived by Block as a set of functions (planning, organising,
controlling) that should be exercised by all members, including core workers. The creation of

management levels or positions results in a separation of those who manage work from those
who perform work, treats management as a position not a function, and reinforces class
levels within organisations. Block argued:

Having a managerial class aligned with strong staffgroups and separated in a hundred
ways from those doing the work, is a major obstacle to empowerment and partnership.
Having a group ofpeople whose job is to watch and monitor steals accountability and
responsibility from those doing the work. Having others define for us our
accountabilities, measure us against them, and pay us in accordance with their
measurements creates a culture ofcaution and compliance. Compliance is the antithesis
ofthe emotional ownership that real accountability means. (1993:46)

Giving core workers decision-making ability and authority to act and letting them
make choices about the way the organisation operates, creates accountability within these
workers. One of the premises of stewardship is an exchange of control over how the work is

accomplished and managed for a promise of commitment — accountability for results.

Management and leadership were viewed by Block not as positions but as functions
performed by all members of the organisation. When management and leadership functions
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are integrated into all levels of the organisation and become the responsibility of all, this
develops the commitment needed for accountability. However, Block appears to rely on the
use of transactional actions to implement his democratic strategies when he proposes that for

organisational governance to change from a traditional hierarchical arrangement to

democracy practised by all, workers must make a promise to act responsibly and
accountably.

Block appears to use stewardship as a theory for shared responsibility, shared
accountability. Self-interest is aligned with transactional leadership, extrinsic rewards and

punishments, and management-by-exception. Stewardship equates with shared accountability
and responsibility derived from intrinsic motivation, shared beliefs, values, and norms -

similar to Sergiovanni's (1992) treatment of professionalism. Arguing that control applied

through coercion and extrinsic rewards and punishments optimally obtain compliance to

rules, policies, and procedure, Block advocated developing partnership and stewardship
within all members to create a culture in which self-control, self-responsibility and self-

accountability are exhibited through a shared sense of commitment to organisational
interests.

Yet at the same time attention is drawn to the problems of statistics brought about
through the limitations of "strong leadership". Whereas forceful leadership can have a useful
moral edge, strong leadership, Block contends, can be antidemocratic, debilitating and far
from the emancipatory potential one now looks for in leadership. Indeed "strong" styles of
leadership may come to be seen as not necessarily beneficial for implementing curriculum
reform. Rather they may be seen as part of a diminishing commitment to patriarchal forms of
control.

Patriarchy, forming the belief that top-level administrators or executives are

responsible for organisational success and workers' well being, may be seen to equate with
such political terms as sovereignty and colonialism. Traditional management practices,
valuing control, consistency, and predictability, place management in a quasi-parental
position and render employees to dependency. Patriarchy's major functions are to exercise
control by establishing clear lines of authority, maintain consistency through uniform

policies and practices, and maintain predictability by defining and measuring output. A result
of this strategy is to concentrate ownership and responsibility at top levels, voiding middle
and lower levels of accountability.

Without accountability, Covey asserted that:
People gradually lose their sense of responsibility and start blaming circumstances or
other peoplefor poor performance. (1990:193)
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To ensure commitment and responsibility for goal achievement, individuals should
participate in defining acceptable standards of performance and the consequences that will
result when desired results are or are not achieved. Multiple evaluation methods may be

employed at mutually agreed upon times throughout the performance of tasks formally
and/or informally. A macro definition of accountability, reciprocal accountability, is

proposed for viewing the entire organisation. Responsible, reciprocal behaviour includes
each organisational component assuming accountability for its own performance and that

performance's contribution to organisation success. It also includes the ability of
organisational components to support and monitor each other's performance. Critical to this
definition is the interpretation of control, not as individuals controlling others, but as an

organisation being in control - all components working together responsibly to attain

organisational goals. This is the intent of the Omani educational reforms.

However, it may be that Oman's educational administration system is tied to

conceptions of patriarchy and is not yet ready for these democratic strategies or intensely

interpersonal approaches to learning.

To lead a learning organisation, leaders should be prepared to assume new roles and
utilise new skills and tools. Senge (1990) stated that:

Our traditional view of leaders - as special people who set the direction, make the key
decisions, and energise the troops ...(1990:8)

and reliance on charismatic leadership strategies (focusing attention on crises or events) does
not support a systems view of organisations and their environments. Leaders' major

responsibility is:
... building organisations where people are continually expanding their capabilities to
shape their future — that is, leaders are responsiblefor learning. (1990:9)

Senge stated that thinking and acting which previously were separated into distinct functions
of executives (thinking) and workers (acting) need to be integrated at all levels to equip

organisations with the ability to learn at accelerated rates and manage learning of complex
concepts and ideas. Leaders need to establish creative tension, the gap that exists between a

vision of where the organisation would like to be and the reality of where the organisation
currently finds itself. Senge contended that traditional organisations initiate change through
problem solving (trying to eliminate undesirable aspects) while learning organisations
initiate change through creative tension (creating a new reality while working within the
current reality).

In a learning organisation, leaders assume three roles that develop the culture of the

organisation. As designers, leaders have three tasks: (a) building a foundation of governing
ideas (vision, purpose, values); (b) developing policies, procedures and structures based on

the guiding principles; and (c) establishing processes and procedures that ensure learning for
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continued organisational improvement. As teachers, leaders aid all organisational members
to identify the assumptions they hold within the current reality and to question and challenge
these assumptions in light of the vision held for the organisation. As stewards, leaders
assume responsibility for the well-being of the people within the organisation and for the
mission or purpose of the organisation.

Senge (1990) outlined three critical skills (disciplines) that are needed not only by
leaders but also by all organisational members. Two of these skills, building shared vision
and surfacing and challenging mental models "held assumptions", are collective disciplines
that encompass activities that engage all members of the organisation or team. Although
shared vision has been interpreted as the leader's ability to create a vision and ask others to

buy into it through the use of persuasive or motivational strategies (Bennis and Nanus 1985).
Senge viewed building shared vision as:

When a group ofpeople comes to share a vision for an organisation, each person sees
an individual picture ofthe organisation at its best. (1990:13)

Each views the vision from his/her own perspective. When these perspectives meld, the
vision becomes intense and attainable. Surfacing and testing mental models creates a non-

threatening, non-confrontational atmosphere within which established assumptions can be
examined through the processes of inquiry and advocacy. This academic challenging of

assumptions aids discovery of contradictions in beliefs and of distinctions between espoused
and practised theories. In Oman this process is currently on-going, and will need involvement
at all levels of the system to function effectively.

It is evident that Senge draws from Schein's (1985) work on organisational culture

development when formulating his conceptual framework of the learning organisation.

Surfacing and testing mental models parallels Schein's work on destroying and recreating
culture through the challenging of established assumptions. Unlike Schein, who views the
leaders as primary to a cultural perspective of leadership, Senge relies on the collective
actions of organisational members. Evident throughout Senge's work is the omission of
words such as followers and subordinates. Senge uses the terms people and individuals when

referring to organisational members. Terms like people and members seem to capture a sense

of equality, which appears to be missing from terms such as followers and subordinates.

The issue of organisational culture is particularly significant in the case of Oman17. It
has been noted previously that expatriate teachers have historically been a major influence in
the Omani educational system. Given the contractual nature of their work, expatriates, in

17 This was discussed in Chapter Three. When it was noted that Oman's Education System is fairly recent and
characterize by top down approach to decision making.
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general, have a limited investment in the systems in which they work. Replacing expatriate
educators with Omani educators who have a vested interest in the system (this has been
called Omanisation) may well improve conditions. Indeed it may be found through
subsequent field research that the development of a "learning organisation" is best achieved
through commitment to a policy process by all people at all levels of its implementation.

Cultural Leadership within an Educational Context

Drawing from transformative and cultural leadership research (Bass, 1985; Burns,
1978; Deal and Kennedy, 1982; Greenfield, 1987; Schein, 1985) Sergiovanni has applied

leadership to an educational context. His early work in 1986 on leadership as cultural

expression relies on the complex interplay of tactical leadership skills (achieving objectives
effectively and efficiently) and strategic leadership (obtaining support for policies and
purposes and devising long-range plans) within a framework of ten principles that form a

cognitive map for quality leadership. To achieve leadership excellence, antecedents and

meanings are needed to provide a basis for and direction to leadership skills. Antecedents

provide the perspective, principles, platform (operational framework), and politics (influence
others to achieve desired goal) required to guide the leader's decisions, actions, and
behaviours. Meanings develop a belief system through purposing (giving meaning to

ordinary activities), planning (articulating purpose), persisting (creating a climate through
attention to issues, goals or outcomes), and peopling (matching individual and organisational

goals and objectives). From the interaction of these components, a culture emerges that
defines what is important and governs behaviour. Organisational patriotism, commitment and

loyalty to a shared set of common beliefs, and a shared agreement governing behaviour
creates a strong bond among organisational members and gives the organisation unique

meaning.

Frequently, educational administrators mistakenly equate leadership with authority
(the means of gaining compliance from subordinates). Followers (whose performance
exceeds expectations and who are influenced by ideas meanings, higher-level need
fulfillment, and moral purposes) are capable of achieving excellence because of internalised
drive; whereas, subordinates (whose performance is usually marginal) are influenced by
external forces.

Sergiovanni viewed schools as organisations that are culturally tight (controlled by
norms, group mores, patterns of beliefs, values, socialisation, and socially constructed

reality) and structurally loose (less emphasis on bureaucratic rules, management rules,
contingency trade-offs, and rational reality). Teachers respond to informal traditions and
norms rather than management systems. School improvement programmes that attempt to

prescribe teacher actions and behaviours are based on transactional leadership premises that
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work well to tightly structured, culturally loose environments. Schools that are loosely
structured and culturally tight respond better to transformative leadership for school
improvement where order and direction help co-ordinate efforts and develop shared values.
Transactional leaders attempt to effect improvement by tightly managing and controlling
objectives, curriculum, teaching strategies, and evaluation. By contrast, transformational
leaders realise that autonomy in classrooms and schools is inevitable.

Transformative leadership requires purpose, empowerment, density, and
commitments: purpose (development of shared meanings and significance that lead to

increased motivation and commitment); empowerment (delegation and surrender of power

over people and events to achieve power over accomplishments and school goal
achievement); density (the extent of leadership role sharing and leadership exercise); and
commitments (commitment to the common, shared core values and beliefs of the school by
administrators, teachers, and students). Empowerment coupled with purposing leads to

increased motivation and commitment in teachers and administrators. Although principals
maintain their hierarchical position of accountability, the loosely coupled nature of

subsystems in schools may result in other individuals within the school performing

leadership activities.

Modifying his perspective on leadership, Sergiovanni further proposed that the present

emphasis on instructional leadership in education which requires "strong, forceful, direct

leadership from principals" (1992:xi) may not be the type of leadership that effectively can

improve schools. Although instructional leadership is capable of initiating large scale,
school-wide instructional programs that involve teachers in curriculum re-design and
extensive professional development programs, instructional leadership, alone, is not capable
of sustaining these initiatives over an extended period of time. Sergiovanni espoused moral

leadership, which relies upon the development of substitutes for leadership within the school

community. These being capable of initiating and sustaining changes in the school through
the actions of and values held by the workers, the teachers. These are crucial considerations
for an understanding of curriculum reform and its implementation in Oman.

The fact that educational authority has tended to be highly centralised in Oman is
important here. This has presented certain problems. The foregoing has indicated that
Oman's education workforce; in large part expatriate labour may not necessarily be
committed to reform of the curriculum. In addition, it appears that levels of motivation are

low and individual enthusiasm for reform is absent. Further, structures and processes through
which transparency in decision-making and accountability in actions appear to be negligible,
few and far between.
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It has been seen that authority based upon bureaucratic, psychological, or technical-
rational authority external force (e.g. cash, promotion, work practices) to induce people to

comply survives through.

However, professional authority (craft knowledge and personal expertise) and moral
authority (obligations and duties resulting from shared values and ideas) derive from an inner
responsibility, shared commitment, and communal interdependence.

These socio-cultural issues impact heavily upon the implementation of an educational

programme. Given the previous discussion on leadership, it becomes apparent that these

problems may, in fact, be exacerbated by leadership styles, rather, one would wish for a

leadership approach which maximised motivation, accountability, enthusiasm and
commitment to the reform programme.

It may be that professional development for teachers and principals may require

cognisance of moral authority as well as a reliance upon bureaucratic expertise and technical

rationally. As Sergiovanni notes, professional authority and moral authority derive from an

inner responsibility, shared commitment and communal interdependence. In Oman these
attributes may need to be developed further.

Indeed, Sergiovanni identified four aspects of moral leadership, which could provide
those who work in the school community with an inner motivation or commitment to respond
to and achieve the shared goals of the school. These include (a) community norms - a

connectedness that binds community members around a shared set of values and beliefs,
(b) the professional ideal - responsibility for one's professional development and serving
one's students, (c) rewarding work - teachers perceive their work as meaningful, are

accountable for results, and able to evaluate the results of their efforts, and (d) collegiality -

connects teachers together with shared support and aid while developing self-management
and self-leadership skills thus making principal leadership less necessary. By developing
these substitutes for leadership, teachers are empowered and administrators become
facilitators as schools develop the capacity to improve from within. However, when schools

predominantly rely upon command and instructional leadership, teachers may become

dependent subordinates who do what is required of them and little more. Moral leadership,
Sergiovanni asserts, necessitates the replacement of the traditional hierarchical structure of
schools where those in positions of authority reside at the apex to a structure in which
leaders and followers have equal status and the apex is reserved for the values, commitments,
vision and covenants that guide community actions. In the Omani context, this is very

appealing

In addition to a reappraisal of the role of the school leadership, also expands of the

importance of the community in achieving collective commitments to social and education
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goals. Sergiovanni argued that maintaining the traditional perspective of schools as formal
organisations hinders school reform efforts and that a new perspective of schools as social
organisations, communities, is needed to develop meaningful personal relationships and
shared values that form the basis for substantive school reform. Community:

... a sense of belonging, of continuity, of being connected to others and to ideas and
values that make our lives meaningful and significant (Sergiovanni, 1994:xiii)

is seen as a universal need. Proposing that schools must become purposeful communities in
order to provide the necessary structure and direction for school reform efforts, such as

curriculum reform and policy development and revision, community becomes the foundation
for school reform - the foundation needed to develop culture, empowerment, collegiality,
and transformation.

Within a community context, leadership does not rely on '"power over' others, but on

'power to' develop shared visions and goals" (Sergiovanni, 1994:xix) and shares the

obligation to lead among all community members. Whereas formal organisations rely upon

collective bargaining strategies for satisfying members' needs to establish a sense of we,

social organisations rely on commitments, relationships, and interdependencies to establish
connections through purposes and shared values and ideas. Community members relate

through a belief system and interdependency that they create for themselves. Formal

organisations rely on a system of hierarchies, policies, roles and role expectations to define

relationships. In a system the size of the Omani educational structure formal organisations
(such as regional districts and schools) do exist and function, but informal communities

(involving parent associations, women's associations). The principal of the school

community becomes key player, as he/she is required to exercise great influence on

outcomes.

To move schools to higher performance levels, emphasis on meeting members' needs,

improving interpersonal relationships, and building trust need to dominate the actions of

principals.

The Evolving Role of the Principal

In Oman as elsewhere, traditionally schools functioned as structured bureaucracies
with clear divisions of labour, lines of authority, rules and roles. Principals were expected to
maintain these established structures and implement centrally developed policies and
directives. Teachers were expected to follow directives and fulfill job requirements preparing
lesson plans, maintaining class control, completing required paperwork, following centrally

approved curricula.

Today, however, principals are being asked to implement strategies and policies, such
as group-based learning and parental involvement in schooling, that may best be achieved
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through transformative and cultural leadership styles of action and so use communication
skills in new ways and situations (group/team goal accomplishment, vision/values
transmission). They may also use group processing skills to manage work in new ways

(shared decision making, school-based management); and use expertise in instructional
management and design and strategies to build processes for and personnel commitment to
the improvement of teaching and learning. Principals, therefore, are important in any process

of reform. Beck and Murphy contended that:
Principals must find their authority in their personal, interpersonal, and professional
competencies, not in formal positions' they must cultivate collegiality, co-operation, and
shared commitments among all with whom they work. (1993:15)

These review of the changing expectations that principals have found themselves asked to

meet, focus on the diverse demands placed on them and strategies developed by them for
accommodation of social and educational goals.

Emphasis on hierarchical structures, scientific strategies and bureaucracy in education
saw Principals in a role with clearly delineated power and responsibilities. Beck and Murphy
felt that the belief that casual links can be established between educational actions and

outcomes placed accountability for educational results with principals. However, principals,
relying on uniform and standardised instructional and scientific management strategies,
attempted to solve complex problems of diversity, equity, and quality with simple, quasi-
scientific solutions (Beck and Murphy, 1993).

Effective schools literature places an emphasis upon the principal as the key and
critical ingredient for school and curriculum improvement. This has created a mythological
representation of the principal as the instructional leader (Deal, 1987). Deal states that whilst
this research has not provided empirical evidence, established within a cause-and-effect

context, increased attention to instructional leadership will result in greater student

performance. Previous research has focused on instructional leadership as a technical,
rational function related to supervising, evaluating and improving the instructional delivery
within school buildings. This results in a functional perspective of leadership that engages

the instructional leader in roles that emphasise a human resource (focused upon people,
organisational effectiveness, and morale) or structural (focused upon productivity, role
specialisation, goals, and instructional technology) as well as a process view of the school

organisation (Deal, 1987). However, if instructional leadership is defined to include the

culture, politics, and power relationships within schools, the instructional leader, through
negotiation, conflict resolution, and culture building (values, symbols, ceremonies, rituals)
performs a role that is complex, directly and indirectly influences school performance, and
utilises a variety of leadership perspectives.
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Hoyle (1988) argued that previously it was considered the leader's responsibility to

develop a school-wide mission, convey this mission to school members, and gain their
support and commitment to achieving that mission. In this context, mission, defined as a

cluster of goals based on beliefs, attitudes, and actions, is similar to definitions associated
with the term vision (Hoyle 1988:35). Acknowledging the loose coupling found in school
cultures, Hoyle contended that a balance between classroom autonomy and system-wide
control may be achieved through the alignment of teachers' personal classroom missions
within a school mission. Research in this area has found that teachers respond favourably to

heads who provide coherent school missions and leadership actions (Nias, 1980).

In their account of instructional leadership, Smith and Piele (1989) argued that
teachers are not influenced by a principal's status, position, or ability to reward and punish
but by the teachers' perception that the principal is expert, competent, and able to empower

and inspire others. Two types of educational leadership have been identified by these
researchers: (a) leadership that is based upon a sense of purpose or direction, such as

educational excellence; and (b) effective leadership that casts the school leader in a role of

strong instructional leader.

However, effective instructional leadership at the level of principal was described by
Blase and Blase (2000) as including talking with teachers to promote reflection and

professional growth. These were described as having strong enhancing effects on the
teachers emotionally, cognitively, and behaviourally. Effective educational leadership, they
said, incorporated collaboration, peer coaching, inquiry, collegial study groups, and
reflective discussion into an overall approach that created a climate of professional dialogue

among educators.

Leithwood and Montgomery (1986) described four stages of growth as the principal
matures in the role: the administrative, the humanitarian stage, the programme manager, and

finally the problem solve (Hoyle, 1989).

Although principals perform numerous activities that have varied impact on the
instructional programme (Hall, Mackay and Morgan, 1988), Weber (1989) has identified five
critical components of instructional leadership. Weber contends that principals may directly
influence the instructional programme by: (a) defining the school's mission and developing
common goals and a vision to establish a shared sense of direction for employees in loosely
coupled school organisations and making visions and missions a reality, by articulating and
demonstrating a commitment to these ideals; (b) managing curriculum and instruction by
having knowledge of trends in content areas, media, instructional processes/programs, and
instructional strategies/approaches; (c) promoting positive learning climate by raising teacher
expectations of students' achievement abilities, establishing a link between daily activities
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and student achievement, rewarding and recognising academic achievement, and protecting
time devoted to instruction while ensuring that the quality of this time is maintained or

improved; (d) managing instruction through the observation and evaluation of teachers'
instructional strategies; and (e) assessing and revising the instructional programme through
formative and summative evaluation, matching the intended curricula to the actual curricula
and classroom practices, and obtaining teachers' perceptions of the programme's
effectiveness. Although instructional leaders use a variety of leadership styles ranging from
centralised authority to facilitative to teacher autonomy, Weber identified three traits
common to successful principals: (a) style flexibility in varied situations involving student
needs; (b) willingness to attempt various innovative strategies while consistently trying to
achieve the goal of improved student achievement; and (c) imbuing their vision, mission, and
goals for their schools in the performance of daily school activities thus connecting and
reinforcing their instructional programme with the entire school program.

Effective leadership also involves consideration of how experienced the person being
led is. New employees may need specific direction in what is expected and how it is to be

accomplished. At a second stage motivation of the employee may involve agreement on what
is to be done but leaving it to the employee to determine how it is to be done, and providing
feedback about the results. At a third stage positive and negative feedback may be all that is
needed. Finally, some self-motivate employees may be left on their own to complete tasks
(Everard and Morris, 1996).

In their research with principals, Smith and Andrews (1989) found that principals

expressed frustration with their role. Some principals perceive an imbalance of authority and
responsibility between central level and building level administrators. The principals view
themselves as delegated inadequate authority to lead and operate their buildings as effective
instructional organisations while being held accountable and rewarded for efficient, well-

managed schools. Contrary to this belief, an examination of the principal's daily activity
found that principals who are effective instructional leaders are capable of managing their
time so that instructional matters are the focus of their discretionary time. In most cases,

effective principals are strong instructional leaders as well as strong building managers. This
is a model that the Omani educational reforms intend to encourage.

Instructional leadership at this level grows out of an underpinning of core personal
values (Day and Hadfield, 2000). These values involved the modelling and promotion of
respect for individuals, fairness and equality, caring for the well-being and whole

development of students and staff, integrity, and honesty.

The influence of the human relations movement resulted in a Principal's leadership
relying less on a delineated power base and technical expertise and more on the use of
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interpersonal skills to influence and persuade subordinates. Dissatisfied with the hierarchical
leadership model, formal control was reduced as skills in negotiating, bargaining, and
persuading were emphasised, thus focusing on the personal and political dimensions of the
Principal's role. Although this emphasis on human relations and including teachers in the
decision process gives the appearance of equality in organisational relationships, Principals
inevitably retained final decision-making power.

Demands from the public, government, and business sectors for the improvement of
student academic outcomes resulted in the principal's role shifting from a predominantly

managerial role to one that emphasised instructional leadership skills. This was described by
Coleman (Bush and West-Burnham, 1994) as a dual role, that charges the principal with

... appropriate management responsibilities, bat also [with] a role as a leading
professional in education. (1994:63)
To achieve this leadership role, principals were expected to solve problems, provide

necessary resources, create visions, and lead subordinates in achieving those visions, thus
also assuming the role of a change agent. Although the early reform efforts reinforced the
traditional hierarchical bureaucratic educational structure through legislated, rigidly applied,
and quasi-scientific educational mandates, these later reform initiatives brought attention to

restructuring efforts that emphasised participation and shared power among administrators,
teachers, and parents (Berry and Ginsberg, 1990). Instructional leaders were required to

recognise the existing norms, culture, and resources of a school and apply strategies of

persuasion and change to maintain and/or enhance the school culture and norms that

positively impact upon the instructional program.

It may be said, therefore, that schools are ineffective because they are managed as

though they are self-correcting and have interdependent members, consensus on goals, and

predictable problems and solutions. Because none of these situations apply to schools,

principals should rely on management of symbols to unite the loosely coupled organisation.

Stating that schools are simultaneously tightly and loosely coupled organisations,

Sergiovanni (1984) felt that excellent schools have a clear sense of purpose while providing
staff members with the freedom to determine how they will achieve that purpose.

Acknowledging the loose coupling of schools, Firestone and Wilson (1989) argued
that principals can provide a tighter structure by using cultural linkages to influence the

delivery of the instructional programme in their schools. Cultural linkages can be used to

influence task definition and task commitment through principals' manipulation of symbols,
icons and rituals, principals can also become a cultural expression of their schools through
demonstrated modelling, daily routine, and commitment.
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For cultural manipulation to be effective, principals must be able to weave both
bureaucratic and cultural linkages to create an impact on curriculum and its delivery.
However, limits may be placed upon the principal's authority by external policies (district -

policies, judicial decisions, legislated mandates) and superordinate and subordinate
members' inclusion in the decision making process. To ameliorate these influences,

principals can capitalise upon the ambiguity that exists in school organisations. Principals
may interpret policies to influence favourably their instructional programme and intercede on

behalf of teachers to improve and/or protect the instructional climate and the vision of the
school.

Vision was regarded by Greenfield as a quality possessed by instructional leaders and

present in effective schools when he defines instructional leadership as:

Those actions undertaken to develop a productive and satisfying work environment or
teachers and desirable learning conditions and outcomes for children. (1987:56)

In describing effective leaders, Greenfield used qualifiers such as goal-orientation, self-
esteem, tolerance for ambiguity, analytical perspective, sensitivity to dynamics of power,

proactivity, control and initiating actions, relations-orientation, and collaborative and

collegia! relations. This author concluded that the principal's personal qualities are

instrumental to dealing with varied relationships and situations within the school culture.
Greenfield addressed the question of how leaders can evolve, convey, and achieve vision
while performing in a role where conflicting value judgements and interpersonal
communication are intensive.

Using the term moral as the application of an accepted standard of goodness,
Greenfield (1987) referred to moral imagination as:

The ability to see the discrepancy between how things are and how they might be — not
in terms ofthe ideal, but in terms ofwhat is possible. (1987:16)

Once the principal has been able to analyse the school situation and formulate a moral vision,
the principal must be able to convey this vision and enlist the supportive actions of the
school community members. To achieve this, the principal must develop a consensus among

teachers in defining the situation and prescribing actions.

Like Greenfield, Sergiovanni (1994, 1992, 1986) proposed that shared leadership
practised within a collaborative cultural context may be capable of enhancing the abilities of
social organisations to realise visions and achieve goals. Sergiovanni added a moral
dimension to leadership that allows for the creation of a covenant of shared vision, values
and commitment that can unite and drive members to develop an effective, successful

organisation. However, Sergiovanni asserted that transactional leadership has a role to fill
within such an organisation; this can be seen in the need for instructional and technical

leadership expertise and skills.
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In the work of Burns (1978) and Greenfield (1987) there is a call for a moral aspect to

leadership. Burns translated this moral aspect as the ability to raise followers to higher levels
of motivation and morality. Both Bass (1981) and Sergiovanni (1994) asserted that the
practice of transformative leadership can result in the ability of organisational members to
achieve beyond expectation because of the intrinsic self-motivation and accountability that
develops in members who are committed to a shared vision, set of values, and professional
covenant that are incorporated into their actions and thoughts.

