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ABSTRACT 

Author: Kevin Gardner Perry 

Title: The Art of Leadership: A Study of Administrative Practices in 

Florida‘s Schools of the Arts 

Institution: Florida Atlantic University 

Dissertation Advisor: Dr. Ira Bogotch 

Degree: Doctor of Philosophy 

Year: 2012 

The purpose of this exploratory study was to identify common practices of 

school-of-the-arts administrators and to determine if these commonalities differ from the 

practices of effective school leaders in general.  A sample of administrators (n = 92) 

completed a 3-part Likert survey based on the 21 attributes identified in the balanced 

leadership model.  Five research questions guided this study which looked for both 

common and unique leadership challenges facing principals in schools of the arts.  

Principals ranked the practices in order of importance.  Although the statistical analyses 

revealed no significant differences among the variables of instructional levels 

(elementary, middle, and secondary), gender, or school grade designations, descriptive 

statistics as well as qualitative data found a number of emergent themes including 

principal outreach, principal advocacy, focus, flexibility, curriculum, funding challenges, 

and the commitment to being there (i.e., at the school).  Based on the findings, a plus one 

model was developed illustrating the tensions across organizational management, 
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instructional leadership, and artistic leadership, all of which must function simultaneously 

in order to lead a successful school of the arts.  While only one study, the findings 

suggest that regular school principals might want to consider incorporating successful 

school-of-the-arts practices in their own schools. 
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1. INTRODUCTION 

Leadership in public schools in Florida and on the national level has been under 

intense scrutiny for more than 3 decades.  School leaders in particular have had to endure 

their share of criticism triggered by the public‘s discourses on the state of education in A 

Nation at Risk (National Commission on Excellence in Education, 1983), Time for 

Results (Alexander, 1986), American Education, Making It Work (Bennett, 1988), and 

Educating School Leaders (Levine, 2005).  Each of these publications identified school 

leadership as in need of basic reform to improve the quality of public schools. 

Communities expect administrators to keep a school operating efficiently while 

simultaneously increasing the academic achievement of students.  School administrators 

in Florida are currently being held accountable by all the stakeholders they serve: the 

public, the school board, parents, teachers, students, colleagues, and the State Department 

of Education.  Schools are measured on a rating scale from A (high) to F (low) (Public 

K–12 Education, 2006).  In many people‘s eyes, the accountability measures reflect on 

the performance and ability of school administrators‘ performance. 

Society expects that better leadership in our schools will assist in solving societal 

problems including discipline, achievement, and readiness of graduates for the world of 

work (Adler, 1982; Clinton, 1987; Education Commission of the States, 1983; National 

Commission on Excellence in Education, 1983; National Governor‘s Association, 1986, 
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1987).  State legislatures and local boards of education continue to mandate school 

restructuring. 

Consistently, in organizations as diverse as schools and the military, there is 

compelling evidence of a common core of practices that any successful leader needs 

(Leithwood, Louis, Anderson, & Wahlstrom, 2004).  Their vision and performance focus 

on creating schools that will inspire children to become competitive, successful, and 

caring Americans, capable of becoming contributing citizens of the United States of 

America and the world (Drucker, 1989).  The central focus of any vision for education is 

to spark an unwavering commitment to children and youth, to find better programs and 

ideas, and to challenge and prepare them to thrive as well-adjusted, adaptable citizens in 

the years ahead (Hoyle, English, & Steffy, 1998). 

The legislative body of the state of Florida recognizes the need to develop 

competent leadership in public schools and has designed a set of leadership standards 

(William Cecil Golden Professional Development Program for School Leaders, 2006) 

that outline the requirements, standards, competencies, and skills needed by tomorrow‘s 

graduates to meet the demands of a competitive and highly qualified workforce.  The 

Department of Education has identified three core characteristics of Florida principals: 

instructional leadership, operational leadership, and school leadership (Florida School 

Leaders, 2005).  Despite such executive efforts, as well as a consensus that school 

leadership is essential for an organization to survive in changing circumstances, the 

literature on school leadership is devoid of empirical research on the practices of a 

particular group of school leaders, namely administrators in schools of the arts.  Just as 

Richards, Gipe, and Duffy (1992) identified unique characteristics of high school 
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students in schools of the arts, the hypothesis here is that along with common leadership 

practices, administrators in schools of the arts may also possess unique leadership 

practices.  Therefore, this study investigated this target group to ascertain whether they 

offer insights into school leadership that are unique and apart from the literature on 

effective school leaders. 