Implication for Oman

In light of the foregoing it appears that shared leadership and a collaboration culture
for decision-making are supported by a wide range of education writers. Further, this
approach, it is argued, may be most appropriate for the implementation of curriculum reform
in Oman. The introduction of the Reform may have impacted considerably upon the

principals' activities - especially in terms of collegial decision-making, development of
LRCs and of more flexible classroom structure. In addition, principals are expected to

involve parents more directly in the processes of teaching and learning in schools.

The importance of this shared leadership approach to the current research will become
apparent in subsequent chapters. At the present time, it is crucial to conclude by drawing
attention to what one might argue are the critical components for shared leadership and the
development of collaborative cultures.

From the foregoing it appears that there are six main features of efficacious leadership:
shared vision; developing a commitment to values; seeking way's to improve
communication; building strong and vibrant relationships; developing collaboration; and
enhancing processes of accountability.

Shared vision relates to organisational clarity about purpose and direction that is
created and shared by organisational members. Developing values among and with group

members leads to coherent organisational behaviour through consensually held shared beliefs
that members use to shape their behaviour. Once vision and values are formulated by group

members, they are continually and clearly communicated by leaders to focus and guide

organisational member's actions. Seeking improvement relates to group members'

questioning, evaluating and challenging present practices in relation to vision and values and

seeking improvement in these practices in order to reach organisational vision and goals.

Building relationships forms connections among organisational members that strengthen
their skills, abilities, and commitment to organisational success. Developing collaboration
results as group members work together in team structures to consensually develop actions
for organisational goal attainment. Building accountability enables group members to accept

121



responsibility for their actions and the effect individual's actions have on other's actions
while maintaining commitment to organisationally agreed upon goals and actions.

These six features of the moral and shared leadership approach will form the basis of
the field research and their methodological relevance will be expanded upon in the next

chapter.

In the current stage of reform, Oman is focusing its attention on both national and
international levels. Oman has developed a national standards-based curriculum congruent

with standard-based curricula formulated by developed nations that are globally competitive.

Concurrently the Ministry of Education is evaluating its present educational system to align
and integrate educational levels and institutions so that they are positioned to meet national
educational and economic needs. Through the 20:20 Vision plan created by the Ministry of
Planning and Development, Oman has directed its energies and efforts to optimising its
human resources as well as diversifying its economic base.

However, as the Omani educational system becomes more loosely coupled because of
the increase in enrolments and the growth of the educational system with more and larger
schools, it will become difficult to maintain the past tight control over classroom practice

through inspection/observation by regional personnel. The need for tight hierarchical control
over teachers may lessen as the teaching force becomes Omanised.

In addition, a standards-based curriculum introduces complexity of subject matter and

performance demands placed on students result in the need for variation in teaching and

learning strategies to enable all students to be successful at these higher level learning tasks.
The introduction of new curriculum and standards that relate to technology, science labs, and
media resource centres will require new learning experiences that involve students in new

and novel strategies that do not conform with traditional teaching methodologies or take

place in the traditional classroom situation.

Students' needs may vary by region or school because of the increased size of the
educational system and student population. Changes may have to be made at the classroom
level. Research supports cultural leadership and organisational development as effective

strategies for this to happen. As complexity and variation are introduced into the national
education system from the domestic and foreign environment, traditional hierarchical

management of the educational system will not be able to adapt and respond effectively and
efficiently to system needs. Regional, school, and teacher autonomy needs to be developed
so that all parties become partners in a leadership role for implementing the new curriculum,
standards, and innovative practices at the classroom level. In this way, new styles of
leadership become essential.
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Shared leadership does not imply the absence of leadership. As teachers assume

leadership roles in curriculum innovation, a fully collaborative effort between principal and
teachers will ensure effective instructional practices. When principals create the norms for a

professionally accountable, collegial community, effective teaching by motivated, self-
managed teachers may result (Smith and Piele, 1997).

This type of leadership needs to be diffused throughout the organisation. Because of
the loose structuring of schools, the development of a tightly united culture provides the
impetus for members to work collaboratively and collegially toward a vision and goals that
are agreed upon and deemed noble by all involved parties. Within such a school system,

members are willing to move between leader and follower-roles to lend their expertise or

help to accomplish system, building and classroom goals.

At the national level, the Ministry of Education develops policies, standards,
curriculum resources, and assessments for both the student body and the school. These
actions contribute to the creation of the nation's/school's culture: improving present

practices, building relationships, working collaboratively, and accepting accountability for
actions and results. The national administrators with regional and local constituency

representatives determine the means for achieving shared planning and decision making-

practices.

At the regional level, personnel work with local schools to disseminate and facilitate

implementation of national directives and documents. Regional staff performs formative

principal and teacher evaluations to aid in the design and development of regional staff
development programs. These programs include training in team, instructional and

technology skills needed to implement the 20:20 Vision.

At the school level, a commitment to collaborative practices needs to be developed
before a curriculum leadership council, composed of principal and teachers, can be formed.
It is this council's responsibility to develop a school culture that engages all school personnel
in implementation of the national standards-based curriculum through alignment of this
curriculum with teaching practices and the development of innovative classroom teaching
and learning practices. As schools align their practices with national standards, desired
student learning and achievement results, accountability to the Ministry of Education and the

public is enhanced through national assessments and school assessment reports.

From these actions, councils fuel the activity of each school building. Principals play a

critical role in encouraging teamwork and collaboration and in aligning national goals with
building goals and actions. Because personnel have a direct link to students and instruction,

principals are in a strategic leadership position and have critical responsibility for developing
relationships among building personnel, for encouraging staff members to challenge existing
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processes and programs, and for enhancing student achievement opportunities and efforts
through collaborative strategies. Allied to this is the principal's responsibility for providing
opportunities for developing and strengthening personnel accountability and commitment.

In Oman educational organisations have been seen to be highly bureaucratised with
control over curriculum reform being held by the central administration. Current educational
reform, notably the 20:20 Vision and a standards-based curriculum may require changes in
such a bureaucratic and centralised administration.

Indeed the preceding review of the literature has described the development of
leadership theories as important in the implementation of educational policy. They have
evolved from a focus on the individual leader to a holistic or systems approach that has
examined the processes and interrelationships existing within organisations. This
examination of the role of the principal has indicted an emphasis on instructional leadership,

change strategies, and human relations skills. Based on cultural leadership theories, the
current emphasis for reform, and the involvement of school members in educational

improvement strategies, a framework for shared leadership has been advanced.

From the foregoing, it can be seen that principals and teachers expect and need to be
involved in the development of a culture conducive to initiating reform and innovations
within their schools. It would appear that such involvement is always a precondition of
efficacious implementation of an educational policy. It has been noted that there are a

number of factors that may be developed within school cultures that can aid such
involvement. These six factors have been identified as sharing vision, developing values,

seeking improvement, constructing relationships, developing collaboration, and building
accountability. This study will attempt to evaluate the presence of these factors by
identifying a range of behaviours of principals and teachers, which are characteristic of them.
These wide ranging behaviours will be analysed to determine the extent to which they are

encompassed within these six factors. How far these behavioural factors are exhibited by

principals and teachers in a school and how these behaviours may influence the development
of a collaborative culture in schools will become the focus of this research.

The research challenge, therefore, is to study schools that will implement the
standards-based curriculum to delineate the leadership strategies exercised by Principals and
teachers to determine if the six factors identified in this "shared leadership" framework, do,
in fact, exist and, if so, the extent of their existence.
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Chapter Five

Methodology

Theoretical Background
As noted in Chapter Four, early leadership studies looked at the causal relationships

among the isolated variables. The interpretation of leadership has been summarised as a

progression of various theories. This progression began with theories that focus on relatively
few isolated variables. For the past twenty years, educational literature has treated
instructional leadership as a separate entity from curriculum and instruction. Greenfield's
definition of instructional leadership as "strong building-level leadership focused on

instruction" is vague in defining what leadership encompasses (Greenfield, 1987). A review
of the educational literature also defines instructional leaders (i.e. principals) uniquely from
teachers. Principals are described as individuals, who guide teachers and learners toward

productive learning, solve problems, provide resources, create a vision for the school, and act

as an agent for change. Teaching was done in relative isolation of individual classrooms
where teachers followed prescribed curricula and relied on publisher-generated textbooks
and supplementary resources.

Soon these theories and practices were followed by more sophisticated theories that
recognised the interactions of several variables. Most recently, instructional leadership
theories regard leadership not as a person or a function, but as the composite effects of

people, and their roles, situations, and elements (controllable and uncontrollable) in the

given environment (internal and external). In these current theories, all of these components

have the capability of influencing the ability of an educational system or school to improve
and to succeed in achieving its mission and goals. It was noted previously that yesterday's
belief that a powerful individual could inspire and lead schools to high achievement, is being

replaced by the realities of a world in which problems are too complex to be solved by a

single individual. In today's society, in which globalisation is evident, standards-based
educational systems place ever-greater pressure on teachers and students to perform at higher
levels. Ideally, working together as a team, both the principal and teachers integrate and

synthesise a variety of perspectives, experiences and knowledge as they interact

collaboratively to develop an educational environment so that every student has the

necessary instruction and personal resources to meet and exceed these challenging standards.

Throughout the previous chapters, the importance of team structures for effective

leadership and goal accomplishment has continually resurfaced. From early research (Likert,
1961; Blake and Mouton, 1978) to recent findings (Kouzes and Posner, 1987; McGregor,
1990; Wheatley, 1992; Sergiovanni, 1992, 1994), teamwork, collaboration, shared
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responsibilities, and shared leadership have surfaced as necessary components for adaptation
to environmental and organisational needs, goals accomplishment, and organisational
success. A shared leadership framework relies on the premise that teamwork, based on

collaboration, strong relationships, and shared values, is necessary for achieving desired
goals. Such teamwork requires consensus on (a) goal and vision definitions, (b) the
identification of the means by which to achieve these goals, and (c) the commitment to and

acceptance of responsibility and accountability to continuous improvement and achievement
of these goals.

In summary, current research argues that Standards-Based Education depends upon a

co-operative approach to instructional leadership within the school community, where the

principal and teachers jointly assume the responsibility for leadership, curriculum and
instruction. The integration of leadership with curriculum and instruction is critical to the

development of a school culture within which high performance is valued and pursued by all
members. Although the quality of instructional delivery is critical in standards-based
education, the level of student performance and quality of that achievement are the ultimate
factors used in accountability measures.

Before the 20:20 vision and the RDGE, the Ministry of Education in Oman utilised a

traditional bureaucratic, top-down organisational structure for curriculum development and

implementation. As a result of the reform initiatives taken by the Ministry, some leadership

capacity has been relegated to the General Directors of regional districts. In turn, principals
have more authority to institute changes in their schools. Presently, the plan calls for teachers
to also assume an instructional leadership role in the classroom, and to work collaboratively
with other teachers as well as with their principals.

These concerns, led to this study to provide a research-based facts of what current and

specific efforts principals in Omani secondary schools are making to develop collaborative

strategies among teachers and principals, as they implement innovative strategies that
address curricular concerns and students achievement. Because leadership is a complex,

interdisciplinary subject, researchers may focus on many different aspects of this

phenomena. Traditional positivistic studies of leadership are capable of analysing and
verifying only what can be observed and measured in leadership usually against some

arbitrarily designated criteria, such as worker satisfaction or production standards. However,
an inquiry is based on the consensus of individuals' perceptions of leadership within a given
context by constructing meaningful suggestions or comments from their experiences. The
present study attempts to achieve a balance between both approaches, in order to obtain

quantitative and qualitative data that can highlight the practice of educational and curricular
reform efforts in Oman.
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The implementation of the Reform and Development of General Education has been
gradual (as discussed in Chapter Three). It is the intention that this will be formally
introduced in the secondary schools (grade 11-12) and when this happens, workshops will be
conducted to introduce the curriculum development to the staff. These workshops will focus
on student-centred learning and introduce methods for implementing the new curriculum into

daily activities. As defined by the Reform and Development of General Education (1995)
that has been prepared by the Ministry of Education, the principals will be responsible with
the implementation at the school level of the standards-based curriculum. Thus, the role of
the principal is considered crucial for successful implementation of this programme.

The primary question that the present study to address as to what extent do Omani
secondary school principals exhibit leadership behaviours that foster the use of collaborative
practices within the school culture. In order to address this question, the present research has

sought to achieve two goals. Firstly, to identify both principals' and teachers' perceptions of
both school principals' leadership behaviours and teachers' behaviours that support a

collaborative culture. Secondly, to determine if there was a relationship between a

principal's leadership behaviour, as perceived by the teachers, and the teachers' perceptions
of their own behaviour, that would indicate the presence of a collaborative culture among

teachers and principals. This study incorporates a systems theory approach to leadership,

acknowledging the interrelationships and interactions of individuals, as well as components
within and beyond any single person's control. Indeed, developing a successful leadership
vehicle involves analysing unique environmental and situational factors, as well as

measuring the majority of member categories within the organisation/school. It follows that
the specific questions that were investigated by this research were:

1. To what extent do Omani principals exhibit leadership behaviours that foster a

culture

of collaboration among teachers and principals (a) as perceived by the principals and

(b) as perceived by the teachers?
2. To what extent do Omani teachers exhibit cultural behaviours that fosters

collaboration among teachers and principals (a) as perceived by the principals and (b) as

perceived by the teachers?
3. Does any direct relationship exist between principals' leadership behaviour as

perceived by teachers, and the teachers' perceptions of their own behaviour, that would
indicate the presence of a collaborative school culture?

To address these questions, the present study gathered information from Omani

Secondary School principals and teachers utilising survey techniques using both open and
closed items. All participants were initially asked to fill out surveys. These were later
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followed by in-depth interviews on a small sub-sample of participants.

Survey Methodology Background
Most transformative, cultural, and participative leadership research utilises the survey

technique approach. While these studies acknowledge that influential relationships are

reciprocal and multi-directional, most of these studies focused attention on the formal
leader's and followers' perceptions of the formal leader's behaviour only (Bass, 1985;
Kouzes and Posner, 1987; Sashkin and Walberg, 1993). Included in these surveys are general
items that pertain to leadership, and these surveys were constructed so that they can be

applied to leadership in diverse organisational contexts, e.g. businesses, governmental

agencies, education, social agencies, etc. (Bass, 1985; Kouzes and Posner, 1987; Sashkin,
1988). Results, therefore, have been generalised across a variety of leadership contexts. A

difficulty with this approach, however, is that the generalisability of these items leads to

respondent interpretations of items that are unknown to the researcher. Shared leadership
theory research contends that shared leadership results in the development of a collaborative
culture in which all members (i.e. leaders and followers) consensually lead and work for
school success. Therefore, it is proposed here that research that specifically examines shared

leadership must extend beyond the exclusive examination of perceptions of the formally

designated leader. In particular, evidence of other organisational members' exercising of

leadership actions (that are aligned with the leader's actions and organisational vision and

goals) is needed in order to determine if leadership is indeed shared and if a cohesive culture
is forming.

A review of the literature failed to identify any methodology that pertained to

reciprocal leadership behaviours specific to an educational context. Specifically, there were

no methods that measured behaviours exhibited by both principals and teachers (viz. to

principal leadership behaviour and teacher collaborative practices and their relationship to

the formation of a culture that fosters collaboration among teachers and with principals).
Further, there were no survey methods that measured the perceptions of both formally

designated leader as well as the other members of a given organisation. Thus, the researcher

developed a survey method specifically for the purposes of the present study.
Methods Development

Factors specifically associated with leaders' as well as members' behaviours in the

development of a collaborative culture were identified from the literature. These six factors
were translated into six operationalised items: (1) sharing vision (2) developing values (3)

seeking improvement (4) building relationships (5) developing collaboration and (6) building
accountability.
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Sharing vision relates to organisational clarity about purpose and direction that is
created and shared by organisational members (Bennis and Nanus, 1985; Greenfield, 1987;
Kouzes and Posner, 1987). Developing values among and with group members leads to
coherent organisational behaviour through consensually held shared beliefs that members use

to shape their behaviour (Deal and Kennedy, 1982; Schein, 1985; Kouzes and Posner, 1987;

Sergiovanni, 1992, 1994). Once group members formulate vision and values, they are

continually and clearly communicated by leaders to focus and guide organisational members'
actions. Seeking improvement relates to group members' questioning, evaluating, and

challenging present practices in relation to vision and values and seeking improvement in
these practices in order to reach organisational vision and goals (Schein, 1985; Kouzes and
Posner, 1987; Block, 1993; Senge, 1990). Building relationships form relates to relationship
among organisational members to strengthen their skills, abilities, and commitment to

organisational success (Likert, 1961; Kouzes and Posner, 1987; Senge, 1990). Developing
collaboration results when group members work in team structures consensually to develop
actions for organisational goal attainment (McGregor, 1990; Blake and Mouton, 1978).

(Building) Accountability enables group members to accept responsibility for their actions
and the effect individual's actions have on other's actions while maintaining commitment to

organisationally agreed-upon visions & missions (Covey, 1990; Wheatley, 1992; Block,
1993; Sergiovanni, 1992, 1994). Each factor comprises a survey subgroup that describes and
measures principals' and teachers' perceptions of leadership and school culture.

The researcher developed four versions of a leadership survey that contained items for
each of these six leadership factors. Two versions of the survey were developed for

principals. Of these, one measured the principals' perceptions of their own leadership
behaviours, while the other measured the principals' perceptions of the leadership
behaviours exhibited by the teachers (i.e. collaborative culture among the teachers).

Similarly, two versions of the survey were developed for teachers. One measured the
teachers' perceptions of the leadership behaviours exhibited by the principals, while the
other measured the teachers' self-perceptions of their own collaborative leadership practices.

To increase confidence in the validity and reliability of the surveys, several procedures
were followed during the development of these questionnaires. First of all, survey items that
describe behaviours associated with principal and teacher participation in shared leadership
were drawn from the literature. Then, a panel of 5 practising educational administrators was

asked to categorise these behaviours into the six factors of leadership. Items that had overall

agreement of at least 3 of the 5 administrators were included on the survey. A majority of
these items (i.e. 86%) had overall agreement of 4 of the 5 administrators. Finally, revisions
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were made to the survey items and six leadership factors were operationalised into survey

items that were developed and evaluated in a manner ensuring that they measured the
concepts identified and supported by the literature. Once this was completed, the
questionnaire was translated into Arabic for reliability analyses.

The purpose of testing a method for reliability is to assess whether participants are

consistent in their responses (thereby reducing measurement error). To estimate the

reliability among the survey items, a pilot study was conducted by the researcher. In the pilot

study, inter-item consistency was estimated by administering the surveys of principal

leadership and collaborative culture to a small sample of Omani secondary school teachers
and principals' from four schools from the capital district.

Thirty-six teachers (i.e. N=9 teachers randomly selected from each of 4 secondary
schools) and each of the principals (N=4) of those schools were asked to complete these

surveys. The sample included both Omanis and expatriates. Using Cronbach's Alpha, inter-
item reliability was determined for each factor. This established the degree of internal

consistency of the Survey instruments.
The reliability estimates revealed that items for some of the factors had coefficients

that were less than 0.80. Each of these items was studied individually and it was discovered
that the negative format of some items created confusion among respondents because these
items were difficult to rate on the survey's scale. These numbers corresponding to these
items on the Principal Leadership Survey and teacher survey, were 2, 9, 20, and 30. On the
Collaborative Culture Survey, the numbers corresponding to these items were 7, 11, 17 and
36 for teachers. It was decided to express these items as positive statements.

Other items on the Principal and teacher Leadership Survey that did not score highly
in the reliability testing were subsequently revised. These numbers of these items,

categorised by factors, were:

Finally, language revisions were made on: 4, 5, 8, 12, 13, 14, 15, 16, 17, 25, and 38.
After these revisions, a second pilot was conducted and reliability coefficients were

recalculated. Table 5.1 indicates the reliability coefficients for each factor of the two survey

Leadership Factor
Vision

Values

Items

3 and 8

2, 11, 19, 34, and 36
42

9, 10,37, and 40

20,30, and 31

35

Collaboration

Accountability
Relationships

Improvement
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instruments in the pilot study for the teachers. For the Principal Leadership Survey,

reliability coefficients ranged from a minimum of 0.81 for the sharing the vision to a

maximum of 0.93 for building the relationship. On the Collaborative Culture Survey, the

reliability coefficients ranged from a minimum of 0.67 for the developing values, to a

maximum of 0.88 for seeking improvement.
The final survey contained a total of 42 items. Of these, seven items corresponded to

each of the 6 factors. Items that corresponded to each leadership factor sub-scales were

unique for each survey (i.e. the survey evaluating principals or the survey-evaluating
teachers). The items, separated into factors, are listed in Table 5.2. See Appendix Two for

copies of each of the surveys.
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Table 5.1 Inter-item reliability coefficients for the Principal Leadership Survey
(Teacher) and the Collaborative Culture Survey (Teacher)

Leadership Factor Reliability Coefficient (Cronbach's Alpha)

Building Accountability
Principal Leadership Survey Collaborative Culture Survey
0.86 0.81

Developing Collaboration 0.86 0.86

Seeking Improvement 0.86 0.88

Building Relationships 0.93 0.83

Developing Values 0.89 0.67

Sharing Vision 0.81 0.83
Note: The other 3 forms of the survey were revised accordingly. Because of the small number of principals (N=4)

who participated in the pilot, their surveys were not included in the reliability testing. On each survey, each of

the 6 factors was measured over 7 items.

As stated previously, two versions of the survey were structured for principals. On the
first version, the Principal Leadership Survey, phrased questions such that principals rated
their own behaviours. In the second version for the principals, the Collaborative Culture

Survey, contained the same items, but re-phrased, such that principals rated their teachers'
behaviours. Similarly, two versions of the survey were modified for teachers. The Principal

Leadership Survey and Collaborative Culture Survey. The two versions, that were created to

evaluate perceptions of principals' behaviours differed only by the subject (depending on

whether the respondent was a principal or a teacher). The same was true for the two versions
created to evaluate the teachers.

Table 5.2 : Survey Items that corresponded to each leadership sub-scale
Leadership Factor Items Corresponding to Each Leadership Factor

Building Accountability
Principal Leadership Survey Collaborative Culture Survey
5,9, 10, 23,33,37, 40 6, 12, 13, 18, 19,21,33

Developing Collaboration 4, 7, 17,21,32,39, 42 5,9, 11, 17, 20, 24, 42
Seeking Improvement 13,22, 24, 25,28, 29,35 1,2, 10, 16, 23,28, 39
Building Relationships 6, 16, 20, 27,30,31,38 3,4, 7, 14, 22,32,38
Developing Values 1,2, 11, 18, 19,34,36 15,25,27, 29,31,35,37
Sharing Vision 3, 8, 12, 14, 15,25,41 8, 26,30,34,36, 40,41

Respondents were asked to make qualitative judgements about themselves as well as

other members of their schools using a five-point Likert-type scale. Alternative responses to
the survey items were:

If he/she Rarely or Never does what is described in the statement, circle the letter A
If he/she does what is described Once in a While, circle the letter B
If he/she sometimes does what is described, circle the letter C

If he/she does what is described Fairly Often, circle the letter D
If he/she does what is described Very Frequently or Always, circle the letter E
In an attempt to reduce the need for reinterpretation of items on the respondent's part.
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survey items were developed so that they would be specific to an educational context.
Items were listed randomly on the survey in an attempt to reduce bias and response set,
so as to improve the reliability of the responses. Finally, in addition to the leadership
items, a small amount of demographic data was collected from each respondent.

Participants
The population of this study included all public secondary schools located in Oman

that house students in a configuration of sequential grades within the secondary grade range.

From a population of all Oman secondary schools, a total of 36 secondary schools were

semi-randomly sampled18. From each of 9 educational districts in Oman, 4 secondary schools
(2 with male students and 2 with female students) were selected by the researcher. The
districts included in the study were: North Batinah, South Batinah, Dakhilia, Dhahira,
Dhofar, Musandam, Muscat, South Sharqia, and North Sharqia. From each of the selected
schools, the principal (N=l) and a semi-random sample of ten teachers (N=10) were asked to

volunteer as participants in the study. Thus, a total of 36 principals (9 districts x 4 schools)
and 360 teachers (9 districts x 4 schools x 10 teachers per school) were sampled. The

participants who volunteered to participate in this study were informed that the overall
information that they provided may be used for publication purposes, but individual
information would be kept completely confidential.

Prior to sample selection, the researcher identified all teachers within each secondary
school by their nationality (i.e. Omani or Non-Omani). They were also identified by the

subject area/department that they each taught. Teachers were sampled according to their

subject area in an attempt to get a representation of opinions across subject areas. Within
these constraints, participants were selected randomly until the required number (N=10 per

school) of teachers who consented to participate was obtained. The desired number of

participants by subject area/departments was 4 teachers each from Oman language arts,

mathematics, science, social studies, and English language arts.

Procedure

In this study, principals' leadership behaviours and teachers' collaborative behaviours
are reviewed. The former are viewed as independent variable that may influence the

development of a school culture the dependent variable that fosters collaborative practices
among school members.

Each of these variables was measured twice. In separate surveys, principals and
teachers rated their perceptions of the leadership behaviours of principals. In addition,

18
School selection was initially restricted to achieve a sample of schools where 50% of schools educated male students and

50% of schools educated female students.
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principals and teachers rated their perceptions of the collaborative culture among teachers.
Recruiting and Survey Administration

Permission was obtained from the Ministry of Education to conduct the study. Schools
were selected and the teachers who were willing to participate in the study were categorised

by their subject area. Subsequently, the principals of the selected schools were personally
contacted by the researcher to explain that their school was selected for inclusion in the
study. The principals were also notified that a semi-random sample of teachers from their
school would be participating in the study. The principals were not aware of the teachers that

participated in the study.
A letter was sent to the principals that explained the purpose of the study (see

Appendix One for a copy of this letter). The letter also included an explanation of the
procedure for administering the surveys, as well as a description of follow-up interviews that
would be later conducted on a sub-sample of willing principals and teachers.

Designated representatives from local Colleges of Education delivered the survey

materials to each of the participating schools. Materials included the survey forms, letters
explaining the surveys, and directions for completing the surveys (see Appendix Two).

Enough copies of the materials were provided so that each participant would be provided
with one copy of their own for completion. There were minimal overall limitations placed on

the survey administration procedure. The participants were each asked by the research
associates to fill out all surveys at once in a non-distracting environment. It is important to

note here that the principals did not administer the surveys, and thus could not have
influenced their responses in any direct manner.

The designated representatives from Sohar Teacher College later collected the

completed surveys. The surveys were placed in an envelope and returned to the researcher by
hand.

Follow-up Interviews: Background
Literature reveals that combining interviews with other research methods, such as

questionnaires and/or observations, can gain much more information related to the research

topic (Patton, 1990; Robson, 1996). As discussed earlier, there is a significant gap in the
literature addressing the reciprocal leadership behaviour. In this regard, the interview method
was seen as essential tool to the present study. It was assumed that some accurate data and
additional reliable information could be obtained more easily through interviews than it
could be through the surveys. Since the implementation of the Reform in Oman is in its
initial stages, and since the required data is not well elaborated in documents, it was

necessary to get a more accurate perception/picture of the participants. Furthermore, as Best

(1991) contends, the interview is often the exceptional form of data collection, as people are

often more willing to talk than they are to write.
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In addition to collecting information from the questionnaires, the present study sought

qualitatively to elaborate the experiences of principals and teachers related to their
contextually constructed role. Specifically, information was sought relating to how principals
and teachers experience their roles within the reality of their respective positions. In
particular, it was hoped that the results of the follow-up interviews might serve as an

explanatory device for any relationships found in the analyses of the survey information.
Interview Development

The research methodology employed a phenomenologically based interview method,
which allowed the participants to reconstruct their own observations and experiences.
Interview items were prepared in advance by the researcher and were piloted in using two

teachers and one principal in Oman. These pilot interviews were tape-recorded so that the

general sequence of interview items could be later re-arranged according to the model of
Robson (1996). This model prescribes that items be arranged according to introductory

questions, warm up questions, main-body questions, cool down, and closing questions. In

addition, methods of opening were determined from these pilot studies in order to facilitate
the establishment of rapport and mutual co-operation in the interview. Results of the pilot

study were also examined in order to estimate the clarity of the items, identify of the

threatening items, and the length of the interviews.

Subsequent to the pilot interview study, revised interview items were translated into
Arabic, the language used in the interviews. A bilingual (English/Arabic) speaker completed
the translation in order to revise the clarity and suitability of the questions. Interviews were

tape-recorded to preserve their completeness, which allowed for greatest accuracy when

compiling the data, as well as subsequent technical analyses for the benefit of the researcher

by allowing future interviews that can be improved upon. In addition to the tape recording,
the interviewer took notes during and after each interview to keep a record of non-verbal
cues as an additional reminder of that particular interview.
Interview Process

Once the surveys were processed and analysed, the researcher conducted the formal

follow-up interviews on a random sub-sample of participants19. Nine principals and 18
teachers (one male and one female teacher in each secondary school) were randomly selected
for the structured interviews. These structured interviews were conducted to obtain

additional detailed information that could further provide specific information about and/or
full explanations of specific behaviours of principals and teachers. The focus of the follow-

up interviews was on specific examples or actions that relate to both the 6 factors identified

19
All the participants were from the capital district.
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by the survey instruments that foster and promote the development of a collaborative school
culture, and items that are related to the implementation of the 20/20 Reform (see Appendix
Three for copies of the follow-up interview questions). In addition, factors that resulted from
the analyses of the completed questionnaires were also re-addressed during the interviews.
This was done in order to further understand these responses and analyses.

Principals and teachers were asked separately to describe the actions evidenced by

principals and teachers that exemplify these factors. These incidents were subsequently

compared with leadership practices identified in the literature as significantly related to the
establishment of a school culture that fosters collaboration among its principal and teachers.

Principals were also asked to identify knowledge and/or skills that they believe contributed
to the development of a collaborative culture. Both positive and negative comments were

collected.

The aim of the in-depth interview was to obtain as much relevant information as

possible from the respondant. Thus, strategies such as presenting questions in a non-

judgmental form, and being respectful and sensitive toward the respondent (Robson, 1996)
were used in the present study in an effort to minimise any bias on either the interviewer's or

respondent's part. In addition, the interviewer was very sensitive to self-monitor his
comments, actions and gestures, in an effort to establish a common rapport with the
interviewees (Measor, 1985). Finally, all respondents were assured of confidentiality of their

identity as well as their remarks, both in written form and when they met with the researcher
for the interview.

Statistical Analyses
Two assumptions are made for the purpose of the present study. The first assumption

is that the perceptions of leadership behaviour and collaborative practice behaviour can be
identified and measured by survey techniques and instruments. The second assumption is
that the respondents provided reliable and relatively accurate information. The present study
seeks to both describe the current status of leadership in Oman secondary schools, as well to

understand and analyse the principles underlying the structure of leadership in these schools.
The design of the study was created with both aims in mind so that both qualitative and

quantitative statistical approaches could be employed in understanding the data and in

alluding to future areas of research.

Both qualitative as well as quantitative analyses were planned for the survey data.

Demographic data from each sample were summarised using descriptive techniques and
compared to the population of Omani Teachers. Parametric inferential techniques were

applied only to assess differences in age and years in (teaching or administrative) positions.
Non-parametric inferential analyses were used to compare the nationality composition of
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respondents as well as their education.
The remaining (i.e. perceptions of leadership) survey information was reduced from

the 42 original questions into the 6 leadership factors, each consisting of the 7 corresponding
items (see Table 5.1). Original Likert-type data from surveys was digitally coded into ASCII
text files and later imported into SPSS statistical software for analyses. Data were coded
such that a response of 'Rarely or Never' was coded with the numerical value of 1; A

response of 'Once in a while' was coded with a numerical value of 2; a response of
'Sometimes' was coded with a numerical value of 3; a response of 'Fairly Often' was coded
with a numerical value of 4; and a response of 'Very Frequently or Always' was coded with
a numerical value of 5.

Scores for each six factors, Vision, Values, Collaboration, Accountability,

Relationships and Improvement was computed as the sum of the scores for each of the 7
items corresponding to each leadership factor. Thus, the possible values computed for each
respondent/factor will range from 35 to 5. Thirty-five can be obtained if a respondent
answers with a 5 on the scale of 0 to 5 for each of the 7 items. 5 would be obtained if a

respondent answers with a 5 for each of the 7 items.
To address the first two research questions, total scores were also be computed for

each Respondent. Mixed-model Multivariate Analysis of Variance was used to analyse all

leadership factor scores across other variables to estimate any differences in perceptions

separately for principals and teachers.
The third research question was addressed statistically by use of the Spearman rank-

order correlation (roc) coefficient. A measure of association between teachers' perceptions
of their own as well as their respective principals' leadership behaviour was computed. In

addition, these coefficients were evaluated for significance.
The comments section at the end of each survey was itemised and summarised for the

reader, and these are incorporated into the discussion in the following chapter (see Chapter
Six; Results and Analyses). Chapter Six outlines the findings of these researches and alludes
to the problems faced by school leaders, as the new curriculum will be introduced to Oman

secondary schools. In addition, it draws attention to the possibilities of the implementation of
the new curriculum poses for those principals and teachers who are vested to ensure

efficacious implementation of the curriculum.
Data Collection

A letter from the Office of H.E. the Minister of Education was sent to the directors of

the 9 Omani school districts. The letter explained the objectives of the study and requested
that the principals and a sample of 10 teachers (from each subsequently selected school) be
assembled at selected locations and times to fill out questionnaires.

Assessment of perceptions of leadership and collaborative culture were determined
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using self-report 5-point Likert-type questionnaires (see Appendix Two for copies of each
survey). The questions were designed to rate the approximate frequency of various
behaviours as perceived by the respondent. On the scale, a score of 1 represented "rarely or

never", and a score of 5 represented "very frequently or always". Both principals and
teachers from each district were asked to fill out two questionnaires. One questionnaire rated
the principals (leadership behaviour) and the other rated the teachers (collaborative culture).
Both principals and teachers were asked to complete both the surveys. Thus, principals rated
both themselves (i.e. their perceived leadership) as well as the teachers (i.e. the perceived
collaborative culture). Teachers rated both themselves (i.e. their perceived collaborative

culture) as well as the principals (i.e. the leadership of the principals). Thus there were 2
versions each of 2 surveys (i.e. a total of 4 surveys). The item wording for the surveys for

rating principals (or teachers) essentially differed by subject (i.e. "I" was used in the

principals' (or teachers') survey when principals (or teachers) rated themselves. "This
principal" was substituted for this when the teachers rated the principals, and "The schools'
teachers" was substituted when the principals rated the teachers). The wording of the
remainder of each of the items did not differ across the surveys.

The completed questionnaires were collected and returned to the researcher and coded
onto "mark-sense" Educational Testing Service sheets. Data from the coded forms was then
entered into SPSS statistical software for analyses. To supplement the findings of the survey,

follow-up interviews were conducted on randomly selected principals and teachers who
completed the survey. (Appendix Three contains copies of the interview questions for both

principals and teachers).

Specific statistical tests used for the subsequent analyses are indicated in appropriate

portions of this chapter. All reported statistics are exact or were rounded to 2 decimal places
(whichever was less). All reported probability values were rounded to 2 decimal places. And
the null-hypothesis alpha was set at 0.05 or at 0.01 as appropriate.
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Chapter Six
Results

Leadership and Collaboration in Secondary Schools

Background

The primary goal of this study is to indicate the extent to which the leadership
structure in Omani secondary institutions needs to, and is changing to accommodate the new

standards-based curriculum. This curriculum known as Standards-Based Curriculum, has

been seen as the previous curriculum being quite radically different in the learning processes

as well as in the content of the syllabus. There has been an awareness that the challenges
facing Oman, particularly the need to cope with technological changes, have necessitated
preparation of new teaching methods. The Omani pupil will be living in new circumstances
created by new global economic conditions, which will require a high degree of
technological adaptation and experience in science and mathematics. This will enable
employment of rapidly developing technologies in accordance with to Oman's needs.
Therefore science and mathematics curricula will be designed to provide knowledge and
skills required by Oman's economy so that the individual will be able to adapt
himself/herself to future needs and conditions. As discussed in previous chapters, a change
in the leadership structure of these institutions is central to the curriculum revisions that are

outlined in the Reform initiative.

The strategy for leadership refers to the preparedness of educational leaders to be able
to exert moral leadership. This will require strong human relations among the members of
the school work force team. Human relations are not exchanges of mere complimentary
expressions but the term implies actual understanding of incentives and motivations of
individuals that encourage them to master their work. School administrators therefore
should endeavour to recognise opportunities for progress and support for programme

implementation and feedback.
The demand for a change in leadership occurs as Oman moves from a hierarchically-

based top-down diffusion of information with guidelines from the Ministry of Education, to a

more dynamic, productive, collaborative and responsible effort within the individual schools
themselves. Successful realisation of the Reform requires that the schools perceive a greater

responsibility for continuously identify and improve with innovation of the shortfalls. Thus,

(as noted in Chapter Five), this study was undertaken to assess the perceived structure of

leadership within schools to address three fundamental questions:
1. To what extent do the perceived leadership traits of principals foster a

collaborative
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culture?

2. To what extent do the perceived leadership traits of teachers foster a collaborative
culture?

3. What if any, relationships are there between the leadership traits of principals and
teachers as perceived by the teachers?

To address these questions, this study used a survey technique utilising Likert-type
items. In addition, follow-up, in depth interviews were conducted after the surveys were

administered. To explore different facets of leadership qualities, survey items were designed
to measure six distinct sub-scales (delineated in chapter four and discussed at length in

Chapter Five). These six factors are: developing values, sharing vision, developing
collaboration, building accountability, building relationships, and seeking improvement.

This chapter is divided into three parts. Part One delineates the population sample and
the reliability analysis. Part Two will report on the four survey items which are:

1. Principal Leadership Survey (P.L.S.) - self
2. Collaborative Culture Survey (C.C.S.) - principal
3. Principal Leadership Survey (P.L.S.) - teacher
4. Collaborative Culture Survey (C.C.S.) - teacher.

Part Three addresses the three main fundamental research questions which have been
mentioned above. This will be followed by conclusions and comments.

Part One: Population and Sampling

Population

The population defined for the purposes of this study includes principals and
teachers from Omani public secondary schools. This includes 9 of the 10 educational

districts. (See the Map of Oman on the following page). These districts comprised of 177
schools. Of these schools, 84 schools are for males, 88 are for females, and 5 schools are

coeducational. There are a total of 5428 teachers. The gender of the population of teachers in
Oman is evenly divided (approximately 49% are males; and 51% are females).
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Currently, approximately 24% of the teachers are Omani, and the remaining 76% are

20 21 22
expatriates . By subject area, 32% teach the Sciences , 65% teach the Arts .

Because of its size, the smallest district (Wusta) was not included in this study. From
each of the 9 remaining districts, 4 secondary schools (2 male and 2 female) were randomly
selected21. Thus the entire sample came from 36 secondary schools. From each school, the

principal and 10 selected teachers (i.e., 11 individuals) were asked to fill out either the

principals' or the teachers' surveys, as appropriate. The selection of teachers was not random
in that the sample was stratified to include a cross-section of subject areas (Arts and
Sciences) taught by the teachers. Within the stratification, teachers who agreed to participate
in the study were randomly selected.

The final sample included surveys from 35 1 24 teachers and 36 principals. The number
of responses for teachers, however, was not consistent. Table 6.1 indicates response rates by
teachers for each district.

Table 6.1 Number of surveys returned by teachers from each school
District Gender Total Response Rate (%)

Males (N=175) Females (N=176)
Schooll School 2 School 3 School 4

D1 10 10 10 10 40 100

D2 9 9 10 10 38 95

D3 8 10 10 10 38 95

D4 10 10 10 10 40 100

D5 10 10 9 10 39 97.5

D6 10 10 10 10 40 100

D7 10 10 9 10 39 97.5

D8 10 10 10 10 40 100

D9 9 10 9 9 37 92.5

TOTAL 86 89 87 89 351 97.5

Prior to the data analyses, survey responses for each participant were checked for

20Nationally, 64. % of teachers across grade level are Omani, 35. % of teachers are expatriates.
2lThe Sciences include Mathematics, Physics, Chemistry, and Biology.
"The Arts include Islamic Education, Arabic Language, English Language, History, Geography, Art Education

and Social Education.

2jCoeducational institutions constituted less than 3% of secondary institutions in Oman, and were not included in

the sample.

24Only 350 teachers' data were used for subsequent analyses.
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completeness. Several participants failed to answer at least 1 survey item. An a priori
deletion criteria of greater than 10 non-consecutively ordered missing items per survey was

used to omit all responses for that survey. On occasions, responses to all items on an entire

page of the survey were missing. While these did not exceed a total of 10 items, since they
were on the same page they were regarded as accidental omissions. Where there were 10 or

less survey response omissions2", mean values for the variable(s) in question were

substituted.

The process of substitution was different for principals than for teachers. For teachers,
mean values were computed for all teachers within a particular school. When a teacher was

missing a response, the mean value for that particular item was computed using the
remaining teachers in that school, and the mean was substituted for the missing value.

Since each school had only one principal, this particular substitution procedure was

not possible for principals' data. Instead, when a principal had a missing a value to a survey

item, the mean value of that item was computed using all principals' data, and that value was

substituted.

Sample ofPrincipals

All schools (100% response rate) returned principal surveys. It was not necessary to

omit any surveys completed by principals. Table 6.2 includes the demographic data for all

respondents categorised by role (teacher or principal) and gender.

The sample of principals reflected the population2'' in gender (50% males; 50%

females), and composition (50% male schools, 50% female schools), but differed in

nationality (see Table 6.2). One-third of the sampled principals indicated that they were of
non-Omani nationality. Unlike the general population of teachers, over half of the principals

sampled (approximately 55%) were Omani. A small proportion (4 principals; 11%) did not

indicate their nationality.

No statistical differences were found across the gender of principals in their age,

nationality, number of years of education, number of years as principal in the present school,

25 Mean value substitutions were computed for responses to Principal Leadership and/or Collaborative Culture survey items
only. There were no substitutions for demographic data.

26 The population referred to is the population of teachers. There were no data available regarding the population of principals

demographic characteristics, and therefore comparisons are difficult to interpret.
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or the total number of years in an administrative position. Thus, regardless of gender, the

sample of principals did not differ on any of the demographic characteristics measured.

Analyses were also conducted to compare demographic information across

nationality. Principals did not differ across nationality by either gender, number of years of
education (see Figure 6.1 for the distribution of educational level), or number of years

experience in their respective schools. Non-Omani principals, however, were older than their
Omani colleagues. Finally, non-Omani principals had a corresponding greater number of

years of experience in administration compared to Omani principals. Thus, comparison of

demographic characteristics of principals over their nationality revealed no differences

except that the sample of Non-Omani principals was older and have been working in
administrative positions longer than Omani principals.

Sample of Teachers

As for the sample of principals, the sample of teachers reflected the overall

population in gender (50% males; 50% females) and school composition (50% male

schools, 50% female schools). Also similar to the principals, the teachers differed from
the population in nationality. There was about the same number of Omani teachers

sampled (approximately 47%) as non-Omani teachers sampled (approximately 46%).

Approximately 7% of teachers, however, did not indicate their nationality. By subject area,

the sample of teachers also reflected the population. The sample included 209 teachers of the

Arts (approximately 60%) and 122 teachers of the Sciences (approximately 35%). Nineteen
teachers (approximately 5%) did not indicate their subject area.
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Table 6.2 Demographic statistics for respondents (N=350 teachers; N=36 Principals)

Teachers Females (N=176) Males (N=174)
- N Mean ± (SD) N Mean ± (SD)

Nationality - - - -

Omani 114 - 51 -

Expatriates 41 - 119 -

Did not indicate 21 - 4 -

Age 150 29.6 ±(6.4) 164 37.2 ±(9.0)
Education level 159 3.2 ± 0(.6) 174 3.6 ±0(9)

Subject Area - - - -

Arts 99 - 1 10 -

Sciences 58 - 64 -

Did not indicate 19 - 0 -

Years in current school 157 3.1 ±(2.4) 170 3.5 ±(3.4)
Total years in position 159 7.2 ±(5.5) 173 13.3 ±(8.2)

Principals Females (N=18) Ma es (N=18)
- N Mean ± (SD) N Mean ± (SD)

Nationality - - - -

Omani 11 - 8 -

Expatriates 4 - 9 -

Did not indicate 3 - 1 -

Age 17 38.0 ± (10.0) 18 44.0 ±(10.9)
Education level 18 4.5 ±(1.9) 18 3.8 ±(1.6)
Years in current school 18 3.7 ±(3.3) 18 4.3 ±(6.2)
Total years in position 18 9.8 ±(8.6) 18 14.8 ± (11.5)

Note. Education was measured on an ordinal scale. Scores corresponded to the following levels of education: 1- Teacher training

institute diploma 2- Intermediate college for teacher training diploma 3- Bachelor's degree in education 4- Bachelor's degree other than

education 5- General diploma in education 6- Master's degree in education 7- Administrative certificate program.
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Level of Education

Education Level Codes:
1 - Teacher Training Institute Diploma
2 - Intermediate College Diploma
3 - Bachelor's Degree in Education
4 - Bachelor's Degree other than Education
5 - General Diploma in Education
6 - Master's Degree in Education
7 - Administrative Certificate

Figure 1. Level of Education by Role

Figure 6.1 Percentage of Sample by Education Level of the Teachers.
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While the number of teachers was consistent across gender, gender was not

consistent across nationality. The percentage of teachers that was Omani and female (33%)
exceeded the percentage that was Omani and male (15%). Conversely, there was a lower

percentage of female expatriates (12%) than there was of male expatriate teachers (34%).
Thus, the male teachers better represented the population according to their nationality than
did the female teachers.

Analyses were conducted to compare teachers demographic information across

gender. Results of these analyses indicated a number of differences between male and female
teachers (see Table 6.2). The nationality of male teachers (noted above) differed from female
teachers. Male teachers also had more education than their female counterparts. In addition,
male teachers (mean age = 37 years) were older than female teachers (mean age = 29 years)
and correspondingly, males had been teachers longer (mean =13 years) than females (mean =

7 years). Both male and female teachers, however, had been teaching in their respective
schools for the same number of years (mean = 3 years).

The same analyses were used to compare demographic information of teachers over

nationality. Results of these analyses revealed that teachers differed on all variables by their

nationality. Non-Omani teachers had more education, were older, were teaching longer in
their respective schools, and overall were teaching a greater number of years. Table 6.3
illustrates the values of these variables by teacher nationality.

Table 6.3 Mean ±(SD) of teacher demographic variables by nationality*.

Variables Nationality

Non -Omani Omani

Number who indicated nationality N = 160 N= 165

Level of Education 3.5 ± 3.0 ±

Age tvears) 40.3 ±16.91 26.7 ±13.51

Years teaching in current school 4.1 ±13.51 2.6 ±12.11

Total years teaching 16.1 ±(6.4) 4.8 ±(3.2)
*The typical level of education of the population of secondary teachers in Oman is at least a

Bachelor's degree.
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Reliability Analyses

Principals' and Teachers' responses to items from the Principal Leadership and the
Collaborative Culture surveys were analysed for reliability using Cronbach's Alpha

(Tabachnick & Fidel, 1996), which determines the average covariance among the various
items27. For each survey, analyses were conducted on total scores as well as separately for
items comprising each of the 6 sub-scales (as noted in this chapter). There was a particular
interest in the consistency of responses within the sub-scale items, since the sub-scales
formed factors for subsequent analyses. A list of each scale and reliability co-efficients is

presented in Table 6.4

Table 6.4 Reliabilityfor Coefficients Principal Leadership and Collaborative

Scales Principal's Responses Teacher's Responses

Principal Leadership N=36 N=348

Total 0.92 0.97

Accountability 0.66 0.81

Collaboration 0.61 0.86

Improvement 0.74 0.81

Relationship 0.61 0.81

Values 0.61 0.81

Vision 0.73 0.86

Collaborative Culture N=36 N=344

Total 0.94 0.94

Accountability 0.73 0.64

Collaboration 0.73 0.75

Improvement 0.70 0.70

Relationship 0.71 0.69

Values 0.73 0.76

Vision 0.77 0.81

Results of the reliability analyses for principals indicated that while overall

27Average covariance is computed using Cronbach's Alpha reliability model when items are not

standardised (i.e., when items do not have a standard deviation of 1). When items are standardised,

Cronbach's Alpha determines the average correlation among them.
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reliability on total sub-scales was high, none of the sub-scales achieved the minimum desired
reliability28. It is possible that for principals, the sample size was insufficient for an accurate
estimate of reliability. However, principals' responses appeared to be more consistent when

they rated the teachers than when they rated themselves (see Table 6.4).

Results of the reliability analyses for teachers indicated that, as for principals, the
overall reliability coefficients for the total sub-scales were high (see Table 6.4). In addition,
teachers' consistency of rating their principals was above the desired value of on all
sub-scales. The consistency in rating their perceptions of their own behaviour, however, was

lower in all cases when compared to their ratings of their respective principals. As for the

principals' reliability coefficients, these self-assessment values were below in all cases, with
the exception of the vision sub-scale. Thus, similar to their principals, teachers appeared to
be more consistent when they rated others (i.e., the principals) than they were when they
rated their perceptions of their own behaviour. This may have an important implication for
the manner in which curriculum reform is introduced into schools. It may become crucial to

bring on board the principals' perceptions of teachers as "hard working" and "doing a good

job".
Part Two: Perceptions of Leadership and Collaborative Culture

Principals

Survey Item 1: Principals' Self-Perception ofLeadership Behaviour
The principals' responses to the Principal Leadership survey reflected their

assessment of their own leadership behaviour. Table 6.5 illustrates mean values of the six

leadership factors for principals. Since there are 7 survey items that correspond to each

factor, and the highest rank that can be assigned to each item has a value of 5 (corresponding
to "Very Frequently" or "Always"), the maximum number of points that can be ascribed to

any factor is 35 (or 5(rank) x 7(items)). The total of all factors (depicted in the bottom row of
Table 6.1) represents the mean sum of the Principal Leadership survey. Since the total
number of items on the Principal Leadership survey is 42, and the highest rank that can be

assigned to each item has a value of 5 (corresponding to "Very Frequently" or "Always"),
the maximum number of points that can be ascribed to the total of items for Principal

Leadership is 210 (or 5(rank) x 42(items)). These maximum mean totals apply to both the

28In general, a reliability coefficient of at least .80 is desired and considered to indicate consistent

responding.
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Principal Leadership and Collaborative Culture surveys.

Table 6.5 Mean (±SD) of principals' self-perceptions by leadership factors.

Factors Nationality

Omani Non-Omani Combined

Male Female Male Female 1N=32)'
Accountability 30.6 (3.41 31.1 (2.8) 30.2 12.9) 33.5 11.9) 31.1 12.9)

Collaboration 31.1 (1.9) 31.4 (3.0) 31.811.5) 33.2 12.2) 31.712.2)

Improvement 27.8 (3.8) 28.8 (3.7) 29.2 13.4) 29.713.3) 28.813.5)

Relationship 30.0(1.7) 32.2(1.9) 32.1 12.4) 33.012.1) 31.712.1)

Values 28.8 (2.6) 31.0 (2.4) 30.6 13.9) 32.0 13.5) 30.5 13.0)

Vision 29.2 (3.6) 29.6 13.7) 30.0 13.1) 33.711.8) 30.0 13.6)

TOTAL 177.7 (14.8) 184.3 113.6) 184.0(14.9) 195.2114.3) 183.9114.5)

Note: 1 male and 3 female principals did not indicate their nationality.

In order to determine if the responses to the Principal Leadership survey items
differed by gender and/or nationality, a Two-Way (gender by nationality) Multivariate
Analysis of Variance (MANOVA) was conducted on the 6 leadership factors. Results
indicated that the principals' ratings of themselves did not differ by their gender or their
nationality. In addition, the analysis did not reveal a gender by nationality interaction. Thus,
regardless of their gender or nationality, principals' ratings of their own leadership behaviour
was the same. In light of this finding, there appear to be some possibilities for
complementarity in the implementation of the Reform at least as regards the principals' self-
perceptions.

Since there were no interaction or main effects of gender or nationality on the 6

leadership factors in the principals' ratings of their own leadership, a final analysis was

conducted on the scores that were combined across these two variables (i.e., values in the
last column of Table 6.5). A One-Way ANOVA was used to test the hypothesis that the

principals rated themselves equally across all 6 factors. Results of this analysis indicated that
the principals did not equally rank their perceptions across the 6 factors. The mean ratings of
the principals' assessment of their own leadership across the six factors are illustrated in

Figure 6.2.
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Figure 6.2 Mean ratings of principals' self-perceptions of leadership.
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In order to determine how the factor ratings differed, post-hoc comparisons were

conducted using the Tukeys Honestly Significant Difference (HSD) Test (Tukey 1977).
Results of these comparisons demonstrated that principals rated their self-perceptions of
seeking improvement lower than all other factors except sharing vision. In addition, their
self-perceptions of sharing vision were rated lower than their self-perceptions of developing
collaboration and building relationships. No other comparisons of their self-ratings differed.

This first survey item in the study refers to the extent to which the current self-

perceptions of principals' leadership behaviour indeed fosters a collaborative culture within
Omani secondary schools. This culture may be seen to strengthen the abilities of the
individual schools to realise the changes to be made according to the Reform. Several
researchers (e.g., Bass, 1981; Burns, 1978; Covey, 1990; Greenfield, 1987; Razik 1996;

Sergiovanni, 1994) maintain that structured organisations must share moral convictions in
order to effect and achieve significant changes within them.

The sample of principals reported that they believe the leadership behaviours
measured in the current survey were demonstrated by them at least 'fairly often' (see Figure

6.2). These perceptions did not differ by either their nationality or their gender. Overall,

however, their self-perceptions of seeking improvement and sharing vision were lower than
at least two other factors.