Statement of the Problem 

Studies indicate that leadership is a key and necessary ingredient for educational 

institutions seeking to successfully accomplish their goals (Waters, Marzano, & 

McNulty, 2003).  According to evidence compiled and analyzed by Leithwood (2004), 

leadership not only matters, it is second only to teaching among school-related factors in 

its impact on student learning.  Although leadership is often difficult to define and 

understand, leadership studies suggest it is an important component in achieving the 

mission of an organization because effective leadership facilitates shared vision, guides 

direction, and fosters a culture of values (Kouzes & Posner, 2002; Senge, 1990).  

Furthermore, Sankar (2003) and Bass and Steidlmeier (1999) emphasized that 

transformational leadership in dynamic organizations will require leaders who possess a 

set of personal characteristics: ethics, business standards, justice, modesty, respect for 

diversity, strength of character, and integrity in dealing with others.  In this regard, 

educational institutions are no different from other organizations.  Educational 

institutions also need effective leadership to inculcate the values and vision that support 

and promote institutional goals of achievement and success for students. 

Although school administrative leaders share characteristics and capabilities of 

leaders in other organizational settings, public as well as private, there is a persistent 



 

4 

question regarding the influence of context on leadership.  This study focused on 

effective leadership practices and the specific context of leadership practices at schools of 

the arts.  Hargreaves and Fink (2004) found that the prime responsibility of all education 

leaders is to put in place learning that engages students intellectually, socially, and 

emotionally.  Therefore, the problem explored in this study was to determine the extent to 

which unique leadership practices might be found among educational leaders in Florida‘s 

schools of the arts.  Such a study is one of the few leadership contexts that might offer 

educators a fresh perspective on public school leadership.  In this specific context, 

leadership practices, as well as student outcomes, may incorporate measures of creativity 

and intuition—qualities not measured by traditional effective-school-leadership 

researchers. 

Purpose of the Study 

The purpose of this exploratory study was to identify common practices of 

schools-of-the-arts administrators and to determine if these commonalities differ from the 

practices of effective school leaders in general.  The study examined practices of leaders 

of schools of the arts throughout the state of Florida and tested the hypothesis that these 

leaders have unique and effective leadership practices that might inform school 

effectiveness in general. 

Research Questions 

Five research questions were answered in this study: 

1. Among administrators in schools of the arts in the state of Florida, are there 

common leadership practices? 
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2. Among administrators in schools of the arts in the state of Florida, are there 

differences in leadership practices across grade levels (elementary, middle, 

and high schools)? 

3. Among administrators in schools of the arts in the state of Florida, are there 

any gender differences reflected in leadership practices? 

4. Among administrators in schools of the arts in the state of Florida, are there 

differences in leadership practices by school performance level (school grade 

= A, B, C, D, or F)? 

5. How do principals in schools of the arts in the state of Florida perceive unique 

challenges of leading their schools? 

Significance of this Study 

In addition to the contextual significance of this study, it is important to identify 

common leadership characteristics in the major theoretical models of leadership, ranging 

from instructional leadership to effective school leadership and transformational school 

leadership.  Contemporary literature supporting these theories often cites widely 

publicized theories.  For example, Deming (1986), considered the founder of total-quality 

management, created 14 principles pertaining to leadership of organizations in all 

settings, including schools.  Bennis (1989), in On Becoming a Leader, identified four 

specific behaviors of effective leaders: shared vision, clear and distinctive voice (i.e., 

sense of purpose and self-confidence), strong moral code, and the ability to adapt to 

change.  Collins (2001) suggested that there are five critical characteristics of effective 

leaders.  Collins‘s characteristics ranged from high standards to entertaining difficult 

questions about one‘s organization. 
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Methodologically, the above theories have been supported by quantitative 

analyses.  Even though this was an exploratory study, it too used quantitative measures, 

specifically the Mid-continent Research for Education and Learning (McREL) Balanced 

Leadership Profile 360™ (Marzano, Waters, & McNulty, 2005), which is based on the 

assumption that school leaders use defined practices that determine their effectiveness on 

several levels in school operations.  In so doing, this study adds to the knowledge base on 

effective school leadership by identifying leadership practices of administrators in 

schools of the arts.  This study adds contextual depth to the knowledge base on school 

leadership by identifying specific leadership practices that may enhance both school and 

student success in this unique setting. 