Seeking improvement was rated lower than all other factors except sharing vision

(ratings for seeking improvement and sharing vision did not differ). Sharing vision was rated
lower than both developing collaboration and building relationships. While the remaining
factors did not differ from each other, sharing vision is a component necessary for

organisations to achieve change. These findings would suggest that principals do not have a

strong commitment to the Reform policies, or at the very least, lack an ideal level of values,

imagination or insight for effective leadership of any kind. Still, the principals' self report of
their sharing vision would indicate that they at least minimally have provided sufficient

clarity about the goals to be achieved by the Reform, and no principals reported in their
comments that they perceived these goals to be unclear or lacking. Thus, from the current

data, while self-rating on this particular factor was lowest, it does not appear to be so low as

to substantially hinder the Reform process in any manner. In fact, since the principals'

average ratings of their own leadership behaviour was at least 4.0 on all factors, it is arguable
that they at least perceive themselves as being facilitive on all measured accounts.
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The second survey item addresses the extent to which the perceived leadership of
teachers fosters a collaborative culture. What is perhaps most notable from the principals'

perceptions of the teachers' collaborative culture, was that the pattern of ratings that the

principals reported for teachers resembled the pattern that they reported for themselves (see

Figures 6.2 and 6.3). Nevertheless, principals' self-ratings of leadership behaviours appeared
to be greater than their ratings of teachers across all factors. To test whether principals rated
themselves higher, scores for principals' ratings were compared using the t-test for

independent samples. The analyses indicated that principals' self-ratings were indeed greater

across all factors.

It may not be surprising that principals rated themselves higher on all factors,

although there is more than one explanation for this. Principals may indeed believe that they
exhibit these behaviours more frequently than their respective teachers do. However, the
differences in the scores may be an artifact of response bias, and it is also possible that

principals simply have greater knowledge of the indicated examples of their own behaviours
than they have of the teachers', and therefore can rate themselves as exhibiting these
behaviours with greater frequency. Still, the lowest rating that principals gave teachers was

for seeking improvement. This score may seem low in both absolute and relative terms,

however it is closer to the rank of observing these behaviours 'fairly often' (i.e., a rating of

4) rather than 'sometimes'. Thus, we do not argue that this score should be viewed in any

negative manner, especially considering that principals' didn't really offer any specific
criticisms of their teachers in their comments following the surveys.

In summary, despite the fact that principals rated themselves higher on all factors, it

does not appear that principals perceive that the teachers' collaborative culture is
unfavourable to successful Reform efforts and/or leadership changes. In fact, these scores

seem to suggest that principals believe that the atmosphere among their respective teachers is
suitable for these changes to occur.

Survey Item 2: Principals' Interpretation ofCollaborative Culture Amons Teachers

The principals' responses to the Collaborative Culture survey reflected their
assessment of the leadership of the teachers at their respective schools. Table 6.6 illustrates
the mean values of these six leadership factors.
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Table 6.6 Mean (±SD) of principals' assessment of teachers by leadership factors.

Factor Nationality

Omani Non-Omani Combined

Male (N=91 Female (N=l 11 Male (N=81 Female (N=41 (N=321

Accountabilitv 28.1 13.71 28.5 (3.11 28.8 (3.81 30.2 (3.41 28.7 (3.31

Collaboration 27.1 (2.61 27.0 (3.91 27.0 (4.21 30.1 (3.71 27.4 (3.51

Imnrovement 24.8 (2.11 27.4 (3.71 27.1 (3.91 29.2 (4.11 26.9 (3.51

Relationshio 26.8 (2.01 28.3 (3.61 29.6 (3.91 30.5 (4.41 28.5 (3.41

Values 27.8 (3.11 28.2 (3.01 28.6 (2.91 30.2 (4.51 28.5 (3.01

Vision 26.6 (2.81 27.2 (4.11 27.0 (4.11 30.0 (5.11 27.3 (3.71

TOTAL 161.6 (12.91 166.9 (18.91 168.2 (20.41 180.4 (24.41 167.5 (17.91
Mote. One male and 3 female principals did not indicate their nationality.

In order to determine if the principals' responses to the Collaborative Culture survey

items differed by the principals' gender or nationality, a Two-Way (gender and nationality)
ANOVA was conducted on the six factors. Results indicated that the principals' ratings of
teachers showed no main effects of either gender or nationality. Further, there was no gender

by nationality interaction. Thus, regardless of the principals' gender or their nationality, they
rated the teachers' leadership behaviours the same.

As with the data for principals self-perceptions of leadership, responses were

combined across gender and nationality (i.e. scores in the last column of Table 6.6) and

analysed using One-Way ANOVA to test the hypothesis that the principals rated the teachers

equally on all factors. Results of this analysis indicated that the principals did not equally
rate the teachers across the six factors. These data are illustrated in Figure 6.3

In order to determine which factors were different from each other, means were

compared using the Tukey's HSD test. Results of these comparisons demonstrated that

principals' rating of teachers' seeking improvement was lower than the ratings of their

building accountability, building relationships, and developing values. In addition, the

principals' rating of teachers' developing collaboration and sharing vision were rated lower
than their building accountability. No other comparisons of the principals' ratings of their

respective teachers differed.
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This being the case, one might note that for transformative leadership, principals will
have to be asked to develop further accountability with their teachers, further interpersonal

relationship and encourage values.

All respondents were asked to make any general comments regarding the survey

and/or comments specific to their school's current efforts toward the Reform. These were

summarised and categorised and are presented. In appendix A, total of twenty-three

principals offered comments at the conclusion of their surveys. These comments are

summarised in (Table 6.7) the most common observations by principals were generally

positive critiques of the study and/or the questionnaire, and that their schools lacked a

School Curriculum Committee referred to in some of the survey items. The remaining
comments were greater in variety, but were offered by relatively fewer principals. These
were largely specific to their respective schools' efforts toward the Reform, or made

suggestions for the Reform.

Regarding the principals' comments relating to schools' efforts toward Reform, it is
unclear how these changes have been implemented with respect to whether they were

initiated by the Ministry or the schools' staff. Still, these comments were derived from a total
of 5 principals and present encouraging preliminary efforts.
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Although few principals made comments relating to specific suggestions for the
Reform, these comments included suggestions for enhancing the school with respect to

principals as well as teachers and students. One principal refers to his power as "finite"29,
where he has indicated that principals deserve more respect and should have more

responsibility^0. It is difficult to determine from these comments alone whether this comment

in particular refers to his perception of power as a figure under the Ministry, above the
teachers, or both. Interestingly, this same principal made one comment relating to the

training of teachers. This makes one suspect that the perception of "finite power" is
perceived by the principal as being under the Ministiy. Otherwise he might feel compelled to

initiate such objectives by himself, rather than waiting for the directive from the Ministry.
On the other hand, perceived finite power as a figure under the Ministry might perpetuate

perceived finite power as a figure above the staff and students, as at least one principal

appears somewhat discouraged that students are not held to rigid behavioural standards and

expectations.

29Refer to Chapter 1 for a discussion of perceptions of finite/infinite power.

30Both of these comments were made by the same principal.
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Table 6.7. Principals' Comments and Suggestions Regarding Survey and Reform

Note. Some principals made more than one comment.

Number of Principals Comment

General Comments

5 Positive comments of studv and/or questionnaire

5 No School Curriculum Committee

1 Did not include other relevant non-teaching staff (e.g. librarians) in sample

1 Manv survev items were ambiguous

1 Outstanding teachers should be recognised for their efforts3

Comments relatina to schools' efforts toward Reform

1 Positive teacher enhancement programs have been initiated

1 Workshops have been conducted to draft education objectives and teaching methods

1 We have issued literature on modern methods of teaching

1 Observation of teachers has been adopted to assist them in development of their

1 Workshops on self-learning methods have been conducted

1 Teachers analvse/criticise their subject's curriculum bv subject group

1 We have exchange Tvisitingl teacher programs

1 Our school does much of what is included in the questionnaire to prepare for the

1 We have implemented intensified student lessons once per week

1 Programs to reward outstanding students have been implemented

1 Principals should have more respect as school leaders

1 Principals should be involved in the selection of expatriate teachers

1 Modern teaching methods should be implemented

1 Special training for new teachers is necessary

1 Specialised administrative and social groups should be increased in large schools

1 Self-learning workshops should be provided to students

1 Students need to be more informed of school laws and policies

1 Students' attendance should be more closelv monitored

1 Stricter enforcement of laws is needed
aThis comment did not specifically relate to the Reform either as a suggestion or regarding the school's
efforts toward the Reform.

Teachers

Each district sampled had a minimum return rate of 90%, with eight of the nine
districts returning at least 95% of their surveys (see Table 6.2). An inspection of the data
revealed that a single teacher failed to complete more than 10 non-consecutive items from
both the principal leadership data and the collaborative culture survey. Thus, data from this
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respondent was omitted from all analyses. Further, 6 more teachers failed to complete more

than 10 non-consecutive items from the collaborative culture survey, and 2 additional
teachers failed to complete more than 10 non-consecutive items from the principal leadership

survey.

Data from the 8 teachers who had information from one survey missing were still
used for demographic analyses. When analyses were conducted on reliability co-efficient
determination or the survey responses themselves, only the information from the completed

survey information was used. Data from the remaining (i.e., complete) surveys were used for
all analyses of teacher respondents. Thus, the total number of teachers possible for any given
analysis was N=350. If, however, the analyses were restricted to the principal leadership

survey, the total number of teachers included was 348. If the analyses were restricted to the
collaborative culture survey, the total number of teachers included was 344. Table 2 includes
the demographic data for all respondents (N = 350) categorised by role (teacher or principal)
and gender.
Survey Item 3: Teachers' Interpretation ofPrincipal Leadership

The teachers' responses to the Principal Leadership survey reflected their assessment

of the leadership behaviour of the principals in their respective schools. The mean values of
the six leadership factors categorised by district, gender, and nationality are illustrated in

Appendix Five). As for the principals' data, the maximum number of points that can be
ascribed to any single factor is 35. The maximum value that can be ascribed to the total of all

factors is 210.

Initial analyses were conducted to determine if the teachers' perceptions of principal

leadership differed by gender and/or nationality. A three-way (gender by nationality by

factor) ANOVA was conducted on the 6 leadership factors. Results of this analysis are

depicted in Appendix Five. Although the 3 factors did not interact, total scores for the factors

of Principal Leadership were not the same across either gender or nationality (see Appendix
Five.

Effects of Gender on Principal Leadership Factors

In order to test the effects of gender of teachers on their perceptions of principal
leadership, a One-Way ANOVA was conducted at each level of gender. Results of these
analyses showed that neither male nor female teachers' perceptions of Principal Leadership
were equal across the six factors. Mean values for the 6 Principal leadership factors,
combined over nationality, are presented in Table 6.8.

Tukey's HSD Tests were conducted over factors for each gender in order to
determine which leadership score(s) differed for males and females. Results, illustrated in
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Figure 6.4, showed that male teachers rated seeking improvement by their principals lower
than all other factors of leadership.
Table 6.8. Mean (±SD) of Principal Leadership scores by factors and gender for teachers.

Factors Gender Total

Male (N=173) Female (N=175) N = 348

Accountability 28.7 14.2) 27.0 65.1) 27.8 (4.7)

Collaboration 29.2 14.4) 26.7 (5.6) 27.9 (5.2)

Improvement 26.7 14.8) 24.9 (5.1) 25.8 (5.0)

Relationships 29.2 14.0) 27.1 (4.7) 28.1 (4.5)

Values 29.3 14.1) 26.6 (4.9) 27.9 (4.7)

Vision 27.5 65.1) 25.1 (5.8) 26.3 (5.6)

Total 170.7 624.3) 157.7 (29.0) 164.2 (27.5)

In addition, sharing vision was rated lower than all other factors (except seeking

improvement). Scores for the other factors did not differ from each other. Results were

similar for female teachers. For females, ratings of their principals' seeking improvement
and sharing vision did not differ from each other but, as did males, female teachers rated
their principals lower on both of these factors than they did on all other factors. Scores on the
other factors did not differ from each other. Finally, as is suggested by the factor means in

Figure 6.4 and Appendix Five, male teachers rated their respective principals higher than did
female teachers on all factors.
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Effects ofNationality on Principal Leadership Factors
In order to test the effects of nationality of teachers on their perceptions of principal

leadership, a One-Way ANOVA was conducted at each level of nationality. Results of these

analyses showed that neither Omani teachers' nor their expatriate colleagues' perceptions of

Principal Leadership were equal across the 6 factors. Mean values for the 6 Principal

Leadership factors, collapsed over gender, are presented in Table 6.9.

Table 6.9 Mean (±SD) of Principal Leadership scores by factors and nationality for teachers.

Factors Nationality Total

Omani (N=164} Non-Omani (N=159} 323

Accountability 26.8 14.7! 29.0 14.4} 27.8 (4.7}

Collaboration 26.7 C5.24 29.2 14.8} 27.9 (5.2}

Improvement 24.6 I4.7I 27.0 15.0} 25.8 (5.0}

Relationships 27.3 14.6} 29.0 (4.3} 28.1 (4.5}

Values 26.7 14.6} 29.3 (4.3} 27.9 (4.7}

Vision 25.0 15.4} 27.7 (5.3} 26.3 (5.6}

TOTAL 157.4 126.8} 171.6 (25.9} 164.2 (27.5}

In order to determine which Principal Leadership scores differed over teachers

nationality, Tukey's HSD Tests were conducted. Results of this analysis were consistent
with the absence of a three-way interaction in that they resembled the pattern of results over

gender. Differences in the 6 principal leadership factor scores for Omani teachers resembled
the pattern for female teachers: Principals' seeking improvement and sharing vision were

rated by teachers as equal to each other, but were both rated lower than the other four
factors. None of the other factor scores differed from each other.

For non-Omani teachers, results were similar to those for male teachers: Principals'

seeking improvement were rated lower than all other factors, and sharing vision was rated
lower than all factors except seeking improvement. These values are depicted in Figure 6.5.
As this figure suggests, non-Omani teachers rated their respective principals higher on all
factors than did their Omani colleagues. In light of the movement towards the Omanisation
of the teaching profession, these findings are important. It is apparent than for the reform to

be implemented by an Omani teaching force those facets of leadership which most apply to

Omani principals and teachers will need to be addressed and those most relevant for non-

Omani principals and teachers will need to be marginalised, at least in the transition period
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Survey Item 4: Collaborative Culture Survey - Teachers

The teachers' responses to the Collaborative Culture survey reflect their assessment

of their own leadership behaviour. The mean values of the six collaborative culture

leadership factors for teachers, categorised by district, gender, and nationality, are illustrated
in Appendix Five.

As with the data for principal leadership, initial analyses on the collaborative culture

surveys were conducted to determine whether the teachers' perceptions of their own

leadership behaviour differed by gender and/or nationality. A Three-Way (gender and

nationality and factors) ANOVA was conducted on the six leadership factors for teachers11.
Results of this analysis are depicted in Appendix Five.

Although the 3 factors did not interact, total scores for the leadership factors of

Collaborative Culture were not the same across gender (see Appendix Five). No other factors
interacted with sub-scale scores. The only other finding in the omnibus analysis of teachers'

self-perceptions of leadership was a significant main effect of nationality.

Effects of Gender on Collaborative Culture Factors
In order to test the effects of gender of teachers on their self-perceptions of

collaborative culture, a One-Way ANOVA was conducted at each level of gender. Results of
this analysis showed that neither male teachers nor their female colleagues self-perceptions
of Collaborative Culture were equal across the 6 factors. Mean values for the 6 Collaborative
Culture sub-scales, collapsed over nationality, are presented in Table 6.10.

3IAs the degrees of freedom from the analyses indicate, 30 cases (i.e., teachers) were deleted from the

analyses. While only 6 teachers were excluded due to missing collaborative culture survey values, the

remaining 24 cases were excluded due to missing demographic data. (Note: a total of 25 teachers were

missing demographic data, although 1 teacher who was missing collaborative culture survey values was also

missing demographic data. Thus, the total number of cases excluded from the Three-Way ANOVA was 30.)
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Tukey's HSD Tests were conducted over factors for each gender in order to
determine which leadership score(s) differed for males and females. Results, illustrated in

Figure 6, showed that male teachers' self-perceptions of sharing vision were rated lower than
all other factors of leadership except developing collaboration. Self-perceptions of

developing collaboration were also rated lower than all other factors. In addition, building
accountability was rated higher than seeking improvement.

No other leadership factor rating differed. However, the pattern of findings for
female teachers was slightly different (see Figure 6.6). Similar to their male colleagues,

sharing vision and building collaboration were rated lowest of all leadership factors. Their

self-perceptions of sharing vision were rated lower than all other factors except developing
collaboration, and their self-perceptions of developing collaboration were also rated lower
than all other factors.

The remaining comparisons differed. Self-perceptions of developing values were

rated lower than building relationships and accountability. Building relationships was rated

higher than all other factors except seeking improvement and building accountability.

Finally, female teachers' self-perceptions of building accountability were rated highest of all

leadership factors.

A final comparison across gender was conducted to determine the overall

self-perceptions of leadership differed. Analyses showed that for all leadership factors except

building accountability, male teachers' self-perceptions of collaborative culture were higher
than female teachers' self-perceptions (see Table 6.10).

Table 6.10 Mean(±SD) Collaborative Culture scores by factors and gender for
teachers.

Factors Gender Total

Male (N=171) Female (N=173) 344

Accountability 29.6 (3.2) 29.6 (3.2) 29.6 (3.2)

Collaboration 27.9 (3.9) 26.9 (4.1) 27.4 (4.0)

Improvement 28.8 (3.6) 28.0 (3.7) 28.4 (3.7)

Relationships 29.4 (3.5) 28.6 (3.1) 29.0 (3.3)

Values 29.2 (3.5) 27.6 (4.1) 28.3(3.9)

Vision 27.3 (4.4) 26.7 (4.6) 27.0 (4.5)

TOTAL 172.3 (19.0) 167.5 (20.0) 169.9 (19.7)
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Regarding the nationality effect, Tukey HSD Tests were used to compare mean

self-perception scores by nationality. Results indicated that non-Omani teachers rated
themselves higher than Omani teachers on all leadership factors.

A total of one hundred forty-two (approximately 41%) teachers added additional
comments to the surveys. These comments are summarised in Table 6.11. Similar to the

principals' comments, the most frequent observations noted by teachers were general

positive critiques of the study and/or the questionnaire, and that their schools lacked a

School Curriculum Committee referred to in some of the survey items. Additional comments

of teachers covered a wider range of topics than did those of the principals. This was very

likely due to the greater number of teachers who were sampled compared to the number of

principals, as well as the differences in status between them.
In general, teachers made a much wider variety of both specific and general

comments than did principals. An immediate difference between principals and teachers

emerged when comparing the remaining comments that did not pertain to either the study or

the lack of a curriculum committee. Nearly 14% of the principals (from 5 schools) made
comments that referred to their respective school's efforts toward reform.

Table 6.11 Teachers' Comments and Suggestions Regarding Survey and Reform

Number of Tachers
Comments

General Comments

24 Positive comments of studv and/or Questionnaire

34 No School Curriculum Committee

2 Survey did not include non-teachine participants (e.e.. parents, students) in the sample

3 1 was not certain whether manv of the policies outlined in the survev are implemented in our school

3 Teachers cannot answer questions about principals that refer to personal development or what they do

on their own time. Teachers are not privy to this information

1 Some survev items refer to responsibilities that are not the teacher's

10 Manv survev items were ambieuous

1 The survev neelected specific conditions of the teacher and relations between teacher and student

1 Collection of demoaranhic data at beeinnina of survev discouraees honest responses

1 Researcher should conduct field visits to secondary schools to review oroeress of Reform

Table 6.11 Continued
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Number of Teachers Comments

Critiaues ofPrincinals

5 Positive eeneral comments of principals (e.e.. verv carina: helDS teachers solve problems)

2 Results are more important to the principal than are consideration of methods

1 Principals should involve/meet with parents

1 Principals need to provide moral and material support

Principals should respect the opinions of teachers and/or students

1 Principals should inform/involve the parents' council

1 Principals should encourase students

1 Principals should develop school activities

1 Principals should build trust between administration, school, and students

1 Selection methods of principals should be chanced

New principals are not adeauatelv trained

1 Expatriate principals lack vision because thev work under contracts for limited periods of

1 Expatriate principals have different values and should not be principals in Oman

Comments relating to schools' efforts toward Reform

7 Positive eeneral comments of school's efforts3

9 Our school has not incorporated anv teacher enhancement/development programs

10 Manv of the objectives are not implemented in our schools

3 School obiectives are not primarily academic

2 Reform will not work due to lack of resources

Suggestions for Reform

Relating to Staff Management/Interactions

1 Develop an administrative bodv to reeulate the individual schools

1 Develop administration-teacher co-ordination of efforts and build trust between the two

1 Teachers and administration should meet to discuss problems and find solutions

3 Co-oocration is needed between teachers and/or between principals and teachers and/or

1 Compel principals to express their views of the current status and what chances should
Relating to Teaching

3 Sueeestions of specific teaching methods (e.e.. dialoeue method, student involvement in

2 Eliminate certain methods ofteachine (e.e.. Dictation method). Encouraee thinkine and

8 Teachers need trainine on new methods and/or technoloev

Table 6.11 Continued
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Number of Teachers Comments

Suggestions for Reform (continued)

4 Teachers need more time to work on teachine rather than administrative tasks

5 Teachers should not be assisned tasks that are not congruent with his/her sDecialisation

1 Students should be involved in lesson Dlannine

1 Tours should be assigned bv a teacher in the most relevant subject area relatine to the tour

Relating to Students/Student Problems

1 Students with heavv class loads should have extra time to use the libraries

2 Some students need extra studv time during non-academic Deriods (e.g.. sports!

3 Relationship between school and students' homes is needed

1 Encourage extracurricular activities (e.g.. clubs, snorts! to students

5 Policies on dealing with trouble-makers need to be more strict and/or enforced

Relating to Curriculum

2 More Arabic training is needed

2 Imnlant Islamic values into curriculum to increase moral values and desire to learn

4 ImDrove technologv

2 More practical experiences are needed (e.g.. laboratory)

1 Update curriculum

2 Assign additional non-academic oroiects/seminars to enhance students' awareness

1 Focus on ideas rather than academic studies

Comments Relating to Current Status in School

1 1 will onlv work to achieve changes that coincide with mv own values

2 Decentralise the central administration

1 Work pressure makes relations between teachers and principals superficial and related to

2 There is no time in teachers' schedules to meet and discuss reforms

3 Disagreements among teachers prevents discussion

1 Some teachers fulfill their academic obligations but are not concerned with improving

2 Diverse nationalities of teachers discourages unified co-oneration

1 Too manv activities are not focussed on education

2 Teaching is too restricted: Teachers need more flexibility

5 Teachers opinions are considered irrelevant

5 Teachers are not involved in decision making

Table 6.11 Continued
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Number of Teachers Comments
Other General Comments

4 Provide useful books/Deriodicals to the library

1 Recoenise/honour teachers who exert extra efforts to the Reform

Other General Comments tcontinuedt

1 Provide incentives for teachers and students to contribute to the Reform

1 Focus on data tabulation

1 Have different camnaien activities

1 Have tours to cultural siehts

Note. Several teachers made more than one comment.

"Some of these comments came from teachers at the same school

Only 2% of the total number of teachers (from 7 schools) surveyed noted any

positive efforts made by their respective schools. What is interesting about this discrepancy
is that the teachers' comments came from over 75% of the districts, but no more than a single
teacher from each of the districts noted any progress at their respective schools. Whether this

is a lack of perception of progress or an oversight is unclear. However, teachers' comments,

like principals' comments, were largely focussed on their own specific jobs, their own

frustrations and/or suggestions for the Reform.

Some teachers stated that they had difficulty rating many of the principal survey

items because they did not have direct knowledge of much of their principal's activities, but
an equal number of teachers criticised their principals as those who made positive general
comments about them. Teachers did not make any general criticisms of themselves, except

that they needed training in modern teaching methods.

Several teachers made reference to their frustrating circumstances. Many specifically
stated that they needed to be involved in decision-making and needed more time to meet with
other staff to discuss and attempt to solve problems. This is congruent with their wishing for
more responsibility and a greater leadership role, rather than just following directives from

superiors.

With regard to values, three types of statements were made by the teachers. One
referred to changes that would increase the students' values, one type noted that expatriate
teachers' and principals' values conflicted with Omani values and suggested that this would
interfere with the Reform, and one referred to a teacher's own values in relation to the

reform. This teacher admitted that it was his own values that he would work to incorporate
into the Reform, and no other kind.
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Finally, many teachers made reference to the students. Most of these comments

referred to improving and/or enhancing their education, but like principals, it was also

suggested by teachers that students be held more accountable for their own behaviour.

Part Three: The Research Questions Addressed

The extent to which the preceived leadership traits of principals foster a collaborative
culture

The first reseach question addresses whether any relationship exists between the
teachers' perceptions of the principals' leadership behaviour and their self-perceptions of
their own behaviour. In order to test for evidence of facilitive principal leadership, teachers'

perceptions of their principals' leadership were compared to their own self-perceptions of
collaborative culture. Teachers' total Principal Leadership scores and sub-scores for the 6

leadership factors were correlated with their Collaborative Culture total scores and
sub-scores using the Spearman rank-order correlation coefficient.

While overall, teachers rated themselves and their principals highly, all correlations

among the six leadership factors are indeed moderate to strong reflections of facilitative

leadership (see Appendix Five).

The extent to which preceived leadership traits of teachersfoster a collaborative culture
The second research question pertained to the teachers' self-perceptions of their own

leadership behaviour. While the sample of teachers was fairly large, it is important to

remember that there were proportionately more Omani teachers in the sample than there are

at present in the general population of teachers.

Although the pattern of self-perceptions of the collaborative culture behaviours of
teachers did not differ by the nationality of the teachers, the findings presented here may

reflect the perceptions of the population of teachers more accurately when demographic
variables are taken into consideration. Indeed, not only are they expatriates, but the sample
of non-Omani teachers were approximately 13 years older and had a correlative average

greater number of years (approximately 11) teaching experience than did Omani teachers.

Thus, overall perceptions of teachers may be reflective of the greater experience of
non-native teachers. Nevertheless, the perceptions of non-Omani teachers may best reflect
the general population of teachers, since the majority of secondary school teachers in Oman

are expatriates.
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The approximate mean self-perceived leadership rating for teachers was similar to

the principals' self-assessment of their own behaviour, teachers overall rating of their own

perceptions of collaborative culture were fairly high. However, teachers' self-perceptions of
their own leadership behaviours significantly differed by gender. The pattern of rating over

the 6 leadership factors differed; males rated themselves more favourably than did females
on all factors except developing collaboration (see Table 6.10 and Figure 6.6).

For both male and female teachers, sharing vision and developing collaboration were

rated lower than all other factors. This difference seemed also to be reflected in the

comments that teachers made at the end of the surveys. For example, several teachers added

that they were not certain if many of the objectives were currently being implemented in
their respective schools. In addition, while principals made several comments of their

respective school's efforts toward the Reform, only 7 teachers said that their school was

incorporating/initiating specific objectives32. This is an interesting - if also troublesome -

sentiment as it indicates that teachers have little knowledge of the curriculum and

administrative workings of their schools. There is more than one possible explanation for
these findings. First, it may be due to teachers' lack of certainty or understanding of

precisely what the objectives are. Second, it may be due to teachers' lack of knowledge of
what measures are in fact currently being implemented. Third, it may be in fact that too few

objectives are being implemented. Fourth, the method of data collection may not have

sufficiently measured these perceptions. Finally, any combination of these explanations is
also possible. Whatever the reasons are, it can certainly be argued that this is related to (the

reported lack of) sharing vision (relative to other factors). It must be remembered though,
that if teachers are not informed of what the visions are as outlined in the RDGE, then their

relatively low self-rating of sharing vision cannot be regarded as self-criticism. Instead one

may note the immediate necessity of educating and involving them in the Reform process

and goals.

The other self-perceived factor that was rated lowest by all teachers was developing
collaboration. This was also reflected in their comments. Teachers often noted that they did
not have time to meet to work together and identify and solve problems, and/or that there
were some teachers who were not interested in developing or improving a collaborative

32Further, 2 of these 7 teachers came from the same school.
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environment. In addition, although the above tasks would be considered administrative
efforts, several teachers also commented that they had too many non-teaching (i.e.,

administrative) duties required of teachers, and that these duties interfered with their

performance as teachers. Thus, it appears that improving the developing collaboration factor
would not only require time for teachers to work together, it would also require both

willingness and effort by them.

The gender interaction found in the teachers' self-assessment was due to the pattern

of differences across the remaining factors. Male teachers rated their own seeking

improvement less than their building accountability and female teachers rated their own

developing values lower than building relationships. In addition building accountability was

rated higher than all other factors by female teachers.

While teachers' perceptions of principals were slightly more critical than principals'

ratings of themselves, this difference was not apparent for perceptions of the leadership
behaviours of teachers. This is illustrated by comparing the last column of Table 6.2

(principals' ratings of teachers) with the last row of (Appendix Five) (teachers' ratings of

themselves); While principals rated themselves more favourably than teachers rated

principals, principals rated teachers about the same as teachers rated themselves.

The relationship between the leadership traits ofprincipals and teachers as perceived by
the teachers.

The third research question looked at the perception teachers had of the leadership
traits of principals and teachers. Compared to principals' self-assessment of their own

behaviour, teachers appeared to rate their principals more harshly than principals rated
themselves. This is best illustrated by comparing the values in the last column of Table 6.5

with the last row of (Appendix Five). Teachers rated principals seeking improvement lower
than all other factors and sharing vision lower than all factors except seeking improvement.
The interaction of gender and factor was due to the fact that male teachers rated the

principals slightly more favourably on improvement than female teachers did. The teachers

ratings over nationality were similar to those over gender, however the Omani teachers rated
the principals slightly lower than their non-Omani colleagues.

Qualitative Analyses (In-Depth Interviews)

To supplement survey findings, interviews of a sub-sample of principals and teachers
were conducted subsequent to the collection of the survey information. The form of the
interview questions focussed on specific examples of the 6 leadership factors outlined
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previously. A sub-sample of 9 principals and 18 teachers (2 teachers from each school)33
from the original sample was desired for further questioning. The results of these interviews,

presented below. Since a relatively small number of individuals participated in the interview

portion of the project, these findings are presented separately, rather than in direct

comparison with the corresponding perceptions obtained from the survey portion of the

study. Where appropriate, data from the quantitative portion of the analyses are referred to.

Interviews were conducted in the field at a prearranged time, and were subsequently
translated by the researcher into English for interpretation. The interviews were conducted

very informally, and in most cases, the format of the interview did not follow the designated

protocol. Nevertheless, the results of these interviews provide some useful information that
facilitated interpretation of the qualitative survey results as well as the related statistical

analyses. This information also added to the knowledge that was inferred from the survey

analyses. It should be noted here that the interview protocol for principals prompted
observations generally of teachers' behaviours, and vice-versa. Therefore, the majority of the
comments made by principals are about teachers, and the majority of the comments made by

teachers are about their respective principals. In addition, due to time restraints, there were

no items on the interview protocol that attempted to directly measure any negative criticisms
of the Reform, or specific past or current practices at a given school. Only very occasionally
were negative comments made by individuals interviewed.

Interview Results

As stated previously, teachers received relatively high scores by their principals on

all six dimensions (see Table 6.6). This is indicative of principals' high expectation of and
confidence in the teachers. This will stand the teachers education system well as SBE is
introduced. Similarly, the overall perception of the teachers was that their principals were

highly valued and practised collaboration. This is reflected by the high collaboration score

that teachers rated principals on the Principal Leadership Survey (see Appendix

Five) and Figures 6.4 and 6.5). A teacher from one school commented,

Our biggest value is shared decision making. We have
collaborative meetings every Saturday in base groups. More
difficult issues that really require a buy-in by the teachers to be
effective are done in Saturday meetings. "

33 All the participants were from the Capital district and represent male/female principals and teachers.

174



The confidence and trust that one of the principals interviewed has for the teachers'

competence is illustrated by an example that she gave regarding a situation where the
teachers had to work together to solve a problem. Teachers' initial efforts to find a solution
to the problem were not successful, because the solution was not workable. Rather than

interfering, or offering her own solution, this principal simply returned the problem to the
teachers. This time, they came up with a solution that was acceptable to everyone. This is a

good example of principal who facilitates the development of collaborative practices among

the teachers. We note here, however, that it is not clear from the interview whether this

process was initiated by the principal as a direct result of the Reform initiative, or whether

this principal tends to manage with this type of delegating style. More detailed discussion of
this point appears below.

A different teacher interviewed also indicated a facilitive effort of her principal. This
teacher indicated that her principal respects the teachers and creates mutual trust among

them, in addition to concerning herself with the education objectives, resolution of teaching

problems, and adapting to the new developments within the school.

A principal from a different district, however, contended that shared leadership will
be difficult to implement without formal training of the teachers. This was also indicated by

(only) one principal in the comment section of his/her survey, who indicated that training of
teachers was essential. Nevertheless, comments of the teachers from the school of the

principal who was interviewed indicated that this principal has established an environment in
which improvement and change are encouraged and nurtured. These comments included that

the principal was very innovative and very supportive of risk-taking. In addition, this

principal communicated that there is an acceptable level of quality expected in improvement
efforts. Another teacher, who indicated a sincere appreciation of the collaborative practices
at school, commented,

"If there is only one teacher complaining, and no one else
wants to join, then it is unfortunate that the teacher feels that
way. But if there is a group that is willing to study and put time
in, then the efforts of that group can come back to all of the
teachers with a recommendation."

Another school in the district where these teachers work was rated lower on most of

the 6 dimensions than other schools. Interview comments of the principal from this school
believes that collaboration is improving the educational climate of the school. However,

teachers comments and descriptions of the principal's actions illustrate the narrow definition
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and parameters within which collaboration is actually taking place. Again, this is evident
from the survey results; teachers from this school rated their principal lower than all other
schools' principals were rated. The principal from this school made other comments that

support this position, including that the teachers continually come to him or to discuss new

methods that they wish to try in their classrooms. This principal stated that teachers are

afforded the flexibility to try to succeed or fail in their classroom(s) using their own

discretion. This principal also stated that decision making usually comes by departments,
who by consensus decide how they want to do business.

Other teachers' statements parallel this principal's comments. One teacher
commented that his or her principal will often take a minute out of his or her time to talk to

teachers when they have a concern that they wish to express to the principal. This teacher
also added that the principal often asks for teachers' help in solving school problems, and
seeks input from teachers regarding ideas for creating a better school climate together.

Another teachers commented that the principal asks for support, advice, and
feedback concerning problem students. Altogether, the teachers form this school rated their

principal highest on the values dimension. This was also supported in the interview by such
comments as, "[The principal] retains tradition, and old-school values," and, "While in

school, academics come before after school activities such as jobs and athletics."

Although the principal from this school indicated that teacher collaboration is

beneficial, he also seemed to assume a passive role in the process. Supporting comments

included,

Our tenth and eleventh grade teams are much more enthusiastic in
the reform process and feel like they will have much more

ownership in the program when it will be implemented...I try to

stay out of the way. It may be hard, but you have to let teachers
decide how they want to do things. I try to step aside but be there to

assist the teachers when they askfor advice.

Another school was one of the schools in which the vision dimension was ranked

highly. Teachers from this school also assigned their principal high scores on the values and

collaboration dimensions. The principal's ratings of the teachers show little variability across

the 6 dimensions. This principal consistently gave his staff scores of 4 or above on all

dimensions. Values and collaboration received the highest scores. This is evident by several
of the principal's interview comments, including,
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I try to maintain a positive attitude and outlook., searching for
the good things out there. We celebrate successes [and]
challenge ourselves in a reasonable sort ofway. This is difficult
to accomplish because there are so many negative pressures on

education today. It is a constant daily challenge.
This principal explained that whether teachers are working as members of a team or

in collaboration with a group of colleagues, there is a core of basic beliefs which have been

identified and guide school members actions. These operation principles are posted, and

include, "We will conduct business in an open, honest, and fair manner, keeping the best
interest of the students [at this school in mind."

According to the principal, there is another set of core principles that are shared by
the teachers at this school (which are not for public consumption). These principles deal with
how the staff treat each other in the building. For example, "Speak with truth." The
commitment of the principal to the teachers and collaborative practices at this school is
evident. This principal's ability to develop a culture within which collaboration and
continuous improvement are nurtured is illustrated in comments such as,

...giving people the opportunity and power to make changes in
the school...to keep an open door policy. When you make a

suggestion as a principal, if it doesn 't go, then you say, "Okay,
which direction would you like to see. " Unless it is something
that you feel so, so strongly about that you couldn't live with

going in another direction. Quite frankly, I haven 7 had that

happen to me in [several] years.

Teachers' comments that support the principal's statement include, "Teachers are

encouraged and given time to be active," and, "very little decision making [goes on] behind
closed doors."

A different teacher spoke to the same policy, stating,

Our principal has always emphasised that he/she is willing to

innovate and wants the best programs for the students and
teachers. The teachers are willing to try new things, experiment
and evaluate. With this, there is always a risk of some failure. It
is known to the teachers that the principal is therefor us and will

support us through new undertakings and that the fear offailure
need not be prominent on our minds.
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Another teacher highly praised the administration of the school. This teacher stated
that the principal's concern was evident by continuous discussion with teachers with regard
to obstacles and problems faced by the teachers, whether they pertain to the curriculum or

the classroom. This principal seeks to solve such problems through meetings and discussions
where the teachers opinions are valued. The teacher who made this comment stated that this
behaviour by the principal was highly motivating in that it drives him/her to increase his/her

knowledge of teaching methods. This survey of leadership and collaboration in secondary
schools answered the three fundamental questions. These refer to the role of collaboration

and the development of perceptions of leadership, which may exist between principals and
teachers. The literature review also, has concluded that effective curriculum reform will

depend 011 shared leadership in a collaborative school culture.

The findings indicate that although these perceptions of leadership may be possible,
in that principals and teachers do see the other group is a fairly positive manner, nevertheless
the possibilities for collaboration are limited. This being the case the proposed SBC Reform
seems unlikely to succeed unless structures and processes are put in place to aid the

development of collaboration. Because collaboration has been seen as a key feature of moral

visionary leadership. The question emerges as to how such leadership can be encouraged in

secondary school in Oman.

178



Chapter Seven

The Unfinished Agenda of Reform
Since 1970 there have been several key phases in Oman's educational system

development. From 1980 to 1987 there were evaluations of the curriculum and educational
system. Based on these evaluations, improvements were undertaken, including introduction
of a new curriculum in 1988. Over several years this curriculum underwent continued

improvements, and these were incorporated in more and more schools. From 1995 to the
present (2001) further elements of education reforms were introduced, including more

student-centred teaching techniques, strengthened infrastructures in the schools, development
of computer networking and resource centres, increased instructional time in the day and in
the year, and gradual introduction of a standards based curriculum at the secondary level.

Into this interesting context, the research provides a "snapshot" of a nation's
secondary schools just before they are poised to participate fully in reform.

When Oman's modern formal educational system had originated in the 1970s, most of
the available teaching were expatriates. As a result of the shortage of native Omani teachers,
an educational policy was formed that functioned within the nation of centrally controlled
system. This system followed a strict, detailed and unvarying curriculum and instructional
standards. The result of this was a centralised, hierarchical control over individual
educational institutions, and a curriculum that prescribed a uniform and Oman-oriented
education that emphasised its history, its traditions, and its values.

In the previous chapter it has been seen that principals and teachers are indeed under
extreme pressure to ensure efficacious implementation of the Reform programme and that
there are certain signs of the possibilities and opportunities for increasing moral and

collegial, leadership. In Chapter Four, the importance of a leadership is for any satisfactory

implementation programme was discussed. This is particularly the case in a country such as

Oman where, as noted in Chapter Three, there are historical and cultural factors which

mitigate against the wholesome acceptance of a curriculum which itself may have been
introduced through the pressures of globalisation.

In Chapters One and Two, these pressures and the impact on curriculum

development in Oman were examined and the importance for innovative styles of leadership
became apparent. Therefore leadership has become a central concern of this thesis. It is

argued that through the enhancement of appropriate styles of leadership, especially collegial
and moral leadership, the implementation of curriculum reform may become successful. To
achieve this success, it has become apparent that school principals and teachers must be

encouraged to see their work in a more collaborative context.
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Indeed, for successful implementation of the educational reforms in Oman to take

place, many factors are involved. The central focus of the present study has been on

educational leadership. While there are numerous theories of leadership in general,
educational leadership in Oman (in particular) has previously received little attention. This
lack of emphasis on leadership has been due primarily to the centralised control of the
education system. Expatriate consultants were sought for guidance rather than developing the
skills and understandings of local members of the system. Not only was there no particular
consideration for the role of leadership as a factor in education in Oman, but also there was

little or no opportunity nor mechanism for formal educational leaders such as the principals
to develop or improve their leadership skills.

As complexities and variations are introduced to the Omani educational system, due
to globalisation pressures and the Reform efforts, a collaborative initiative that utilises
shared leadership practices is seen as necessary for successful realisation of these changes
and goals.

The importance of appropriate styles of leadership for the implementation of the
reform is impossible to exaggerate. Without collegial and moral leadership, the reforms may

fail drastically. At the same time, Oman is moving towards the international community in
terms of trade, privatisation and partnership in the World Trade Organisation (WTO). It
cannot therefore afford for its educational infrastructure to fail in its support of these macro-

economic developments.
The thesis also reveals that education cannot be seen as separate from these

overriding economic and political policy concerns. They complement each other: without
successful educational reforms there may be severe doubts about the social and personal
advantages of trade liberalisation and WTO membership. Conversely, without the
introduction of high-tech information technology, brought about through trade agreements,

the education reform programme will be under-resourced. In these circumstances this
information technology may fail and can be seen as disaster for Oman. Oman is a country
with a history, which is distinguished by looking outward. It is more liberal than many of its
neighbours and is very interested in maintaining international links with the other parts of the
world. It is into this geo-political domain that the research has resonances.

In that context the Omani educational system has recently been exposed to thorough
review, particularly by external and independent educational expertise. The most recent of
these was a World Bank mission (World Bank, 2001)34. The Bank in its unpublished report

34
Country Report: (Unpublished Report available on request front the World Bank).
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stated that "no other country has made such formidable progress in such a short time." The
Bank report quotes particularly such achievements as the phenomenal increase in elementary
education enrolment, the progressively decreasing rate of illiteracy, and the shrinking gender

gap. This means that a firm ground base of the current "Omani Basic Education Reform"
and other measures, both local and international, and designed to bring Omani education
close to modern global changes and requirements seemed to be well catered for.

The education reform policies of the later 1990s resulting from the 20:20 Vision and
the (RDGE) take into consideration the impact of globalisation in curriculum reform. In
order to achieve a curriculum that is standards-driven and focuses on student learning and

performance measures, Oman's policy-makers have proposed several necessary changes.

These changes resulted in the progression of the educational philosophy from a

behaviourist approach, that maintains learning is externally controlled by the teacher, to a

more constructive perspective, which maintains that learning is more of a active process

(Ryan and Copper 2001). These changes have been included curriculum reform.

The most important structural change proposed by the reform is the elimination of
the hierarchical and centralised control of the education process, in favour of a more

decentralised regional and local control structure. The central control has been reduced to

defining and prescribing a broad framework of (core) curriculum and standards. This
curriculum includes not only changes in subject matter, language skills, mathematics, science
and social history, but also the way instruction is delivered, and the way performance is
assessed. It becomes apparent that curricular innovations are supportive of a view of society
as part of a globalising political, economic, and technological world.

For several decades, globalisation and its effects have been a concern of many

nations, particularly in relation to their ability to participate competitively in an international
society (Walker & Dimmock 2000). In an effort to maximise their ability to participate in a

global society, countries like Oman have had to restructure their system of education.
Quality education is critical to a nation's success in a global society. Evidence has

shown that good education and high literacy rates directly have an impact on wages as well
as the ability of developing countries to increase their productivity and competitiveness (e.g.
Brown & Lauder 1996; Pellerin 1996; Spybey 1996). Therefore, for high-growth, for
countries like Oman, globalisation will be economically and educationally advantageous and
will become necessary for these countries to successfully participate in a global issues (Hon
1994). Thus as a result of the need to adapt to the structures and practices of developed
nation in order to gain prominence in the world society, Omani educational policies are in a

state of transformation.
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In addition, as the staff of expatriate teachers in Oman is shrinking, since teacher-
training standards were expanded in the 1990s, the control over classroom practices by the
Ministry of Education has taken a higher educational priority of globalisation. As a result,
the curriculum design was changed from content-based to standards-based. Finally, the
traditional method of teaching where the teacher playing the role as a transmitter of

knowledge to the role of facilitator of learning is facilitated. Together with the curriculum
changes, students' roles are expected to change from those of receivers of knowledge to
those of active learners.

Therefore it is very important for Omani principals and teachers to see their central
role in the efficacious implementation of the curriculum reform programme. It is essential
that these professionals recognise that their contribution to the implementation process goes

beyond educational concerns to the very backbone of the Omani society - that is to Oman's
future economic performance in a highly competitive world market.

This present study contends that educational leadership is the primary factor for
successful implementation of the Reform. Indeed, a shared leadership framework is
recommended that will enhance the Omani educational system's ability to realise the visions
of the 20:20 Vision and achieve the economic goals of the RDGE.

It has sought to delineate and measure the current leadership practices of principals
and teachers in the Omani secondary schools that will implement the standards-based
curriculum. This researcher has identified six factors that are considered to be essential

components of the shared leadership that would be appropriate for this task in Oman. These
six factors (discussed in detail in Chapter Four) are sharing vision, developing values,

seeking improvement, building relationships, developing collaboration, and building
accountability. The primary focus of this research was to determine the extent to which
these six factors are being implemented, and whether they would indicate that a collaborative
culture exists within the Omani secondary schools that would facilitate successful realisation
of the RDGE.

Since this study presents an initial assessment of the current leadership structure
within secondary schools in Oman, there are no formal comparisons that can be made
between the variables measured here and any prior information that we have. Evidence of
facilitative leadership from the present study requires the presence of a significant statistical
association between teachers' perceptions of their own leadership behaviour. The magnitude
of these associations, as well as the magnitude of the perceptions must also be considered.

From these data many suggestions can be made to aid in the Reform effort. Two
such suggestions seem pertinent. Firstly, from the comments of teachers suggest that teachers
need to be educated regarding the RDGE. In addition to the analyses of the data, teachers'
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suggestions for the reform indicate that they may not be aware that their suggestions are

indeed anticipated by the Reform. Secondly, including the organisational 'followers' (i.e.
teachers) in this study has provided data that illustrates clearly that teachers do not currently
see themselves and/or feel as though they can be effective proponents of such changes in the
Reform. Indeed teachers at some schools indicated that they are not even aware of how the
curriculum is determined. Plans to promulgate Reform initiatives to teachers should include
teachers as necessary and active proponents of the Reform, rather than simply educating
and/or informing them. As suggested by Smith and Scott (1990) it appears necessary from
these data that efforts are made so that teachers believe that they are essential to the efforts,
in addition to their being instructed on the goals of the Reform and the manner in which
those goals will be realised. In addition to the perceptions of the teachers, the perceptions of
the principals are particularly illustrative on this point. Principals rated both seeking

improvement and sharing vision lowest, whether they were assessing their own behaviours or

those of their teachers is not clear.

Although anecdotal, several of the comments made by teachers, in response to

principals who clearly worked to involve teachers in the decision-making, indicate that this
behaviour by principals is highly motivating. It seems that this issue is one that can be
addressed relatively easily and immediately. For example, principals can be educated about
this principle, in both basic and practical terms. However, there is an issue of trust that can

arise from such training. If a principal does not ordinarily involve others in decision-making,
then a sudden transition to the opposite behaviour of involving others in decision making,
could make the teachers suspect some other motive by the principal. Therefore, if decision¬
making processes involves the teachers, then the behavioural changes that accompany this
transition will be perceived more accurately.

The literature review of the study reveals that the 20:20 vision and the RDGE should
have a significant impact on the development of education in Oman. Therefore, these are

essential for the stakeholders and everyone who works in the reform process. However,
there are many challenges that need to be addressed and solved in order to implement the
intended reform and to achieve the required aims and objections. One of these challenges is
the limited awareness of teachers and principals of the RDGE. Results of this study indicated
that sharing vision was lower than the other factors. Therefore, the Ministry of Education
should enable teachers, principals, parents and other related individuals in the society to have
a clear vision and understanding of the RDGE. Principals and teachers should be encouraged
to inform parents about their school's aims.

This awareness program can be implemented through the media (TV, Radio and

newspapers) or through school meetings and parent-teacher conferences. There are still some
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expatriate teachers who are teaching the basic education in the secondary level, and are not
aware of the aims and objective of the reform education in Oman. Therefore, orientation
programs for these teachers might be included in the discussion of the RDGE.

Some professional and educated parents can also be asked to participate in the
awareness program. Such participation may include conveying to other parents their
children's experience with the reform of basic education, and what kind of follow-up is
expected from parents. According to Nias. J. (1986), positive leadership characterised by
explicit aims for the school as a whole, within limits to negotiation, a high standard of
personal commitment and professional competence, support and encouragement for
individuals, the capacity to create a sense of cohesion within the school as a whole.

The second cycle of Basic education (grade 5-10) is starting in the next academic
year 2001/2002, and the Ministry of Education needs to start its campaign to explain to

parents and educators the main objectives and aims of this cycle by involving more

professional leaders in such campaign in order to gain more support and co-operation.

Participation in decision making may enable teachers to have more knowledge and

understanding about sharing vision. Teachers should be involved in attending seminars to

discuss all aspects related to education in the 20:20 vision and the RDGE. Participation in
decision making enhances responsibility, co-operation, and decentralisation. Furthermore, it
increases care, involvement and achievement.

The results of this study revealed that sharing vision has a significant impact on the
results of collaboration and seeking an improvement; yet seeking improvement and sharing
vision were rated lower than all other factors. I may conclude from such results that if more

effort and attention are given to clarify vision to all related parties, co-operation and seeking
improvement would consequently be rated higher.

Comments of one of the respondents indicated that heavy teaching load is preventing
this teacher from collaboration. Although this complaint was not mentioned by other
respondents, the teaching load needs to be reconsidered in order to guarantee motivation for
collaboration.

Good relationship, job satisfaction, and respect were identified by the respondents as

very important factors of motivation. Principals can stimulate teaching to have a positive
collaboration in the school environment. Therefore, principals should be trained on

techniques of increasing teachers' satisfaction and morale such as delegation in decision

making, recognition and encouragement of good work of the teachers, who put in extra
efforts to the reform, building trust care and respect.
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Lack of training for both teachers and principals seemed to be a major concern for
some of the respondents of this study. Continued professional development is desirable and
essential for all occupants of supervisory and managerial positions in schools. A main
function of training should be to assist principals and teachers to master the new skills of
teaching and supervision that are required in the reform process. These skills may include
teaching of applying of the information technology into the curriculum, new ways to assess

innovation of students, and in cooperation of extra curriculum activities. Training of

principals can focus on motivation and job satisfaction of teachers, introducing teachers to

new materials of teaching methods, time-tabling, school records, staff supervision and staff

appraisal and accountability, March (1974) suggest that training of principals should include
fundamental skills of administration and basic technology skills. He states that "The

graceful wisdom of an educated person is not enough. An administrator needs to be

competent both in the fundamental skills of administration and in the basic technology.
Administration is a job, and it calls for talents and some of these talents are learnable.

The increasing number of basic education schools in Oman will require more

training centres to be established in various education districts. Schools have to establish

strong relationship with the colleges of education in their region in order to benefit from
their professional human resources. Teachers and principals should be involved in

identifying their training needs. Specialist and technicians of the learning resource centre

should not be left out of the training process. They need special training on curriculum
application to information technology. The Ministry of Education cannot rely only the
training by the colleges of education. The training of trainers is very important and senior
staff should be prepared through post-graduate studies to become trainers across all of Oman.

Training centres need to be increased and fully equipped to meet the reforms needs.

The longer terms of schooling, and the rotation of students classes and the co¬

ordination of activities in basic education schools in Oman require a good management of
timetabling and use of buildings and facilities. The need for a more sophisticated timetable
for regulating the work of the school and rationing the use of the building and facilities in an

orderly fashion becomes a major concern to every principal. Yet, the conversion of some old
schools buildings to become basic education schools created a difficulty for the principals in
terms of managing facilities. Some of these buildings require additional classrooms and

laboratory space that are necessary for the implementation of the new curriculum.
Classrooms for arts, music, and physical education require special design of buildings.
Increasing the number of new schools buildings of basic education requires sufficient capital
expenditure to be secured in the Ministry's budget. The trends of applying information
technology into the curriculum necessitate the need for phone lines and Computer network
servers to be installed in the design of the school buildings.
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This research also indicates that at least some of those surveyed believe that there
are pertinent conflicts in values between Omani and non-Omani teachers, as they pertain
directly to the goals of the Reform. This information was indirectly obtained by unsolicited
comments and interview from both principals and teachers, and was not a particular focus of
the present study and this concern may be researched further. If indeed there are differences
in values, then it is probable that such differences could hinder the Reform process. Certain
shared values have been argued here as critical for a successful transition. This issue may be

particularly troublesome, however, since values cannot easily be trained for these
individuals. On this report, perhaps programmes to educate staff about differing values, or

programmes for integrating or respecting values may be useful.

Once the curriculum in Oman is fully implemented, it will be critical to evaluate
whether it does in fact achieve its intended goals. Ultimately, the Ministry of Education will
seek thorough appraisal and evaluation of its curriculum reform to establish whether a

standards-based curriculum addresses the needs of both students and Oman in the globalised
world. This will require continual monitoring, evaluations and adjustments at all levels.
Internal evaluation at each level will benefit progress toward successful implementation by
quickly identifying and solving problems that will undoubtedly arise. This would allow all
levels of the educational system in Oman to be informed about what progress has been made
and achieved and what needs to be done to ensure successful overall implementation of the

RDGE in Omani schools.