The collective forces of demography, technology, school improvement and 

accountability initiatives, and globalization have been pushing educational organizations 

to change their systems to keep pace with the ever-changing world (Collins, 2001).  In 

this context, exploring specific leadership practices in schools of the arts in Florida 

yielded useful information that could enhance understanding of their perceived effect on 

academic success. 

Assumptions 

For the purposes of this study, two empirical assumptions were made: 

1. All subjects will be able to express their beliefs and attitudes when responding 

to the survey. 

2. All subjects will be able to follow the directions set forth in the survey 

instrument. 
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Delimitations 

This study was limited to the study of the leadership practices of public school 

administrators in schools of the arts in the state of Florida. 

Limitations 

This study was limited in its generalizability to all public schools in the state of 

Florida.  The inability to randomize the selection of participants in this study had the 

potential to limit the power of the responses because a purposive-sampling procedure was 

employed.  There was a potential for some difficulty in ensuring that there was an 

adequate number of responses to conduct the analysis of data.  However, I used online as 

well as U.S. mail for the completion of the responses to the survey instrument. 

Definition of Terms 

For the purposes of this research study, the following definitions were used. 

Administrative practices. Repeated or customary actions of individuals in school 

leadership roles. 

Administrator. Principals and assistant principals, curriculum coordinators, and 

teachers on assignment who are involved in supervision and evaluation of instructional 

staff of schools of the arts. 

Leadership. The ability of humans to relate deeply to each other in the search for 

a more perfect union.  Leadership is a consensual task, a sharing of ideas and a sharing of 

responsibilities, where a ―leader‖ is a leader for the moment only, where the leadership 

exerted must be validated by the consent of followers, and where leadership lies in the 

struggles of a community to find meaning for itself (Foster, 1986). 
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Schools of the arts. Elementary, middle, and high schools whose primary function 

is to teach the arts as an essential part of the curriculum presented to students. 

Organization of the Study 

Five chapters constitute this study.  Chapter 1 focused on the introduction and 

problem, background of the study, statement of the problem, purpose of the study, 

significance of the study, assumptions, delimitations, limitations, and definition of terms. 

Chapter 2 presents the review of the literature on topics relevant to this study.  

Chapter 3 contains the research methods and procedures used in this study.  Included in 

this chapter are the following elements: a description of the population and sample, the 

study and survey instrument, the research design, the data collection, and the statistical 

analysis.  Chapter 4 presents the results of the study and interpretation of the data.  The 

chapter includes the demographic profiles of the respondents and the findings that 

resulted from the data analysis.  Chapter 5 provides a summary; discussion of results; 

conclusions; and recommendations for future research, policies, and practices. 

Summary 

This study represents an exploratory effort to examine the unique leadership 

practices of administrators of schools of the arts in Florida.  Although there is a plethora 

of studies on the practices of educational leaders, no previous studies specifically 

examined the leadership practices of administrators in schools of the arts.  The results 

yield information previously not known about leaders in schools of the arts, thereby 

adding to the body of knowledge in the area of leadership practices of school 

administrators. 
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2. LITERATURE REVIEW 

The purpose of this exploratory study was to identify common practices of 

school-of-the-arts administrators and determine if these commonalities differ from those 

of effective school leaders in general.  The study examined practices of leaders of schools 

of the arts throughout the state of Florida and tested the hypothesis that leaders of schools 

of the arts have unique and effective leadership practices that might inform school 

effectiveness in general.  The review focuses on effective leadership practices in general, 

the importance of schools of the arts, the arts and school improvement, and the arts as 

preparation for the workplace. 

Effective Leadership 

The importance of effective leadership in America‘s public schools has come to 

the forefront in recent years.  Effective leadership is a major component in serving public 

school education for the 21st century, nationally and internationally.  The effective-

schools research states that instructional leadership and high expectations are factors in 

promoting student achievement.  The literature also states that ―strong instructional 

leaders exhibit characteristics such as (a) being instructionally oriented, (b) spending 

most of their time in the classroom observing, and (c) working with teachers to improve 

instruction and promote a positive school climate‖ (Deal & Peterson, 2000, pp. 202–220). 

Thus, ―leadership continues to be an elusive but fascinating topic to students of 

administration‖ (Hoy & Miskel, 1996, p. 273).  The concept of leadership dates back to 
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antiquity (Marzano et al., 2005).  Bass (1990) noted ―the study of leadership is an ancient 

art‖ and called leadership ―a universal phenomenon‖ (p. 5).  When experts examine the 

effectiveness of schools, one variable always emerges as critically important: the 

effectiveness and abilities of the building principal as the leader (McKewan, 1998).  

Therefore, establishing a common definition of leadership is essential. 

Burns (1978) wrote in his seminal, Pulitzer Prize-winning work, Leadership, 

I define leadership as leaders inducing followers to act for certain goals that 

represent the values and the motivations—the wants and needs, the aspirations 

and expectations—of both leaders and followers.  And the genius of leadership 

lies in the manner in which leaders see and act on their own and their followers‘ 

values and motivations. (p. 19) 

The critical variable in the development of effective schools is leadership.  

Schlechty (1990) viewed a leader as, ―the person who is in a position to influence others 

to act and who has, as well, the moral, intellectual, and social skills required to take 

advantage of that position‖ (p. xix).  It is obvious that people who occupy positions of 

highest authority have more opportunities to lead others with moral, creative, and 

dynamic leadership.  Unfortunately, not all who occupy such positions have the capacity 

to influence and lead others. 

Leadership involves persuading other people to set aside, for a period of time, 

their individual concerns and to pursue a common goal that is important for the 

responsibilities and welfare of a group (Hogan, Curphy, & Hogan, 1994).  Leadership is 

persuasion, not domination.  Leadership only occurs when others willingly adopt the 

goals of a group as their own for a period of time. 
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The traditions and beliefs about leadership in schools are not different from those 

regarding leadership in other institutions (Marzano et al., 2005).  Leadership is 

considered to be vital to the successful functioning of many aspects of a school.  The 

educational community, like other communities, wants effective leadership. 

Many people want effective leaders: leaders who are exemplary, who can inspire, 

who have conviction, who have high expectations and standards, and who help 

others set and achieve common goals.  Leadership implies working effectively 

with people, building on their strengths, and encouraging the development of their 

full potential, as all work together to accomplish the common vision. (Blocker, 

1989, p. 103) 

What, then, is effective leadership?  Researchers on the topic of leadership 

actually disagree about what leadership really is.  Most of this disagreement stems from 

the fact that leadership is a complex phenomenon involving the leader, the followers, and 

the situation (Hughes, Ginnett, & Curphy, 2002).  Hughes et al. wrote, ―perhaps the best 

way for you to begin to understand the complexities of leadership is to see some of the 

ways leadership has been defined‖ (p. 6).  Leadership researchers have defined leadership 

in five different ways relevant to this study: (a) the creative and directive force of morale 

(Munson, 1921); (b) the process by which an agent induces a subordinate relationship 

between two or more persons (Hollander & Julian, 1969); (c) directing and coordinating 

the work of group members (Fiedler, 1967); (d) an interpersonal relation in which others 

comply because they want to, not because they have to (Hogan et al., 1994; Merton, 

1969); and (e) the process of influencing an organized group toward accomplishing its 

goals (Rauch & Behling, 1984). 
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The common perspectives that run through these definitions are that leadership is 

comprised of a leader who influences and coordinates the work of others with clarity of 

objectives and a positive relationship with others.  These elements of leadership are 

essential to settings such as schools. 

Although administrators have the authority or use of official power assigned to 

their position as the leaders of their schools, it is essential that the principal inspire the 

hearts and minds that are needed in effective schools of the future.  Inventing the future 

requires transformational leadership that includes ―Leaders inducing followers to act for 

certain goals that represent the values and the motivations, the wants and needs, the 

aspirations and expectations of both leaders and followers‖ (Burns, 1978, p. 381).  Thus, 

it is essential to view effective leadership not as what leaders do based on innate traits 

and skills; rather, it is a process that, ―in fact helps bring meaning to the relationships 

between individuals and greater entities‖ (Duke, 1986, p. 12). 

In summary, leadership is different for people in different organizations.  It 

involves the leader and the follower.  ―The signs of outstanding leadership appear 

primarily among the followers.  Are the followers reaching their potential?  Are they 

learning?  Serving?‖ (DePree, 2004, p. 12).  Leadership then, is not merely a function of 

the position; rather, it represents a conjunction of ideas between the leader and the 

follower that forms wholesome relationships that are mutually satisfying, while enabling 

the achievement of common goals. 