Conclusion and Comments

In conclusion, the success of the education reform in Oman depends on many

interrelated coherent factors. These can be summarised as:

Sharing vision about aims and objective of education in
Oman with all interested parties.

Collaboration between students, teachers, principals, and
parents.

Collaboration between schools colleges of education,
universities, and public and private enterprises.

Continuous training and professional development of
teachers, principals and academic support staff by in-service

re-training courses or to further post graduate studies, and

Providing sufficient funds and technological resources for

existing and new schools and expand this existing facilities
to meet the needs.
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The education reform in Oman cannot be successful without sufficient support and

co-operation from all concerned groups and institutions. Principals and teachers have to
establish contacts with colleagues, and strengthen their relationship with colleges for
education regulating teaching practices and in-service courses.

It may become important for further research to focus upon the progress of the

development of collegial and moral leadership within the ranks of Oman's secondary school

teaching force. [For this style of leadership has been seen as a key component of the success

(or otherwise) of educational reform in Oman].
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foster a culture of collaboration amongst staff.

The University of Edinburgh would be extremely grateful if you would
participate in this research by responding to the enclosed questionnaire.

I would like to thank you in anticipation of your support for this work.

Yours sincerely,

Dr Gari Donn and Prof Kenneth King
Supervisors

HEAD OF DEPARTMENT Janet Draper
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Appendix Two

Principal Leadership Survey (P.L.S.)-- Self

Please read each of the following statements carefully, then rate yourself in terms of how
frequently you engage in the practice described. Record your answers by circling the
letter that corresponds to the frequency you have selected.

You are given five choices:

1. If you RARELY or NEVER do what is described in the statement, circle the letter A.
2. Ifyou do what is described ONCE IN A WHILE, circle the letter B.
3. Ifyou SOMETIMES do what is described, circle the letter C.
4. Ifyou do what is described FAIRLY OFTEN, circle the letter D.
5. Ifyou do what is described VERY FREQUENTLY or ALWAYS, circle the letter E.

In selecting your answers, be realistic about the extent to which you actually engage in
each behaviour. Do not answer in terms ofhow you would like to see yourself or in terms
ofwhat you should be doing.

Answer in terms of how you typically behave. For example, if you believe you stay
current on the most recent developments affecting your schoolfairly often, circle the letter
D. If you believe you stay current on the most recent developments affecting your school
once in a while, circle the letter B.

Please remember that there are no right or wrong answers, what is needed is your
thoughtful assessment of each item in the survey.

The teaching staff in your school will also complete the Principal Leadership Survey —

Other. Their responses will be treated confidentially. However, your name will not appear
in any of the survey questionnaire distributed to the teachers in your school.

1



School District
Please complete the following items.

1. Age (Please indicate number.):

2. Sex (Check one.): □ Female □ Male

3. Nationality □ Omani □ non-Omani

4. Number ofyears in administrative position(s) Years
(Please indicate number.)

5. Number of years as principal ofpresent school. Years
(Please indicate number.)

6. Year in which teaching certificate was obtained

7. Year in which administration certification was obtained

8. Highest level of education attained. (Check one.)

□ Teacher training institute diploma

□ Intermediate college for teacher training diploma

□ Bachelor's degree in education

□ Bachelor's degree other than education

Please indicate area of specialization

□ General diploma in education

□ Master's degree in education

□ Administrative certificate program

□ Other degree
(Please specify.)

2



Circle the letter that describes to what extent you believe you engage in the following
actions and behaviours.

Rarely
Once in a

While Sometimes
Fairly
Often

Very
Frequently

1. I ensure that policies, rules and
procedures reflect the values and
mission of the school.

A B c D E

2. I spend time and energy to ensure that
teachers develop a commonly held set
ofvalues.

A B c D E

3. I show teachers how their personal
success can become reality by
participating in the reform's success.

A B c D E

4. I give teachers support for their
efforts.

A B c D E

5. 1 positively contribute to the
implementation of teacher group's
action plans and projects.

A B c D E

6. I encourage teachers to feel good
about their professional
accomplishments.

A B c D E

7. I treat others with dignity and respect. A B c D E

8. I share current educational information
and practices with teachers.

A B c D E

9. I keep informed of innovations in
teaching and learning.

A B c D E

10. I base reform decisions on evidence
obtained through experience and
collaborative discussion with

colleagues.

A B c D E

3



Rarely
Once in a

While Sometimes
Fairly
Often

Very
Frequently

11. I inform teachers of my beliefs on how
to effectively run this school.

A B c D E

12. I describe the kind of future I would
like us to create together for this
school.

A B c D E

13. I encourage teachers to think about old
problems in new ways (with a new
perspective).

A B c D E

14. I clearly communicate a positive,
hopeful outlook for the implementation
of the reform.

A B c D E

15. I encourage teachers to share their
positive attitudes towards education
reform efforts.

A B c D E

16. I refer to the school's academic goals
when talking informally with teachers.

A B c D E

17. I involve teachers in planning actions
that are taken to implement reform
efforts.

A B c D E

18. I display actions that reflect my
philosophy of education.

A B c D E

19. 1 ensure that teachers set clear goals,
make plans, and establish milestones
for the reform efforts they undertake.

A B c D E

20. 1 involve teachers in decisions that
affect classroom practices.

A B c D E
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Rarely
Once in a

While Sometimes
Fairly
Often

Very
Frequently

21. I believe the school's curriculum
committee makes a significant
contribution to the school.

A B c D E

22. I look for innovative ways to improve
what we do.

A B c D E

23. I enrol in in-service programs so that I
can improve performance in the
classroom.

A B c D E

24. I challenge the way we do things. A B c D E

25. I work to secure intangible resources

(time, opportunities) for teachers who
are working on reform projects.

A B c D E

26. I tell stories about outstanding
achievements of students or teachers
which exemplify the importance of the
school's reform actions.

A B c D E

27. I use knowledge obtained through
experience and collaborative
discussion with colleagues to inform
curriculum decisions.

A B c D E

28. I experiment and take risks with new

approaches in my work even if there is
a chance of failure.

A B c D E

29. I direct attention to unnoticed aspects
of the school environment.

A B c D E

30. I express my appreciation when others
do a good job.

A B c D E

31. 1 apply policies, rules, and regulations
uniformly.

A B c D E
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Rarely
Once in a

While Sometimes
Fairly
Often

Very
Frequently

32. I get teachers to develop a sense of
ownership for the projects they
undertake.

A B c D E

33. I analyse the relationship between
student performance and test results of
student achievement.

A B c D E

34. I break down activities I manage into
achievable, manageable tasks.

A B c D E

35. I keep up to date about new policies
issued by the Ministry and Regional
District that have an impact on our
school.

A B c D E

36. I consistently practice the values that I
believe in.

A B c D E

37. I consider students' successful
academic performance as my prime
responsibility.

A B c D E

38. I communicate my confidence in the
abilities of teachers to achieve reform
efforts.

A B c D E

39. I develop co-operative relationships
among teachers.

A B c D E

40. 1 show concern for teaching conditions
by meeting with teachers to revise
undesirable conditions.

A B c D E

41. I look ahead and forecast what 1
believe the future will be like.

A B c D E

42. 1 create mutual trust among teachers
working on instructional problems.

A B c D E

Now, Please, Check that you have answered "EVERY QUESTIONS"
Please Turn Over

6



Please accept my thanks for taking the time to complete the survey

questionnaire.

We will appreciate if you take a few minutes to make some comments
relevant to this survey in case we have missed something important especially you
could give us your personal views about how the Reform has been implemented in
your school and what have been the changes which that school made because of the
Reform.

Any views which you will express will help this survey will be confidential,
and will be used for the survey purpose only

Make your comments here

7
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Appendix Two

Principal Leadership Survey (P.L.S.)-- Teachers

Please read each of the following statements carefully, then rate your principal in terms of
how frequently she or he engages in the practice described. Record your answers by
circling the letter that corresponds to the frequency you have selected.

You are given five choices:

1. If he/she RARELY or NEVER does what is described in the statement, circle the
letter A.

2. If he/she does what is described ONCE IN A WHILE, circle the letter B.
3. If he/she SOMETIMES does what is described, circle the letter C.
4. If he/she does what is described FAIRLY OFTEN, circle the letter D.
5. If he/she does what is described VERY FREQUENTLY or ALWAYS, circle the

letter E.

In selecting your answers, be realistic about the extent to which the principal actually
engage in each behaviour. Do not answer in terms of how you would like to see your
principal or in terms ofwhat your principal should be doing.

Answer in terms of how your principal typically behave. For example, if you believe your
principal stay current on the most recent developments affecting your school fairly often,
circle the letter D. If you believe your principal stays current on the most recent
developments affecting your school once in a while, circle the letter B.

Please remember that there are no right or wrong answers, what is needed is your
thoughtful assessment of each item in the survey.
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School District
Please complete the following items.

1. Age (Please indicate number.):

2. Sex (Check one.)'. □ Female □ Male

3. Nationality □ Omani □ non-Omani

4. Number ofyears in teaching. (Please indicate number.) Years

5. Number ofyears as teacher in present school. Years
(Please indicate number.)
Subject

5. Highest level ofeducation attained. (Check one.)

□ Teacher training institute diploma

□ Intermediate college for teacher training diploma

□ Bachelor's degree in education

□ Bachelor's degree other than education

Please indicate area of specialization

□ General diploma in education

□ Master's degree in education

□ Administrative certificate program

2



Circle the letter that describes to what extent you believe your principal engages in the
following actions and behaviours.

Rarely
Once in a

While Sometimes
Fairly
Often

Very
Frequently

1. This principal ensures that policies,
rules and procedures reflect the values
and mission of the school.

A B c D E

2. This principal spends time and energy
to ensure that teachers develop a

commonly held set of values.

A B c D E

3. This principal shows others how
personal success can become reality by
participating in the reform's success.

A B c D E

4. This principal gives teacher groups

support for their efforts.
A B c D E

5. This principal positively contributes to
the implementation of teacher groups'
action plans and projects.

A B c D E

6. This principal encourages teachers to
feel good about their professional
accomplishments.

A B c D E

7. This principal treats others with dignity
and respect.

A B c D E

8. This principal shares current
educational information and practices
with teachers.

A B c D E

9. This principal keeps informed of
innovations in teaching and learning.

A B c D E

10. This principal bases reform decisions
on evidence obtained through
experience and collaborative
discussion with colleagues.

A B c D E
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Rarely
Once in a

While Sometimes
Fairly
Often

Very
Frequently

11. This principal informs teachers of this
principal's beliefs on how to effectively
run this school.

A B c D E

12. This principal describes the kind of
future she/he would like us to create

together for this school.

A B c D E

13. This principal encourages me to think
about old problems in new ways (with
a new perspective).

A B c D E

14. This principal clearly communicates a

positive, hopeful outlook for the
implementation of the reform.

A B c D E

15. This principal encourages teachers to
share their positive attitudes towards
education reform efforts.

A B c D E

16. This principal refers to the school's
academic goals when talking
informally with teachers.

A B c D E

17. This principal involves teachers in
planning actions that are taken to
implement reform efforts.

A B c D E

18. This principal displays actions that
reflect her/his philosophy of education.

A B c D E

19. This principal ensures that teachers set
clear goals, make plans, and establish
milestones for the reform efforts they
undertake.

A B c D E

20. This principal involves teachers in
decisions that affect classroom

practices.

A B c D E

21. This principal states that this school's
curriculum committee makes a

significant contribution to the school.

A B c D E
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Rarely
Once in a

While Sometimes
Fairly
Often

Very
Frequently

22. This principal looks for innovative
ways to improve what we do.

A B c D E

23. This principal enrols in in-service
programs so that he/she can improve
performance in the classroom.

A B c D E

24. This principal challenges the way we
do things.

A B c D E

25. This principal works to secure
intangible resources (time,
opportunities) for teachers who are

working on reform projects.

A B c D E

26. This principal tells stories about
outstanding achievements of students
or teachers, which exemplify the
importance of the school's reform
actions.

A B c D E

27. This principal uses knowledge
obtained through experience and
collaborative discussion with

colleagues to inform curriculum
decisions.

A B c D E

28. This principal experiments and takes
risks with new approaches in his/her
work even if there is a chance of
failure.

A B c D E

29. This principal directs attention to
unnoticed aspects of the school
environment.

A B c D E

30. This principal expresses her/his
appreciation when teachers do a good
job.

A B c D E

31. This principal applies policies, rules,
and regulations uniformly.

A B c D E
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Rarely
Once in a

While Sometimes
Fairly
Often

Very
Frequently

32. This principal gets teachers to develop
a sense of ownership for the projects
they undertake.

A B c D E

33. This principal analyses the relationship
between student performance and test
results of student achievement.

A B c D E

34. This principal breaks down activities
into achievable, manageable tasks.

A B c D E

35. This principal keeps up to date about
new policies issued by the Ministry and
Regional District that have an impact
on our school.

A B c D E

36. This principal consistently practices the
values that the principal believes.

A B c D E

37. This principal considers students'
successful academic performance as
her/his prime responsibility.

A B c D E

38. This principal communicates her/his
confidence in the abilities of teachers
to achieve reform efforts.

A B c D E

39. This principal develops co-operative
relationships among teachers.

A B c D E

40. This principal shows concern for
teaching conditions by meeting with
teachers to revise undesirable
conditions.

A B c D E

41. This principal looks ahead and
forecasts what she/he believes the
future will be like.

A B c D E

42. This principal creates mutual trust
among teachers working on
instructional problems.

A B c D E

Now, Please, Check that you have answered "EVERY QUESTIONS"
Please Turn Over.
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Please accept my thanks for taking the time to complete the survey
questionnaire.

We will appreciate if you take a few munites to make some comments
relevant to this survey in case we have missed something important especially you
could give us your personal views about how the Reform has been implemented in
your school and what have been the changes which that school made because of the
Reform.

Any views which you will express will help this survey will be confidential,
and will be used for the survey purpose only

Make your comments here
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Appendix two

Collaborative Culture Survey (C.C.S)-- Teacher

Please read each of the following statements carefully, then rate yourself in terms of how
frequently you engage in the practice described. Record your answers by circling the
letter that corresponds to the frequency you have selected.

You are given five choices:

1. If you RARELY or NEVER do what is described in the statement, circle the letter A.
2. If you do what is described ONCE IN A WHILE, circle the letter B.
3. If you SOMETIMES do what is described, circle the letter C.
4. Ifyou do what is described FAIRLY OFTEN, circle the letter D.
5. If you do what is described VERY FREQUENTLY or ALWAYS, circle the letter E.

In selecting your answers, be realistic about the extent to which you actually engage in
each behaviour. Do not answer in terms of how you would like to see yourselfor in terms
of what you should be doing.

Answer in terms of how you typically behave. For example, if you believe you stay
current on the most recent developments affecting your school fairly often, circle the letter
D. If you believe you stay current on the most recent developments affecting your school
once in a while, circle the letter B.

Please remember that there are no right or wrong answers, what is needed is your
thoughtful assessment of each item in the survey.
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Circle the letter that describes to what extent you believe you engage in the following
actions and behaviours.

Rarely
Once in a

While Sometimes
Fairly
Often

Very
Frequently

1. I rethink some of my teaching routines
that I have taken for granted when
these routines are challenged by other
teachers.

A B c D E

2. I encourage fellow teachers to think
about old problems in new ways (with
a new perspective).

A B c D E

3. I refer to the school's academic goals
when talking informally with fellow
teachers.

A B c D E

4. I work to achieve a consensus of

opinion among teachers concerning
reform efforts.

A B c D E

5. I believe the school's curriculum
committee makes a significant
contribution to the school

A B c D E

6. 1 look at reform decisions as evidence
obtained through experience and
collaborative discussion with

colleagues.

A B c D E

7. I join fellow teachers in celebrating
accomplishments.

A B c D E

8. I tell stories about outstanding
achievements of students or other

teachers, which exemplify the
importance of the school's reform
actions.

A B c D E

9. When decision making opportunities
arise. I promote actions that advance
reform efforts.

A B c D E

2



Rarely
Once in a

While Sometimes
Fairly
Often

Very
Frequently

10. I keep up to date about the new
policies issued by the Ministry and
Regional District that have an impact
on our school.

A B c D E

11. I believe the school's curriculum
committee has made changes that have
a positive impact on student academic
achievement.

A B c D E

12. I consider students' successful
academic performance as my prime
responsibility.

A B c D E

13. I look for feedback, other than formal
test results, of student performance.

A B c D E

14. I find working on school projects with
other teachers more rewarding than
working independently.

A B c D E

15. I display actions that reflect my
philosophy ofeducation.

A B c D E

16. I discuss innovations that focus on the

improvement of instructional strategies
with other teachers.

A B c D E

17. 1 participate in teacher groups that plan
actions that will be taken.

A B c D E

18. I look for feedback, other than the
formal evaluation system, about my
performance.

A B c D E

19. I evaluate teaching strategies and
materials to select those that best meet

students' needs.

A B c D E

20. I work co-operatively with fellow
teachers.

A B c D E
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Rarely
Once in a

While Sometimes
Fairly
Often

Very
Frequently

21. I enrol in in-service programs so that I
can improve performance in the
classroom.

A B c D E

22. I communicate my confidence in the
abilities of my fellow teachers to
achieve reform efforts.

A B c D E

23. I seek out challenging opportunities
that test my skills and abilities.

A B c D E

24. I give fellow teachers support for their
efforts.

A B c D E

25. I break down projects I undertake into
achievable, manageable tasks.

A B c D E

26. I clearly communicate a positive,
hopeful outlook for the implementation
of the reform.

A B c D E

27. I treat others with dignity and respect. A B c D E

28. I experiment and take risks with new

approaches in my work even if there is
a chance of failure.

A B c D E

29. I consistently practice the values held
by fellow teachers and the principal.

A B c D E

30. I look ahead and forecast what I
believe the future will be like.

A B c D E

31. I ensure that teachers set clear goals,
make plans, and establish milestones
for the reform efforts we undertake.

A B c D E
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Rarely
Once in a

Wbile Sometimes
Fairly
Often

Very
Frequently

32. I take an active interest in my work. A B c D E

33. I take actions to ensure that students

perform well on national and local
achievement tests.

A B c D E

34. I show fellow teachers how their

personal success can become reality by
participating in the reform's success.

A B c D E

35. I encourage fellow teachers to adhere
to the values we commonly hold.

A B c D E

36. I discuss with fellow teachers the kind
of future I would like us to create

together for this school.

A B c D E

37. I propagate policies, rules and
procedures, which reflect the values
and mission of the school.

A B c D E

38. I encourage fellow teachers to feel
good about their professional
accomplishments.

A B c D E

39. I look for innovative ways to improve
what we do.

A B c D E

40. I share current educational information
and practices with fellow teachers.

A B c D E

41. I appeal to fellow teachers to share
their dreams for the future.

A B c D E

42. I believe teachers display mutual trust
toward each other.

A B c D E

Now, Please, Check that you have answered "EVERY QUESTIONS"

Please Turn Over
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Please accept my thanks for taking the time to complete the survey
questionnaire.

We will appreciate if you take a few minutes to make some comments
relevant to this survey in case we have missed something important especially you
could give us your personnel views about how the Reform has been implemented in
your school and what have been the changes which that school made because of the
Reform.

Any views which you will express will help this survey will be confidential,
and will be used for the survey purpose only

Make your comments here
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Appendix Two
Collaborative Culture Survey (C.C.S) ~ Principal

Please read each of the following statements carefully, then rate your staff in terms of how
frequently they engage in the practice described. Record your answers by circling the
letter that corresponds to the frequency you have selected.

You are given five choices:

1. If they RARELY or NEVER do what is described in the statement, circle the letter A.
2. If they do what is described ONCE IN A WHILE, circle the letter B.
3. If they SOMETIMES do what is described, circle the letter C.
4. If they do what is described FAIRLY OFTEN, circle the letter D.
5. If they do what is described VERY FREQUENTLY or ALWAYS, circle the

letter E.

In selecting your answers, be realistic about the extent to which the staff actually engage in
each behaviour. Do not answer in terms of how you would like to see your staff or in
terms ofwhat your staff should be doing.

Answer in terms of how your staff typically behave. For example, if you believe your staff
stays current on the most recent developments affecting your school fairly often, circle the
letter D. If you believe your staff stays current on the most recent developments affecting
your school once in a while, circle the letter B.

Please remember that there are no right or wrong answers, what is needed is your
thoughtful assessment of each item in the survey.

The staff in your school will also complete the Collaborative Culture Survey — Self. Their
responses will be treated confidentially.
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Circle the letter that describes to what extent you believe your staff engages in the
following actions and behaviours.

Rarely
Once in a

While Sometimes
Fairly
Often

Very
Frequently

1. This school's teachers rethink some of
the teaching routines that they have
taken for granted when these routines
are challenged by me or other teachers.

A B c D E

2. This school's teachers encourage each
other to think about old problems in
new ways (with a new perspective).

A B c D E

3. This school's teachers refer to the
school's academic goals when talking
informally with each other.

A B c D E

4. This school's teachers work to achieve
a consensus of opinion among them
selves concerning reform efforts.

A B c D E

5. This school's teachers believe the
school's curriculum committee makes
a significant contribution to the school

A B c D E

6. This school's teachers look at reform
decisions as evidence obtained through
experience and collaborative
discussion with colleagues.

A B c D E

7. This school's teachers join others in
celebrating accomplishments.

A B c D E

8. This school's teachers tell stories
about outstanding achievements of
students or other teachers which

exemplify the importance of the
school's reform actions.

A B c D E

9. This school's teachers use decision

making opportunities to promote
actions that advance school reform
efforts.

A B c D E

10. This school's teachers keep up to date
about the new policies issued by the
Ministry and Regional District that have
an impact on our school.

A B c D E
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Rarely
Once in a

While Sometimes
Fairly
Often

Very
Frequently

11. This school's teachers believe the
school's curriculum committee has
made changes that have a positive
impact on student academic
achievement.

A B c D E

12. This school's teachers consider
students' successful academic

performance as their prime
responsibility.

A B c D E

13. This school's teachers look for

feedback, other than formal test
results, of student performance.

A B c D E

14. This school's teachers find working on
school projects with other teachers
more rewarding than working
independently.

A B c D E

15. This school's teachers display actions
that reflect their philosophy of
education.

A B c D E

16. This school's teachers discuss
innovations that focus on the

improvement of instructional strategies
with other teachers.

A B c D E

17. This school's teachers participate in
teacher groups that plan actions that
will be taken.

A B c D E

18. This school's teachers look for

feedback, other than the formal
evaluation system, about their
performance.

A B c D E

19. This school's teachers evaluate

teaching strategies and materials to
select those that best meet students'
needs.

A B c D E

20. This school's teachers work co¬

operatively with fellow teachers.
A B c D E
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Rarely
Once in a

While Sometimes
Fairly
Often

Very
Frequently

21. This school's teachers enrol in in-
service programs so that they can

improve performance in the classroom.

A B c D E

22. This school's teachers communicate
their confidence in the abilities of
teachers to achieve reform efforts.

A B c D E

23. This school's teachers seek out

challenging opportunities that test their
skills and abilities.

A B c D E

24. This school's teachers give there
colleagues support for their efforts.

A B c D E

25. This school's teachers break down

projects they undertake into
achievable, manageable tasks.

A B c D E

26. This school's teachers clearly
communicate a positive, hopeful
outlook for the implementation of the
reform

A B c D E

27. This school's teachers treat others with

dignity and respect.

A B c D E

28. This school's teachers experiment and
take risks with new approaches in their
work even if there is a chance of
failure.

A B c D E

29. This school's teachers consistently
practice the values held by teachers
and the principal.

A B c D E

30. This school's teachers look ahead and
forecast what they believe the future
will be like.

A B c D E

31. This school's teachers, when working
in-groups, set clear goals, make plans,
and establish milestones for the reform
efforts they undertake.

A B c D E
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Rarely
Once in a

While Sometimes
Fairly
Often

Very
Frequently

32. This school's teachers take an active
interest in their work.

A B c D E

33. This school's teachers take actions to

ensure that students perform well on
national and local achievement tests.

A B c D E

34. This school's teachers show each other
how their personal success can become
reality by participating in the reform's
success.

A B c D E

35. This school's teachers encourage each
other to adhere to the values they
commonly hold.

A B c D E

36. This school's teachers discuss with
each other the kind of future they
would like us to create for this school.

A B c D E

37. This school's teachers enforce policies,
rules and procedures, which reflect the
values and mission of the school.

A B c D E

38. This school's teachers encourage each
other to feel good about their
professional accomplishments.

A B c D E

39. This school's teachers look for
innovative ways to improve what they
do.

A B c D E

40. This school's teachers share current

educational information and practices
with each other.

A B c D E

41. This school's teachers appeal to each
other to share their dreams for the
future.

A B c D E

42. This school's teachers display mutual
trust toward each other.

A B c D E

Now, Please, Check that you have answered "EVERY QUESTIONS"
Please Turn Over

5



Please aeeept my thanks for taking the time to complete the survey
questionnaire.

We will appreciate if you take a few minutes to make some comments
relevant to this survey in case we have missed something important especially you
could give us your personal views about how the Reform has been implemented in
your school and what have been the changes which that school made because of the
Reform.

Any views which you will express will help this survey will be confidential,
and will be used for the survey purpose only

Make your comments here
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Appendix Three

Principal Interview Questions for Survey Follow up

1) How do you and/or staff members communicate a positive, hopeful outlook
for this school and demonstrate enthusiasm for this future state?

2) Can you describe any actions taken by staff members and/or you that are
consistent with values shared by the members of this school? Please
identify the value(s) .

3) Can you describe any actions taken by you that communicate to staff
members your willingness to innovate and experiment, or to search for new
ways to do things?

4) How are school staff members involved in planning and decision making?
Describe specific examples of actions you have taken to make staff
members feel valued and to involve them in planning and decision making.

5) Describe actions you have taken or incidents that have occurred that you
feel facilitate and help the development of collaborative practices among
your staff members?

6) In top-down organisations compliance is usually the standard response to
new directions and programmes. Today's literature supports team
structures with shared planning and decision making. The Compact calls
for the sharing of leadership and accountability among building members.

• Describe incidents (examples) of leadership you have seen staff
members demonstrate.

• Do you see teachers assuming responsibility and accountability for
projects/programmes with shared planning/decision making? Are
they more enthusiastic and determined to persevere and see such
plans/decisions succeed? Please give examples.

7) Based upon your experiences with collaborative practices as defined in
The term Educational Reform, what do you think principals should know
about or acquire knowledge of to implement collaborative leadership-
getting teachers to work together and with principals for educational
improvement?

8) How do you believe collaboration and shared decision making among
teachers and with principals will benefits the students and academic
programmes in your school?
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Appendix Three

Teacher Interview Questions for Survey Follow Up

1) How does your principal and/or staff members communicate a positive,
hopeful outlook for this school and demonstrate enthusiasm for this future
state?

2) Can you describe any actions taken by your principal and/or staff members
that are consistent with the values shared by the members of this school?
Please identify the value(s).

3) Can you describe any actions taken by your principal that communicate to
staff members her/his willingness to innovate and experiment, or to search
for new ways to do things?