Marzano et al. (2005) stated that if we consider the traditions and beliefs 

surrounding leadership, we can easily make the case that leadership is vital to the 

effectiveness and overall functioning of many aspects of a school.  Marzano et al. 
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illustrated this point by citing a 1977 U.S. Senate Committee Report on Equal 

Educational Opportunity (U.S. Congress, as cited in Marzano et al., 2005) that identified 

the principal as the single most influential person in a school: 

In many ways the school principal is the most important and influential individual 

in any school.  If a school is a vibrant, innovative, child-centered place, if it has a 

reputation for excellence in teaching, if students are performing to the best of their 

ability, one can almost always point to the principal‘s leadership as the key to 

success. (p. 56) 

Thus, Marzano et al. (2005) argued that the successful principal is a 

transformational leader who is not afraid to change.  Rather, effective principals see their 

role to be change agents who blend people and the energy of others together.  Effective 

leadership can become a critical practice that requires a person to reject the traditional 

mindset about control and intimidation while embracing a new perspective of shared 

decision making: collaboration that engages others in the critical analysis of human and 

organizational needs.  In the context of this study, such critical practice embodies the 

creativity found in art. 

Leadership and Power 

Leadership is now seen not as much as a position of power per se or the exercise 

of that power, but instead as a state of being in which certain individual traits are 

exhibited in ways that contribute to organizational and personal success at all levels of 

the organization.  Leadership has received increasing attention over the past 20 years and 

has become a distinct area of study.  Several years ago, local state departments of 

education, professional associations, policy boards, and colleges and universities began to 
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engage in significant research and field testing in an attempt to identify the characteristics 

of outstanding schools and competencies of effective, well-performing principals (Hoy, 

Tarter, & Kottkamp, 1991; Sergiovanni, 2001).  Colleges and universities have renamed 

management courses as leadership courses and have reconceptualized school 

administration and supervision programs into those that study educational leadership. 

In an educational setting, school principals are held accountable as the people 

ultimately responsible for overall leadership and institutional success.  Although teachers 

act as leaders in the classroom and administrative staff contribute to overall institutional 

and operational success, these components are not the focus of this study.  In an article 

entitled, ―The Art of the Presidency,‖ Rhodes (1998) claimed, ―The first and greatest task 

of a [principal] is to articulate the vision, champion the goals, and enunciate the 

objectives‖ of the institution (p. 14).  Rhodes further claimed that educational leaders 

must use their skills to ―dream the institution into something new, to challenge it to 

greatness, to elevate its hopes and extend its reach‖ (p. 14).  Parnell (1988), in an article 

entitled ―Leadership is Not Tidy‖, asserted, 

A leader sets the tone, the motivation, and the positive attitudes about the future 

of an organization or the group that he or she is leading and articulates these 

clearly as part of the mission and goals of the organization. (p. 1) 

In this sense, effective leaders bring about success not through the exercise of power, but 

through the relationships built with those they lead. 

In what is considered by many to be one of the hallmark publications on 

leadership, Burns (1978) wrote, ―We must see power—and leadership—as not things but 

as relationships‖ (p. 11).  Burns viewed leadership not in terms of the naked power 
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inherent in the position, but instead in terms of how those in power positions ―have the 

capacity to secure changes in the behavior of a respondent‖ (p. 13).  Furthermore, for 

leadership to be effective in the context of relationships, motivations must be aligned and 

relevant between the parties involved.  From this supposition flows the idea that 

leadership is only as strong as its followership.  As Burns wrote, ―Leadership, unlike 

naked power wielding, is thus inseparable from follower‘s needs and goals‖ (p. 19).  The 

degree to which a leader is successful is directly dependent on the level to which a leader 

inspires others and aligns organizational success based on shared goals and vision.  

Building on Burns‘s work, transforming leadership is more complex and potent then 

transactional leadership.  Further, ―the result of transforming leadership is a relationship 

of mutual stimulation and elevation that converts followers into leaders and may convert 

leaders into moral agents‖ (p. 4).  The Four I‘s of transformational leadership identified 

by Bass and Avolio (1994) are necessary skills for school principals if they are to meet 

the challenges of the 21st century: individual consideration, intellectual stimulation, 

inspirational motivation, and idealized influence.  These skills, taken out of isolation and 

matched with distributed leadership, result in a set of coordinated actions that enhance the 

effectiveness of schools and the achievement of students. 

Kouzes and Posner (2002), in The Leadership Challenge, made similar claims, 

positing that everyone can and should be a leader in the various capacities in which they 

find themselves (work, family, community, etc.), and that leadership is not reserved only 

for those in power positions.  Kouzes and Posner conceived of leadership as a 

―relationship between those who aspire to lead and those who choose to follow‖ (p. 20).  

Their overriding claim is that ―leaders cannot command commitment, only inspire it‖ 
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(p. 15).  Kouzes and Posner outlined five fundamental practices of exemplary leadership: 

challenging the process, inspiring a shared vision, enabling others to act, modeling the 

way, and encouraging the heart.  Burns (1978) posited that a leader‘s ability to exert 

influence begins by, ―clarifying within ourselves our own personal goal‖ (p. 640).  Senge 

(1990), in The Fifth Discipline, added to this notion: ―Ultimately, leaders intent on 

building shared vision must be willing to continually share their personal visions … 

prepared to ask, ‗Will you follow me?‘‖ (p. 215). 

Spillane and colleagues (Elmore, 2000; Spillane, Halverson, & Diamond, 2001, 

2003; Spillane & Sherer, 2004) focused their attention on the concept of distributed 

leadership.  Elmore (2000) believed that the knowledge base one must have to provide 

guidance in instruction, assessment, and curriculum is vast; the solution is an 

organization that distributes the responsibility for leadership.  Spillane, Halverson, & 

Diamond (2003) characterized their concept of distributed leadership as an interactive 

web of leaders and followers who periodically change roles as the situation warrants.  

Spillane (2005a) suggested that distributed leadership is a product of the interactions of 

school leaders, followers, and their situation.  Spillane (2005b) wrote that school 

principals, or any other leaders, do not single-handedly lead schools to greatness; 

leadership involves an array of individuals with various tools and structures that enable 

and collaborate with the principal to run the school. 

Marzano et al. (2005) cited Elmore‘s (2000) conclusion that identifying the right 

work is critical to the success of a school.  When the right work is identified, the right 

person to complete the task is also identified.  Therefore, the work is distributed and leads 

to transformation.  Elmore stated that in any organized system, people typically 
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specialize, or develop particular competencies that are related to their predispositions, 

interests, aptitudes, prior knowledge, skills, and specialized roles. 

Marzano et al. (2005) stated that leading a school requires a complex array of 

skills.  To find an individual who has the capacity or will to master such a complex array 

of skills is rare.  When leaders distribute the requirements of leadership among other 

leaders, they are better able to maximize the skills of a team of individuals.  This 

distribution helps to ensure that the specific skill needed would be found in one of the 

leaders. 

Leadership Characteristics and Practices 

Leadership theory suggests that there is a relationship between the characteristics 

that make good leaders and the expectations of those they lead.  A trait such as honesty is 

integral to good leadership because trust must be established in the leader–follower 

relationship.  In a school setting, lack of trust in leadership can create tension and erode 

the ability of the administration, staff, and teachers to contribute to institutional and 

student success.  The characteristics and values of honesty, inspiration, vision, and 

competence are all necessary traits for effective leadership because they establish the 

positive relationships necessary for the leader–follower dynamic to grow (Kouzes & 

Posner, 2002).  Burns (1978) wrote, 

Leaders and followers may be inseparable in function, but they are not the same 

[because] the leader takes the initiative in making the leader–led connection, it is 

the leader who creates the links that allow communication and exchange to take 

place. (p. 20) 
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It is through this personal exchange that trust, honesty, and connections to the vision are 

realized in a meaningful way. 

Kouzes and Posner (2002) noted that only through credibility, earned by a 

demonstration of trust, honesty, and competence, can a leader be effective.  If those in 

leadership positions are not credible, they cannot create positive school cultures.  They 

cannot inspire, direct, and instill faith or trust in the people they supervise.  Burns (1978) 

made a more pointed claim: ―The leader‘s fundamental act is to induce people to be 

aware or conscious of what they feel—to feel their true need so strongly, to define their 

values so meaningful, that they can be moved to purposeful action‖ (p. 44). 

Leadership theory posits that to make work meaningful it should be challenging 

and ever changing (Senge, 1990).  If one way does not work, leaders empower those they 

lead to suggest ways to make change and improvement.  Through processes like 

significant and ongoing self-evaluation, leaders can instill vision and empower change.  