4) How does your principal involve staff member in planning and decision
making? Describe specific examples of actions your principal has taken to
make staff members feel valued and to involve them in planning and
decision making.

5) Describe actions your principal has taken or incidents that have occurred
that you feel facilitate and help the development of collaborative practices
among staff members?

6) The Educational reform calls for the sharing of leadership and
accountability among building members. Please give specific examples of
how this is accomplished in your school. Describe incidents (examples) of
leadership you have seen staff members demonstrate.

7) How do you believe collaboration and shared decision making among
teachers and with principals benefits the students and academic
programmes in your school?
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Appendix Four

Principal Comments of the Questionnaire
9 Regions ( 36 Schools)
(721 >rincipals ) (Only 23 Principals provided comments)
No. Region Comments

1

(R1 PI) The administration development methods may include every aspect
of the theoretical parts. The research did not include other roles
played by administration specialists such as the social specialists, the
librarians and the laboratory keepers. All of whom are considered a
basic element of the education reform and school administration *
Most of the questionnaire questions are ambiguous and need more
clarification to be answered. This denies credibility when giving
views. Thus they could be worth if they were easy and close to the
real field.

2

The questionnaire covers most issues of the proposed study.
It is comprehensive.
It focuses on the importance of the relationship between the
school staff.
It emphasises the effects of returning to moral values in enriching
the education process.

3

(R1 P2)
This questionnaire is characterised by :

Comprehensiveness
Precision
Makes allowance for the psychological aspects.
Focuses on the effects of moral aspects.

4
Lack of school curriculum committee. Every female teacher group of
the subject makes analysis and criticism to their curriculum.

5

(R2 PI) Since the outset of the school various programmes in the
development of the teacher profession were implemented, small
workshops at the school level were conducted to draft the education
objectives of teaching methods. In the field of students :
Since the outset of school intensified lessons were being given every
week on Thursdays. Outstanding students were being honoured
through top students programmes.

6 The research includes all the administrative points, which contribute
to the success of the educational process.

7 The school developed a programme for exchange of visits between
the female teachers of all subjects.

8

(R2 P2)
First of all I would like to thank the researcher for the efforts he made
and I wish him all the success. As concerning the research points, I
think they are sufficient and covered all the administrative and
technical aspects.
We hope that the efforts exerted by the teaching staff will be
honoured by the ministry through honouring the outstanding teacher.



No. Region Comments
9 The research includes all the administrative points which

contribute to the success of the educational process.

10

(R3 PI)

I hope that the field feedback would be given more
consideration prior to taking any decision or developing some
education policies

11

(R3 P2) Sound educational principles should be prepared so as to
determine the levels of the students who will join the academic
field in a manner that will ensure better results to all those
concerned with the education learning process.

12

(R4P1) No school curriculum committee exists, but the contribution is
made by the school administration in the educational district
and followed by studies and development of the curriculum to
such standard suitable to the students capabilities.

13 Lack of school curriculum committee
14 Most schools lack the school curriculum committee.
15 (R4 P2) Lack of School curriculum committee

16 Lack of school curriculum committee
17 (R5 PI) Item (20) is not adopted in the school

18 No comments The questionnaire is comprehensive and needs
no additions

19 (R5 P2) Item (5) and (11) are not adopted in the school

20
The questionnaire is comprehensive and includes the steps
taken by our school to implement the education reform.

21

(R6 PI) For an ideal work within the school and to achieve the

projected objective, the following should be considered:
1) The principal opinion shall be heard and respected by the

concerned officials as being considered in the first place as
the man of the field.

2) The school principals shall be involved in the selection of
expatriate teachers.

3) The general education schools shall be provided with
modern teaching methods so as to cope with the rapid
progress in the field of educational teaching process.

4) Large secondary schools should be provided with a suitable
specialised administrative group and social specialists
should be recruited and assigned to each school.

y



No. Region Comments

22

(R6 P2) Steps taken to implement the education reform .

1) Application of observation class periods for the female
teachers particularly new recruits so as to develop their
skills and to benefit from the existing human experience as
a source of learning resources.

2) Conducting workshops on the self learning concept and
activating it within the classrooms so as to encourage
students to apply this concept.

3) Issuing leaflets on the modern means and methods of
teaching.

23

(R9 PI) 1) Students delay at the beginning of the school day.
Continuous closure of the gate at a fixed time prior to the
beginning of the assembly. Opening the gate after the
assembly and the student recorded absent and the class
period or assembly missing will be considered as a day of
absenteeism. If the parents made a suitable apology the
absenteeism will be deleted. This threatening method and
accepting the parent apology gives the students and the
parents an impression on the school system and its care for
the students interest.

2) Students innovation of teaching methods and teachers
guidance make the student confident of the subject and
implant the new piece of information in the student
memory.

3) The student knowledge of the laws and instructions
encourages the students to desire learning.



Appendix Four

Teachers Comments of the Questionnaire
9 Regions (36 Schools )
( 704 Teachers ) (Only 109 Teachers provided comments)

No. Region Comments

1

( R4 Tl) It is difficult for the teacher to answer most of the questions due
to lack of the knowledge of the principal activities and because
every one occupied with his own duties. How can the teacher
know the principal's self-profession development.
The respect and professional relationships are comparative
issues. Most of the relationships between the principal and
teachers are superficial work relationships due to work
pressures. All discussions between them are related to the
duties and work assignment and this will not create a clear
human relations and the reason behind this is the work pressure.

2

The problem lies within the centralised administration type. If
there is a decentralised type the planning of administration will
be better and the teachers and students conditions will improve.
There are laws not suitable for the students of this country
adopted by the ministry at its own discretion.

3

The principal involves all the teachers in the human aspects.
Also he is involved in solving the teachers problems so that the
educational process in all parts will succeed.

4
Conducting continuous administration courses to the principals,
their deputies and nominees together with the methods of
dealing with the teachers.

5 Lack of the school curriculum committee
6 Lack of the school curriculum committee
7 Lack of school curriculum committee stated in item (21)
8 Lack of school curriculum committee
9 Please take into consideration pressures on some male and

female teachers due to accumulation ofwork
Please use the research for the benefit of our Arab Muslim
world and not for the western world and other discreditable

purposes.
The principal is requested to take some rapid decisions without
retraction if those decisions are for the interest of the education

learning process such as :
To substitute the activities of the class periods of ( sporting,
artistry and family education) by specialisation subjects.
Particularly for those subjects which need more time provided
that this shall take place during the last month of the academic
year only and not throughout the year.

£



No. Region Comments
10 When distributing the activities among the female teachers it

should be considered that the subject serves this activity e.g. the
supervisor of the tours should be the teacher of the social
studies so as to determine the place and its scientific and
historical benefits as being more knowledgeable than any other
teacher.

11

(R4 T2) Consideration should be given to the latest technology such as
computer laboratories which should be put into action.
The teacher work shall focus on his specialisation and shall not
be occupied with other things which may adversely affect his
performance.

12

We are progressing towards a new millennium and would like
to draw attention to the use of the latest technologies such as
computers and consideration should be given to data tabulation,
reliance and old experiences and to concentrate on ideas rather
than academic studies.

13

The education process routine, lack of consideration of the
training programmes which cope with the progress and lack of
adoption of latest activities all result in frustration of both the
teacher and student.
Consideration should be given to the training programmes for
all new principals and to request them to adopt modern.
Teaching methods and to reconsider the status of the teacher.

14 Lack of school curriculum committee
15 Lack of school curriculum committee
16 No curriculum committee as stated in items (5 and 11).
17 Lack of school curriculum committee
18 No school curriculum committee as stated in items (5 and 11).
19 Preferably the principal completes a questionnaire on the

teacher as long as the teacher completes a questionnaire on the
principal.

20 Not sure about item (28)/
21 (R5 Tl) Many of the values do not exist in the school e.g. the school

curriculum committee
22 Dealing strictly with the reckless and trouble maker students or

those who frequently absent themselves together with
diversifying methods of punishment so as to become an

example to their colleagues.
The need for co-ordination ofefforts between the
administration and fellow teachers and to create a mutual trust

among them so as to work on structural problems.

0



No. Region Comments
23 The questionnaire addressed the future of education through

monitoring and forecasting, but this will not be achieved unless
the principals are impelled to express their views on what is
existing and what should take place.
The questionnaire focused on the pedagogic role of many and
completed to some extent the principal administrative authority
considering that the pedagogue part will be followed by the
supervisors

24 An appreciated effort but the Islamic values should be
implanted in the Islamic curriculum together with stregtherning
the relation between the school and the house so as to become a

connecting link between the two parties, thus performing the
education process in a better manner

25 1) The principal treatment to the teacher.
2) The principal appreciation to his subordinates.
3) Involvement of administration members in some issues.
4) Contribution in solving the students problems.
5) Application ofjustice among teachers.
6) Not to treat teachers courteously sometimes
7) Actual participation in the parents teachers council.
8) Questioning some teachers who create some problems

within the school.

9) Acting with an acceptable sensible mentality during
examinations period.

10) Consideration to be given to the students affairs with
provision of time to study in their houses.

26 1) Some questions are ambiguous and not
Clear.

2) Some questions relate to the principal not known to the
teacher and it cannot be forecasted by him.

27 1) Some questions seem to be not precise
in terms ofdrafting and contents e.g.

No(41) .

2) Some measurements cannot be scientifically specified.
3) Some measurements do not meet the scientific research

conditions in terms of precision such as : - "rarely"-
"sometimes" and he should mention "infrequently" at
times "infrequently often"

Some of the requested answers, the teacher has no chance to
review such as knowing the principal contribution to building
sound relationship between the school and the surrounding
environment

28 (R5 T2) My evaluation to the school administrative leadership is a
general evaluation of the leadership because the school
administration since my appointment is not permanent and I
have worked with many principals

n



No. Region Comments
29 The teacher rarely takes any decision or gives and opinion in

any subject he/she only executes the decision and circulars
received from the school or the directorate, he/she shall not
have the right to give his/her opinion or discuss such decisions
even if he/she believes they are not suitable.
The teacher shall implement any measure even if he/she is not
fully convinced what ever his/her opinion is. He/she is closely
connected with the students and the educational process and
he/she often faces situations that require reconsideration but
he/she has no authority to make changes because he/she is
governed by the laws and decisions.

30 I would like to mention that the curriculum committee is not the

responsibility of the school.
The success of the education process is the result of a
continuous interaction between three elements : the teacher,
the learner, the educational knowledge, therefore focus
should be on these three elements and to refrain from

anything that marginal or contrary to this interaction
particularly all administrative duties assigned to the teacher
which will burden his/her shoulder and decreases his/her
concentration on the education process.
The supporting factor which you spoke about in all the
administration structure but unfortunately the principal
solely distributes responsibilities I believe an advanced
administrative body shall be created to regulate the whole
structure.

More activation of the family role.
Updating the education curricular so as to cope with the
sciences and curricular progress.

31 These steps actually still not taken but I hope they will be taken
for the benefit of education reform:

More concern to be given to the teacher's educational
teaching process rather than concentration on
administration aspects.
More concern to be given to knowledge of the lesson to
be presented to the students than concentration on
secondary aspects which result in the loss of the lesson
contents.

Breaking the educational process routine for the student
who is occupied with seven class periods even the
teacher cannot hold the student accountable for not

benefiting from the library because he/she has not
enough time to visit the library during the break (almost
20 minutes) .

Care should be given by every fellow teacher to the application
of the dialogue method in lessons together with involvement of
students in making the lesson during the class period.

V



No. Region Comments
32 It is obweved that the modern educational resources are being

provided to the school but a serious Islamic Education is
required for the students so as to implant the moral values,
encourage desire of learning to be to the level of responsibility
and punctuality within the classroom. Thank you for your
efforts.

33

(R7 Tl) The principal cares for upgrading the
students level of learning in all stages
particularly the general secondary
stage.

All the questionnaire points are good and we have no
comments.

34

There is no enough time for the principal to adopt most
of the important points mentioned in this questionnaire
due to the responsibilities that burden his shoulder and
the routine which governs the education process which
is directed towards achieving good results regardless of
the adopted method. More over most of the principals
have no school administration background because they
are untrained teachers and sometimes not qualified for
this post , thus making use of their status . Therefore
there should be set up basis for the selection of the
principals not only by written or verbal tests but also
through their dealings and positions in life and tests to
their attitudes, values and behaviours because these are
the basic elements of their work.

35 (R7 Tl)

Certainly the development of the teaching methods and means
is the concern of every teacher who is ambitious to upgrade
his/her standard and achieve experience. Unfortunately this
does not exist in our schools or in other words there is no

development of the teaching process and the situation remains
still since our appointment. We hope that the development
process will find its way to our schools.

36

Through our day to day work with our principal we found that
she respect the teachers and creates mutual trust with the
teachers, in addition to addressing , caring and concentrating on
education objectives, resolving teaching problems and adapted
to the new developments with in the school, as well as
implanting in the students good values and principals.

37
Lack of curriculum committee .

Objective and projects are for the development of the
school such as the school building or fulfilment of the
cleaning competition aims.

A



No. Region Comments

38 (R7 T2)

The main objective of teaching is to create an educated
knowledgeable generation appreciating its religion
environment, country and human beings, but the current
education is far away from its main objective and cares for
other remote things. We pray to Allah All Mighty that situation
will return to normal.

39

I observed through my participation with the group of teachers
that we are an integrated co-operative group, but some believe
working alone is some sort of independence. All the time we
exchange ideas and discuss issues and projects related to
improvement of the teaching field.

40

(R9 Tl) 1) Data stated in page (2) decreases the
chance for giving objective views by the
Samples.

2) Some questions are not clear or not
Understandable by the individual e.g.
9(21).

41

1) To create co-operation and
harmonisation among all the teaching
staff.

2) To enhance the awareness of students through school
projects dealing with the various aspects whether cultural,
religious, social or sporting.

3) To motivate parents so as to follow-up the learning of their
children through meetings of the parents council and
discussion of the students problems and finding solutions to
such problems.

4) To prepare policies and strategies concerning the education
process inputs through visits to students and teachers in the
classrooms

42 (R9 Tl)

I think the expatriate principal should not complete this
questionnaire because he is not concerned with the future vision
of education and governed by the contract period.

43 Reform up to date is focusing on the first four classes of the
basic education stage and is still not including the secondary
stage.

44

To base with the parents to discuss the role of the house in
upgrading the level of the students learning . To utilise the weekly
activity class period and discussion of the students problems and
assisting them in finding proper solutions.

To direct the students to attentive reading by providing
useful books to the library.
To encourage students to participate in the school activities

groups, sports and culture clubs.

%
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45 It is important to select leading personalities for the

principal post.

46

Please appoint citizens in the post of principal rather
than expatriate because of the sensitivity of this post. If
the principal is an expatriate he will look into things
other than education reform process.
My experience as a teacher working with both citizens and
expatriates principals showed me the difference between
them and our aim is for the interest of the students and
school.
I hope that continuous training courses will be conducted to
principals together with focusing on the new and develop
education process.
The administration shall continuously be linked with the
principals and those who exerted efforts to develop the
education process should be honoured.

47

The principal is also responsible for regulation of the
activities within the classroom, which meet the students'
requirements for understanding the lessons such as the
different appliances, library books. Etc..

49 Some statements are not understandable and some proposals
are not applied in the Sultanate schools.

50 Statements are not clear and some points are not found in the
Sultanate schools such as the curriculum committee.

51

Statements for comments are not understandable or

ambiguous
Some points are not applied in the Sultanate schools
such as the curriculum committee.

52

(R9 Tl)

Statements are not specified, not clear and somewhat
ambiguous.
Some ideas or elements currently not
applied in our schools.

53 (R9 T2)

Mastering the subject is the basis for the teacher success
together with the experience in the sequence of events and
presenting them to the students in an understandable manner.

54

Lack of meeting of the teachers of some subjects in one room
and the considerable number of class periods for some teachers
minimises discussion of the reform issues. Also lack of

periodicals and new education books in the library and
disagreements among the teachers also prevent discussions.

^.
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55
Answering the questions could be in such a way contrary to the
stated in the questionnaire, therefore I suggest a space to be
provided for different opinions.

56

The Omani teacher should be instructed to bear his

responsibilities towards his country because he is the leader of
the education process, hence he should bear all the burdens in
order to be capable of fulfilling any reform and gradually
manage without the expatriates, as well as to endeavour for the
progress of his country and he should leave his duties whatever
they are to be carried out by others.

57

To implement the education reform the teacher should be
developed i.e. to get acquainted with the latest methods of
presenting the subject in such a way different from the present
method practiced by various teachers due to lack of training
course which equip the teacher with the latest methods and
technologies so as to innovate supporting methods for the
education reform. It should be noted that even if the training
courses are short but they are a mental refereshment and as f
believe they are essential means for education reform.

58 Lack of school curriculum committee.
59 Statements are not specified, not clear and somewhat

ambiguous.
Some ideas or elements are not

applied in our schools.

60 R8(T1)

The principal needs both moral and material support from
the concerned authorities so as to confront the school

problems related to the students.
He should have sufficient power to strictly enforce decisions
related to the students problems and behaviors so that the
students will feel that the matter is serious, thus they will
think twice of their behavioral manners. This will lead to

school stabilization and improve the education process.

y y
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61 R8(T1)

For the success of the education process, the administration
should take care of the curricular problems and those faced
by the teacher, as well as to decrease the load on teachers
and give concern to the students and school problems.
The principal and teachers shall deal with each other as equals.
Principal shall have the power to take decisions regarding
disruptive students and those who do not regularly attend class
periods, this will help in enhancing the educational process.

62

The questionnaire items are very good and to implement them in
real life is a difficult task and remains ideal in some aspects if we
take the principal actual and natural conditions into consideration.

An ideal condition should be provided for the school for the
success of these items i.e. students etc, therefore the
following items shall be added:
Density, teaching framework suitable preparations to add a
moral incentive so that these items could be applied.
Extend of the principal surrounding social environment to assist
in the implementation of such ideal items.

63 R8 (Tl)

1. The principal should involve the parents and held meetings with
them.

2. The principal should involve and inform the parents council.
3. The principal should enhance mutual trust between the school

administration, teachers and students.
4. The principal should respect the opinions of both teachers and

students.
5. The principal should spur the students and inform them of the

importance of studying.
6. The school should seek solutions to the students problems.
7. The principal should develop the school activities.
" Some paragraphs and items are related to the educational and
administrative supervisors".

64

R8(T1)

To determine the basic objective of the educational process is
difficult due to the various attributers and also because it is subject
to a personal view of the school administrations, thus it differs from
one place to another.

65

The school is carrying out many projects which I believe are useful
to the educational process such as the following but not limited to:
1- Culture Day
2- Open Day
3- Exhibitions and workshops
4- Workshops to produce aid that serve the curricular.
5- Workshops to stuff animal carcass and preservation of animals

and insects.
6- Charitable Suq.
7- Awareness campaigns.
8- Scientific Tours.
9- Exchange of visits.
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66 R8 (T2)

The teacher needs lessening of the administrative load and
different records to dedicate oneself to the promotion and
improvement of education and preparation of suitable teaching
methods. He also needs training courses and workshops, in
addition to equip him with appliances and different teaching
techniques and methods so that efforts shall not be individual
and scattered.

67

To make the teacher follow-up and pay attention to the
curricular development process and other aspects his
administrative load should be decreased, as well as training
courses and workshops should be increased so as to get
acquainted with the contemporary developments in the field of
education.

68

There are some paragraphs not related to the teacher and they
may be related to the principal, the supervisor or the first
teacher "coordinator".

1 - Concern given by the teacher to the
subject he taught.

2- Teacher respect to the good example
which he should follow.

3- Cooperation between the teacher and his students and respect of
their views.

4- To link the teacher with real life.
5- To develop and strengthen bonds of affection between the

teacher, students and the work he practices.
6- The teacher to guide students to obtain self-trust.
7- To establishment relationship between the parents and school.

69

Reform of education process through the use of modern
methods of teaching such as:

1. Group work.
2. Exploration and investigation.
3. Mental agitation.

In addition to adoption of the latest education reform plans and
concentration on the students activities and not the teacher ones

to get rid of the dictation method and to promote the modern
scientific method of effective teaching.

70
R8 (T2)

One) The education reform cannot be achieved unless
through the co-operation between several bodies and the
teacher the most important are:

1 - Education principal.
2- Local people and dignitaries.
b) I hope that the means and methods of assessment will be
reconsidered because the student aim is to succeed at the end of
each term by any means (cheating) without making any efforts to
study, co-operating with the teachers and respecting the.

\r
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We hope that the curricular and methods of presentation of such
curricular will be reconsidered so that they will depend on
thinking and discussion more than memorisation and dictation,
thus the problem faced by the student will be one that he will
tackle through his mind.

71

Provision of the modern learning resources and methods to the
teachers...etc, which contribute and serve the education reform
process. Teacher should join courses in various fields so as to
cope with the development of the various methods mentioned
above and the development of the curriculum, which he taught.
The teachers should be provided with incentives so as to
contribute in the education reform process through diverse
activities.

Also students should be given incentives because the education
process constitutes of teacher, student and curriculum and all
these elements are complementary to each other.

72

Insufficient computers.
Presentation of scientific programs and films on the library TV
is not followed by sufficient discussion by the students due to
shortage of time and the length of curriculum which take most
of the students time.
The prevailing values is to succeed and obtain high marks so as
to join the university, this makes the teachers and parents
somewhat hanging on the old curricular fearing from their
development which to them it means they will be difficult.

73

An item or items on the participation of the teacher and not the
practice and application of the education reform only, training
methods or the curriculum to upgrade the efficiency of the
education process to be added.

74

An actual cooperation between the school administration, the
resources coordinators and teachers exist in relations to all the
educational policy plans within the school. Also the school
administration encourages teachers in this respect.
To implement the future education policy the contribution of
the Ministry is needed in terms of modern teaching aids, which
is concerned with achieving success.

75

R6 (Tl)

R6

I would like to advise the researcher of the following points:
To carry out field visits to the secondary schools so as to review
the education process.
To benefit from the latest studies and researches in the fields of
education psychology and sociology.
To be distinguished by reality and scientific objectivity in the
study and to observe the society values moral issues, prevailing
behaviors and knowledge modes.

^ £
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76

1 - Many questions were answered without being sure they happen
within the school.

2- Lack of school curriculum committee.
3- The school is managed by a traditional method and over

crowded; thus some standards mentioned in the questionnaire
are not applicable.

4- The great number of teachers of different nationalities will not
allow the teachers to get in touch with each other as well as
with the school administration and to enhance the relationships.

5- Many teachers are concerned with the academic aspect only and
not building good relations with the school administration, they
only receive instructions and implement them as on
administrative obligations only.

6- Periodic meetings between the teachers and the school
administration only focus on the administrative duties of the
teacher and no serious discussion to determine the problems
faced by the teacher and how to tackle them.

7- The age difference between the principal and the teacher and its
impact on their relationship and the ability of the teacher to
precisely evaluate the administrative body.

8- Neither the school administration nor the teachers have any
relation with regards to the preparation of curricular.

77 R6 (Tl)

I wish that part of the research to be devoted to self-learning.
More practical educational activities in the field of science
particularly expansion of the laboratories period practice in the
labs should be in the form of groups and not display of
activities and experiments.

78 R6 (Tl)

Class periods for strengthening the level of weak students
should be given.
Conducting seminars to aware students whether on religion or
cultural and social.

79

The principal is spending money on all activities of the school
including teaching methods from her own pocket which lead to
the enhancement of the learning aids section in the school and
other educational activities. Particularly the library so as to
provides the best services to both teachers and students, hence
enhancing the educational process in the school.

80

In the field of preparing objectives and plans and distinguished
works, workshops were made to provide teachers with new
experiences in the field of preparing objectives, and how to
teach by producing teaching aids. Training them on how to use
hydrojector and projectors, how to make slides by a positive
film. Also a workshop on teaching methods of science and
Arabic language.
Also a workshop on problems solving methods and other
various means used in problem solving.

81 R6(T1)
As concerning (5) and (II) there is no school curriculum
committee.
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82 R6 (T2)

I would like to advise the researcher of the following points:
To carry out field visits to the secondary schools so as to review
the education process.
To benefit from the latest studies and researches in the fields of
education psychology and sociology.
To be distinguished by reality and scientific objectivity in the
study and to observe the society values, moral issues, prevailing
behaviours and knowledge modes.

83

1 - Lack of school curriculum committee.
2- Teachers of different nationalities and opinions make the

discussion difficult.
3- Great number of different nationalities and being in harmony

with each other should be observed.
4- Many points cannot be assessed in a proper manner because of

lack of suitable opportunities for discussions with teachers.

84
Modern learning strategy particularly self-learning is
preferable.
Focus on practical activities with allocation of class periods that
coincide with the students trends and inclinations.

85
Tours to cultural sites.
Different camping activities.

86

More concern should be given to teachers through the following:
Continuous training courses.
To follow-up technological developments and to benefit from it
in the reform of the education process.
To inform him of the latest education researches so as to benefit
from them.

87

Regular training courses in the use of the latest technologies
such as computers in teaching process should be conduct at the
regional level. This will provide both teacher and students with
skills in addition to cope with the latest technologies of our
current time. This also will require providing all schools with a
large number of computers together with the provision of
internet to each large school in Willayat.
A post similar to the laboratory and library keeper for the
computers should be created and he should be provided
with the latest computer and internet newsletters and books.
This will benefit the process and the students who will review
the latest global progress in science and expand his knowledge.

88

All teachers of different subjects in the school conduct
observation class periods for each other. Also meetings of the
subject teachers are held every week to discuss issues and take
proper actions. Moreover meetings are held to gather together
teachers and to discuss various educational and curricular issues
for benefit and to investigate important points of the curriculum
and to discuss the latest methods so as to improve the reform
efforts in the school.
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89

(Rl)-(Tl)

Many statements we are not exposed to in the school, this it is
difficult to answer them.

90 Practical experience in dealing with the principal and many
class periods, as well as being occupied by the laboratory work.

91 Lack of school curriculum committees (no. 5,11).
92 May be the answers 1 provided for some questions do not

reflect the actual life because I recent joined the school and
have little Knowledge of the principal.

93 Future vision is the slogan of all the school staff as they feel it
is their school and must maintain it and endeavor for its

progress and future and the level of the student is the concern of
all.

94 As concerning the training programmes for the principal, they
are rare and we frequently hear about such programmes - If
they exist many will change.
There is a point on the relationship between the principal and
teacher and it's a vital point this relationship should exceed the
formal limits.

95 I think the teacher depends on the principal's method of
administration to carry out his duties.
The most problems we face here are related to the solitary
decisions regarding the school without giving a change to the
teacher to express his opinion and the decision is exclusively
taken by the principal.

96 Some items relate to things not existing in the school, this any
judgement will not be in consistency with reality and will not
achieve the expected results.

97 The most important steps, which the school administration
focused on during this year, are the activation of the
observation class periods or what is called medal lessons .

There are conducted after the class period to discuss the
advantages and disadvantages of the class period hopping that
will have amagor role in the education reform. Its fruits are
being picked although we are still in the second month of the
academic year.
To pave way for students through the school activities, material
and moral encouragement which is required for such activities.

w
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98 The principal method of dealing should be free from previous

judgements on the teacher. They should directly deal with each
other without mediations, which (for one reason or another)
adversely affect the relationship with the principal resulting in
the slow down of the education reform process. Also some
teachers should give more attention to their role in the school
particularly enhancement of the student leaving level rather
than muddling the teachers relationships which adversely
impact the progress of the education process.

99 The principal is an ideal person escorting all his efforts for the
service of all school, teachers and students. He is respectable
with high moral standards capable of school administration in
all conditions, working and participating in the development
and progress of the school to reach higher standards. 1
appreciate him and hope every school principal in the Sultanate
will follow his example.

100

R1 T(2)

Lack of school curriculum committees. We believe this the

responsibility of the Ministry, which follows-up and evaluate
the curriculum.

101 Lack of school curriculum committee.
102 Lack of school curriculum committee.
103 Lack of school curriculum committee.
104 The education in the Sultanate burdens the shoulders of the

teacher through technical and administrative issues, this
reducing the efficiency of his academic performance, which
serves the students.

105 Please take into consideration the administrative hierarchy,
because it is difficult for the principal of large schools with high
students density and increasing number of teachers to manage
such school alone, but with the administrative hierarchy of his
assistant (more than one) chaired by the principal the students,
teachers and even the buildings can be managed.

106 We believe that many of the questions should more specific so
as to give an objective opinion, because some of them the
person will hesitate in answering them. The questionnaire is a
good effort and significant and will be of good return whether
to the researcher or later on when implemented.

107 Item (5) not applicable.
The questionnaire included financial items if applied in schools
they will become model schools.
Concern is given to formalities in the school and nonviual
issues come later on.

The questionnaire is a good research looking into the education
with a new perspective, we hope that we will be able to see its
fruits.
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108

R1 (T2)

Items dealing with achievement of the principal and school
values if they coincide with my values no doubt I will try to
achieve them, but those which I disagree with them not
necessarily to be achieved (29-37).
In service training programmes almost nill (21).
Lack of school curriculum committee.

109 As concerning item (10) lack of school curriculum committee and
not applicable in all schools of the Sultanate. Also nonexistence
of many plans to develop the bases and measures which reflect
the school values and duties.



AppendixFive Mean(±SD)teachersperceptionsofprincipals'leadershipbehaviourbydistrict,genderandnationality. District

School

Nationality

Leadershi
pFactor

Accountability
Collaboration
Imorovement
Relationship

Values

Vision

TOTAL

M1

Omani

28.2(1.8)

30.2(3.9)

27.2(5.4)

30.7(2.8)

30.2(4.5)

28.7(4.9)

175.4(22.6)

non-Omani
29.6(1.7)

30.8(2.0)

25.8(3.9)

29.8(1.9)

29.6(2.7)

28.6(3.0)

174.5(10.5)

M2

Omani

26.7(5.3)

28.0(4.2)

23.0(5.6)

28.5(4.9)

25.5(2.1)

26.0(4.2)

157.7(26.5)

non-Omani
31.4(1.7)

32.5(2.7)

31.0(3.1)

32.1(2.6)

32.4(1.5)

31.1(1.5)

190.7(11.6)

F1

Omani

25.6(4.0)

27.5(4.0)

23.4(4.3)

28.1(3.9)

26.8(3.3)

23.8(3.7)

155.2(21.5)

non-Omani
-

-

-

-

-

-

-

F2

Omani

24.5(5.6)

21.7(8.2)

22.6(5.3)

21.5(7.1)

22.1(5.4)

22.0(6.2)

134.6(34.6)

non-Omani
21.0(7.2)

18.7(5.8)

19.3(7.0)

19.6(5.6)

20.0(7.5)

14.3(4.0)

113.0(35.9)

D2

M1

Omani

28.0(1.7)

29.0(4.3)

25.3(3.7)

28.7(3.5)

30.0(1.7)

28.0(6.0)

169.0(19.9)

non-Omani
29.1(2.3)

27.6(3.0)

27.8(3.8)

28.5(3.0)

27.6(3.9)

27.6(3.7)

168.5(16.6)

M2

Omani

29.5(2.1)

27.9(2.9)

29.5(0.7)

29.0(1.4)

30.0(2.8)

27.8(5.8)

173.7(13.0)

non-Omani
28.2(4.3)

26.0(4.7)

24.5(4.9)

26.0(3.8)

30.4(3.5)

26.8(3.0)

162.0(22.5)

F1

Omani

19.8(5.4)

20.2(7.2)

17.8(5.2)

21.7(5.1)

18.8(4.4)

17.3(6.3)

115.9(31.6)

non-Omani
29.5(2.1)

30.5(3.5)

31.5(2.1)

30.5(2.1)

30.0(0.0)

30.0(1.4)

182.0(11.3)

F2

Omani

25.0(2.4)

22.6(3.6)

24.2(3.6)

24.7(1.5)

26.7(2.7)

23.2(1.5)

146.6(9.9)

non-Omani

29.5(5.7)

29.2(5.2)

28.0(2.4)

27.5(5.0)

27.7(4.5)

28.7(1.8)

170.7(23.9)

D3

M1

Omani

-

-

-

-

-

-

-

non-Omani

29.0(4.3)

29.0(4.2)

25.1(6.0)

28.0(3.9)

27.9(3.6)

25.8(5.5)

164.9(26.1)

M2

Omani

-

-

-

-

-

-

-

non-Omani

28.9(6.3)

29.0(6.1)

27.0(7.5)

29.5(4.9)

29.1(6.1)

28.3(7.6)

171.9(37.7)

F1

Omani

28.2(3.3)

28.3(2.7)

25.2(3.6)

28.8(3.4)

28.3(2.6)

28.5(2.4)

167.6(14.9)

non-Omani

30.5(.71)

30.9(1.5)

25.0(4.2)

31.5(2.1)

30.5(3.5)

31.0(2.8)

179.4(6.2)

D3

F2

Omani

29.1(2.7)

28.6(3.7)

26.3(5.0)

30.0(4.2)

29.0(4.3)

28.1(4.7)

171.3(23.4)

non-Omani
30.7(1.5)

31.7(1.5)

29.3(3.3)

30.5(2.8)

31.0(4.3)

29.5(3.7)

182.8(14.1)

D4

M1

Omani

30.0(-)

28.0(-)

26.0(-)

29.0(-)

24.0(-)

28.0(-)

165(-)

non-Omani
27.8(3.9)

28.7(5.6)

26.7(4.8)

28.3(4.4)

29.2(3.2)

26.2(4.2)

167.1(24.6)

M2

Omani

31.8(2.4)

31.0(3.4)

28.7(3.9)

31.5(3.7)

30.1(4.3)

29.2(4.6)

181.8(21.7)

non-Omani
31.8(2.4)

31.8(3.3)

28.5(5.2)

31.2(1.5)

30.8(3.2)

29.8(2.1)

184.0(16.1)

F1

Omani

23.0(4.4)

22.8(6.3)

21.8(2.9)

24.8(2.7)

22.4(5.9)

20.1(5.0)

135.1(24.0)

non-Omani
25.0(3.5)

28.4(2.1)

22.2(5.3)

26.7(1.7)

26.0(2.1)

26.5(5.0)

154.9(18.4)

1



District

School

Nationality

LeadershipFactor Accountability
Collaboration
Improvement
Relationship

Values

Vision

TOTAL

D4

F2

Omani

27.2(3.9)

27.2(3.5)

24.5(2.2)

27.4(2.3)

28.4(2.0)

24.2(4.0)

159.2(14.4)

Non-Omani
27.6(3.2)

27.0(5.5)

23.8(4.6)

27.6(1.5)

24.6(5.0)

23.0(5.2)

153.8(22.5)

D5

M1

Omani

27.0(3.6)

23.3(2.0)

23.0(1.7)

28.6(2.0)

28.0(1.7)

25.3(0.5)

155.3(3.0)

non-Omani
29.8(2.5)

28.2(4.7)

27.4(5.6)

28.7(4.3)

31.4(1.6)

29.2(3.6)

175.0(19.4)

M2

Omani

26.1(3.7)

27.0(3.7)

24.6(3.1)

26.1(5.0)

26.0(4.9)

22.6(6.1)

152.6(25.4)

non-Omani
30.6(2.8)

29.0(6.0)

29.5(3.7)

32.0(3.6)

28.0(7.0)

26.1(6.6)

175.4(28.9)

F1

Omani

23.2(5.6)

23.8(5.6)

21.5(3.6)

24.2(5.2)

22.0(4.4)

19.6(4.0)

134.4(25.4)

non-Omani
29.7(4.5)

27.6(7.7)

22.9(3.6)

27.1(5.2)

27.9(5.4)

24.7(5.5)

160.1(29.6)

F2

Omani

28.5(2.8)

30.1(3.6)

25.6(3.2)

29.6(3.0)

27.5(3.6)

27.3(3.2)

168.8(17.6)

non-Omani
27.3(1.9)

25.5(4.9)

28.0(4.2)

28.0(2.8)

30.1(0.2)

25.5(6.3)

164.5(20.0)

F1

Omani

26.7(4.1)

23.0(4.6)

246(4.5)

24.5(3.4)

25.6(3.1)

21.3(3.7)

146.0(19.2)

non-Omani

-

-

-

-

-

-

-

F2

Omani

25.8(4.4)

25.2(4.6)

21.5(5.3)

25.0(4.7)

24.9(5.2)

23.4(3.4)

145.8(25.8)

non-Omani

-

-

-

-

-

-

-

D8

M1

Omani

32.0(-)

34.0(-)

31.0(-)

33.0(-)

32.0(-)

31.0(-)

193.0(-)

non-Omani

30.6(2.7)

33.0(2.6)

28.4(3.5)

31.4(2.6)

31.3(2.4)

30.6(3.2)

185.5(14.4)

M2

Omani

29.1(2.1)

30.5(1.0)

27.0(2.9)

30.5(2.3)

29.6(2.8)

29.5(2.4)

176.3(5.5)

non-Omani

26.5(2.6)

29.2(4.9)

26.8(4.6)

29.2(5.1)

29.7(2.9)

26.2(3.4)

167.9(22.2)

F1

Omani

25.8(6.5)

25.4(4.6)

23.8(5.8)

28.0(3.9)

25.6(4.5)

23.2(6.4)

151.8(30.3)

non-Omani

28.7(2.2)

28.0(3.3)

27.2(3.7)

28.5(4.4)

29.0(3.5)

28.0(3.8)

169.5(19.1)

F2

Omani

26.0(6.6)

26.3(5.5)

26.7(6.2)

26.9(4.5)

27.5(2.9)

26.8(4.4)

160.3(27.6)

non-Omani

31.5(3.1)

30.2(2.8)

28.7(3.1)

30.0(2.9)

30.2(3.8)

30.2(2.8)

181.0(17.0)

D9

M1

Omani

27.0(2.8)

26.5(3.5)

23.0(1.4)

27.5(3.5)

29.5(0.7)

23.4(5.0)

156.9(14.2)

non-Omani

26.4(5.4)

28.5(4.4)

23.2(4.9)

27.2(5.9)

27.3(4.2)

24.4(6.0)

157.2(29.8)
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District

School

Nationality

LeadershipFactor Accountabilitv
Collaboration
Improvement
Relationship

Values

Vision

TOTAL

D9

M2

Omani

25.6(7.4)

26.4(4.0)

25.4(3.6)

27.4(4.3)

26.8(4.9)

23.2(9.1)

154.8(30.8)

non-Omani

24.3(6.2)

27.1(5.8)

24.8(5.0)

25.6(3.3)

26.4(6.1)

24.8(6.8)

153.0(31.5)

F1

Omani

25.0(-)

20.0(-)

23.0(-)

21.0(-)

23.0(-)

19.0(-)

131.0(-)

non-Omani

§23.3(4.1)

§22.6(4.5)

§21.2(4.8)

§23.3(3.7)

§22.0(5.1)

§19.7(5.9)

§132.4(25.4)

F2

(Alla)

31.1(3.2)

31.8(2.2)

30.6(2.7)

31.7(2.5)

29.7(3.8)

30.2(4.4)

185.3(17.1)

MEANTOTAL"

27.8(4.7)

27.9(5.2)

25.8(5.0)

28.1(4.5)

27.9(4.7)

26.3(5.6)

164.2(27.5)

aDemographicinformationfromschoolD9-F2ismissing.Thesevaluesarethemeansofallteachersatthatschool. b meantotalsareaveragedoverallvariables.
3



MANOVAresultsforteachers'percepl
tionsofPrincipalLeadership.

SourcesofVariability

F-statistic

d.f.

SignificanceofF

WithinSubjects GenderbyNationalitybyFactors
0.35

5315

p> .05

NationalitybyFactors

2.96

5315

P< .01

GenderbyFactors

2.24

5315

p< .05

Factors

50.04

5315

p< .01

BetweenSubjects GenderbyNationality

1.06

1319

p> .05

Gender

5.95

1319

P< .05

Nationality

11.46

1319

p< .01
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Mean(±SD)Principal
Leadershipscoresbyfactorandgenderforteachers.

Factor

Gender

Total

Male(N=173)

Female(N=175)
N=348

Accountability

28.7(4.2)

27.0(5.1)

27.8(4.7)

Collaboration

29.2(4.4)

26.7(5.6)

27.9(5.2)

Improvement

26.7(4.8)

24.9(5.1)

25.8(5.0)

Relationships

29.2(4.0)

27.1(4.7)

28.1(4.5)

Values

29.3(4.1)

26.6(4.9)

27.9(4.7)

Vision

27.5(5.1)

25.1(5.8)

26.3(5.6)

TOTAL

170.7(24.3)

157.7(29.0)

164.2(27.5)
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Mean(±SD)PrincipalLeadershipscoresbyfactorandnationalityforteachers. Factor

Nationality

Total

Omani(N=164)

Non-Omani(N=159)
N=323

Accountability

26.8(4.7)

29.0(4.4)

27.8(4.7)

Collaboration

26.7(5.2)

29.2(4.8)

27.9(5.2)

Improvement

24.6(4.7)

27.0(5.0)

25.8(5.0)

Relationships

27.3(4.6)

29.0(4.3)

28.1(4.5)

Values

26.7(4.6)

29.3(4.3)

27.9(4.7)

Vision

25.0(5.4)

27.7(5.3)

26.3(5.6)

TOTAL

157.4(26.8)

171.6(25.9)

164.2(27.5)
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Mean(±SD)teachersperceptionsoftheirownleadershipbehaviourbydistrict,genderandnationality. District

School

Nationality

LeadershipFactor Accountabilitv
Collaboration
Improvement
Relationship

Values

VisionTOTAL

D1

M1

Omani

30.0(3.1)

28.5(3.3)

27.5(3.8)

29.7(3.4)

28.5(5.0)

25.0(5.8)

169.2(21.2)

non-Omani
29+8(3.6)

30.8(2.3)

30.0(2.6)

31.1(1.7)

29.3(3.4)

29.0(4.4)

180.1(13.6)

M2

Omani

24.0(2.8)

23.5(0.7)

25.0(1.4)

26.5(0.7)

26.5(2.1)

24.5(4.9)

150.0(12.7)

non-Omani
308(2.9)

28.5(4.9)

30.2(2.6)

30.8(3.6)

31.1(2.0)

29.8(2.1)

181.5(17.4)

F1

Omani

29.6(1.7)

25.7(2.6)

27.7(3.2)

28.2(3.2)

28.0(2.3)

26.0(2.7)

165.2(12.1)

non-Omani
-

-

-

-

-

-

-

F2

Omani

30.1(3.8)

27.3(5.5)

29.0(4.7)

29.4(2.4)

28.8(4.9)

27.8(4.1)

172.5(24.5)

non-Omani
23.3(10.0)

20.6(10.0)

23.3(9.8)

23.3(9.0)

20.6(12.2)

20.3(11.0)

131.6(60.0)

D2

M1

Omani

28.3(3.5)

25.0(4.5)

29.0(5.2)

27.3(3.7)

27.6(4.1)

26.0(5.0)

163.3(24.0)

non-Omani
31.1(3.4)

28.6(3.4)

29.5(3.0)

30.3(3.8)

30.6(0.8)

28.3(2.4)

178.6(13.9)

M2

Omani

30.5(0.6)

28.5(3.5)

29.3(2.4)

25.0(2.8)

26.9(1.5)

27.0(7.0)

167.2(18.0)

non-Omani
28.0(2.7)

25.8(3.2)

24.6(2.7)

27.8(3.0)

26.8(2.7)

24.0(5.2)

157.2(17.5)

F1

Omani

28.0(3.0)

20.7(4.0)

25.5(1.4)

25.4(3.0)

22.7(3.4)

23.7(4.7)

146.1(13.6)

non-Omani
31.5(2.1)

25.5(7.7)

31.0(2.8)

32.0(0.0)

30.5(4.9)

26.5(3.5)

177.0(21.2)

F2

Omani

30.2(3.5)

26.8(1.6)

28.2(3.8)

30.0(2.5)

29.2(4.4)

28.5(4.2)

173.1(18.6)

non-Omani
28.0(2.8)

26.7(4.5)

25.2(3.8)

27.2(2.6)

26.7(3.7)

24.0(5.6)

158.0(21.3)

D3

M1

Omani

-

-

-

-

-

-

-

D3

M1

non-Omani
28.1(2.0)

25.9(3.3)

26.6(4.1)

27.7(3.9)

26.8(3.8)

24.8(4.6)

160.1(17.0)

M2

Omani

-

-

-

-

-

-

-

non-Omani

30.1(2.3)

27.6(4.8)

29.9(4.0)

29.0(3.6)

29.2(3.4)

28.1(4.8)

174.0(20.7)

D3

F1

Omani

30.6(2.5)

26.6(2.9)

28.6(2.5)

27.4(2.4)

27.2(1.5)

25.0(5.3)

165.7(13.6)

non-Omani
30.5(2.1)

28.1(4.4)

30.5(2.1)

25.5(0.7)

28.5(3.5)

29.5(0.7)

172.6(12.2)

F2

Omani

30.5(2.8)

28.0(4.9)

30.1(5.6)

29.0(5.4)

28.1(3.1)

29.0(3.5)

174.8(23.3)

non-Omani
29.7(2.8)

27.2(5.6)

29.2(3.3)

28.7(3.7)

27.7(4.7)

25.7(4.4)

168.5(24.1)

D4

M1

Omani

32.0(-)

18.0(-)

29.0(-)

28.0(-)

30.0(-)

25.0(-)

162.0(-)

non-Omani
29.7(2.7)

28.2(5.4)

29.7(3.4)

29.0(4.6)

29.2(2.9)

28.0(3.6)

174.0(20.7)
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District

School

Nationality

LeadershipFactor Accountability
Collaboration
Improvement
Relationship

Values

VisionTOTAL

M2

Omani

32.2(1.5)

30.4(2.8)

28.2(4.0)

31.5(2.3)

30.2(3.2)

30.3(2.6)

182.9(15.4)

Non-Omani
31.4(3.5)

31.4(3.5)

31.2(4.0)

31.4(3.2)

33.0(2.4)

32.2(3.0)

190.6(18.7)

F1

Omani

30.9(1.7)

25.4(2.1)

27.0(2.1)

28.1(2.0)

26.0(3.3)

26.0(2.6)

163.5(9.6)

non-Omani
32.2(3.5)

30.1(1.4)

31.2(1.7)

29.2(2.2)

31.5(1.2)

32.0(1.6)

186.4(6.9)

F2

Omani

28.7(4.1)

26.1(5.6)

26.5(2.7)

27.5(2.2)

25.4(4.5)

23.5(6.0)

157.9(22.1)

non-Omani
27.5(2.1)

26.3(7.5)

26.0(11.3)

29.5(6.3)

25.5(7.7)

25.5(10.6)

160.3(45.7)

D5

M1

Omani

27.0(3.6)

23.0(2.6)

26.3(5.1)

28.0(4.5)

25.3(5.7)

26.0(5.2)

155.6(25.9)

non-Omani
29.0(2.5)

26.1(1.3)

30.1(2.7)

30.1(1.2)

28.8(1.8)

27.5(3.2)

171.8(7.7)

D5

M2

Omani

29.5(3.2)

28.8(2.7)

29.8(3.4)

30.0(2.5)

29.8(3.4)

27.8(3.6)

175.8(17.4)

non-Omani
24.0(-)

29.0(-)

30.0(-)

25.0(-)

27.0(-)

21.0(-)

156.4(-)

F1

Omani

25.4(4.3)

24.0(4.3)

24.0(5.6)

26.0(2.7)

22.2(3.1)

21.4(4.5)

143.0(22.5)

non-Omani
29.7(3.9)

27.2(3.6)

30.0(2.4)

28.8(0.8)

26.9(2.0)

26.0(3.9)

168.7(7.9)

F2

Omani

28.1(2.7)

25.5(3.0)

26.8(1.0)

29.0(2.3)

28.1(1.9)

26.7(2.8)

164.4(3.6)

non-Omani
30.0(-)

30.0(-)

24.0(-)

25.0(-)

22.0(-)

23.0(-)

154.0(-)

D6

M1

Omani

-

-

-

-

-

-

non-Omani
30.5(2.5)

28.8(3.4)

30.2(2.1)

29.5(3.7)

30.8(3.9)

27.7(5.6)

177.7(19.1)

M2

Omani

-

-

-

-

-

-

_

non-Omani
31.1(2.9)

29.7(4.7)

30.9(3.3)

30.4(4.8)

31.7(3.6)

28.7(4.9)

182.5(22.3)

F1

Omani

30.8(1.4)

28.8(2.7)

30.7(2.5)

30.0(2.5)

30.3(3.3)

30.4(3.9)

181.0(12.7)

non-Omani
-

-

-

-

-

-

-

F2

Omani

32.8(2.6)

31.0(2.9)

29.8(3.6)

30.0(3.0)

29.8(3.7)

29.8(4.5)

183.2(19.1)

non-Omani
31.2(2.0)

32.8(1.7)

31.7(1.7)

31.9(2.2)

31.5(2.2)

30.9(2.5)

190.1(9.0)

D7

M1

Omani

27.8(2.5)

26.9(2.6)

27.2(2.4)

29.0(2.4)

29.0(2.7)

28.0(3.3)

167.9(14.5)

non-Omani
31.8(3.1)

28.6(4.9)

29.2(5.0)

29.7(3.2)

29.0(3.3)

29.0(4.7)

177.3(22.2)
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District

School

Nationality

LeadershipFactor Accountability
Collaboration
Improvement
Relationship

Values

Vision

TOTAL

D7

M2

Omani

28.1(3.0)

26.1(3.5)

27.4(3.3)

27.0(3.2)

27.5(3.2)

26.5(3.2)

162.9(14.9)

non-Omani
31.3(2.3)

30.3(1.1)

31.6(1.5)

32.3(3.0)

30.6(2.5)

29.3(3.5)

185.6(11.9)

F1

Omani

28.3(2.3)

27.3(3.5)

26.8(2.4)

28.9(2.7)

27.3(4.9)

24.0(4.6)

162.8(16.6)

non-Omani
-

-

-

-

-

-

-

F2

Omani

27.9(2.7)

25.1(1.7)

25.5(2.9)

28.1(2.0)

25.9(2.3)

25.8(3.2)

158.3(11.1)

non-Omani
-

-

-

-

-

_

_

D8

M1

Omani

t

t

i

i

i

t

t

non-Omani
30.4(4.0)

30.7(3.0)

30.5(4.1)

32.0(1.5)

30.4(2.4)

28.3(5.7)

182.5(16.4)

M2

Omani

30.2(2.2)

27.8(2.3)

28.0(2.8)

29.7(1.0)

28.6(1.7)

28.0(2.9)

172.4(6.0)

non-Omani
29.2(1.2)

25.2(1.6)

28.8(1.8)

28.5(1.2)

28.5(2.6)

25.2(3.3)

165.5(6.1)

F1

Omani

30.6(1.8)

26.7(2.3)

29.2(1.7)

30.4(2.1)

30.2(2.1)

27.8(2.4)

174.9(10.3)

non-Omani
31.0(1.1)

27.7(3.9)

27.2(0.9)

29.5(3.1)

28.0(0.8)

26.7(2.5)

170.2(9.0)

F2

Omani

30.7(2.2)

26.5(2.1)

27.1(2.7)

28.7(1.8)

27.3(3.3)

25.8(4.8)

166.3(13.2)

non-Omani
32.0(0.8)

30.2(3.1)

30.0(2.0)

31.7(1.5)

30.2(2.6)

30.0(2.1)

184.2(9.6)

D9

M1

Omani

25.6(0.8)

26.5(4.9)

24.5(2.1)

26.0(0.7)

21.5(6.3)

27.5(2.1)

151.6(15.7)

non-Omani
29.2(2.2)

27.1(2.8)

28.0(3.1)

29.3(3.4)

28.8(3.6)

25.1(5.0)

167.8(15.4)

M2

Omani

25.3(7.9)

26.2(6.4)

25.2(6.7)

25.6(6.8)

26.9(7.0)

21.8(72)

151.2(40.2)

non-Omani
29.3(2.0)

27.0(3.3)

28.6(1.8)

29.6(2.9)

29.6(1.4)

25.4(1.5)
169.6(9.4)

D9

F1

Omani

25.0(-)

23.0(-)

24.0(-)

23.0(-)

24.0(-)

23.0(-)

142.0(-)

non-Omani
§28.8(3.7)

§28.6(2.0)

§28.1(3.6)

§28.9(2.5)

§28.5(3.6)
§28.2(3.9)
§171.3(17.5)

F2

(All3)

31.1(3.2)

30.4(2.8)

31.0(3.9)

30.6(2.9)

30.6(2.5)

30.8(3.6)

184.7(17.1)

MEAN1
"OTAL

29.6(3.2)

27.4(4.0)

28.4(3.7)

29.0(3.3)

28.3(3.9)

27.0(4.5)
169.9(19.7)

aDemographicinformationfromschoolD9-F2ismissing.Thesevaluesare
hemeansofa
Iteachersatt
hatschool.

$meantotalsareaveragedoverallvariables. Note.SchoolcodesareassignedMformale,Fforfemale.Numbersarealsoassignedsinceeachdistricthas2schoolsforeach gender.
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Spearman'srhoforFacilitiveLeadershipAnalysesofTeachers'Responses LeadershipFactor

Means(±SD)ByLeadershipRole
rho

Pa

Teacher

Principal

Accountability

29.6(3.3)

27.8(4.7)

0.43

.000

Collaboration

27.4(4.0)

27.9(5.2)

0.57

.000

Improvement

28.4(3.7)

25.8(5.0)

0.50

.000

Relationships

29.0(3.3)

28.1(4.5)

0.52

.000

Values

28.3(3.9)

27.9(4.7)

0.45

.000

Vision

27.0(4.5)

26.3(5.6)

0.46

.000

TOTAL

169.9(19.6)

164.1(27.5)

0.61

.000

Probabilityofrhoifnorelations
lipexistsbetweenthetwoscores 10