Kouzes and Posner (2002) suggested in their work that giving people an opportunity to 

have a role in change and allowing them to draw on their own intrinsic motivations 

brings about more effective and meaningful results (Burns, 1978).  Thus, essential 

practices are self-evaluation and inclusiveness in decision making and collaboration with 

subordinates—leadership characteristics and practices that make a difference in the 

climate of the school.  The activities in schools of the arts require both teachers and 

principals demonstrate collaboration and inclusiveness to ensure that such activities as 

band, choir, and performances are positive experiences for everyone. 

Additional leadership characteristics and practices must include the ability to 

motivate others to follow a shared vision, challenging the status quo and empowering 
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others to act and bring about meaningful and effective change (Kouzes & Posner, 2002).  

This emphasis on being a change agent is an essential leadership trait of a principal. 

Thus, the skills of reflection and self-evaluation become critical in the 

development of effective school leaders.  Effective leaders continually evaluate their 

actions, policies, practices, opinions, and beliefs in an attempt to evolve into agents of 

change: ―The ultimate test of practical leadership is the realization of intended, real 

change that meets people‘s enduring needs‖ (Burns, 1978, p. 461). 

Leadership theory also suggests that shared vision is a key element of effective 

leadership.  As Senge (1990) wrote, ―A shared vision is a vision that many people are 

truly committed to because it reflects their own personal vision‖ (p. 206).  Vision is how 

a leader sets others on a course to work toward success, challenge the status quo, and 

think in a positive manner with a positive outlook and attitude.  Vision brings clarity, 

unity, and cohesion.  Kouzes and Posner (2002) wrote about using past and present 

knowledge to obtain the elements necessary to create a vision for the future.  From the 

experience of researchers of importance, the faith to empower and trust others is born 

from leaders‘ own faith in their skills as a leader. 

It is important for leaders to share power as a means to bring about greater clarity 

and shared vision in the leader–follower relationship.  Leadership theorists posit that 

more empowered followers bring about more effective change and greater 

accomplishments for all involved (Kouzes & Posner, 2002).  Starting with Hollander and 

Julian (1969), implicit leadership theory argues that people are seen as leaderlike to the 

degree that their characteristics (e.g., intelligence, personality, or values) match other 

peoples‘ notions of what leaders should be like (Hogan et al., 1994). 
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An example of how vision and shared responsibility can affect an educational 

institution is in the processes of self-evaluation and institutional improvement.  If an 

institution‘s leader views the processes associated with self-evaluation and institutional 

improvement as perfunctory and meaningless exercises required by regulators (i.e., 

accreditation bodies), then others in the institution will view the process in the same way.  

The institution thus potentially misses a valuable occasion to have a meaningful, 

reflective, and inclusive process whereby all individuals in the institution have an 

opportunity to contribute to their own success, the success of the institution, and the 

success of students. 

The literature on leadership indicates that good leaders establish sound 

relationships and build strong institutions around those relationships.  Good leaders 

motivate and instill a sense of pride in action.  As Burns (1978) wrote, ―Leaders address 

themselves to followers‘ wants, needs, and other motivations, as well as their own, and 

thus they serve as an independent force in changing the makeup of the followers‘ motive 

base through gratifying their motives‖ (p. 20).  According to this supposition, good 

leaders focus vision based on their knowledge of themselves and others, and use that 

knowledge to motivate others to follow.  This study explored the leadership practices that 

are typical and relevant for principals in schools of the arts. 

The Artistry of Leadership 

Schon (1987) claimed that we may learn about the artistry of leadership by 

―carefully studying the performance of unusually competent performers‖ (p. 13).  This 

study is grounded in leadership effectiveness but seeks to go beyond traditional 

definitions of effectiveness to discover leadership practices in arts schools.  The context 
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of art reveals other lenses with which to study and understand leadership.  For example, 

Deal and Peterson (2000) proposed eight strategies that ―embrace the expressive side of 

human experience: art, poetry, music, rituals, ceremonies, dance, metaphors, and 

humour‖ (p. 119).  They claimed that organizations may be improved by the engagement 

of these strategies.  While their list is not comprehensive, it indicates both the new 

directions and the significance of including the arts in a discussion of leadership.  An 

exploration of how these strategies are engaged in effective organizations enhances our 

understanding of the artistic elements that inform leadership. 

There are no shortages of examples supporting the view that an engagement with 

the arts and humanities is an effective vehicle for preparing leaders and for leadership 

practices.  Rorty (1989) claimed that people who care about moral development turn, not 

to philosophical texts, but to novels, short stories, and plays.  Nussbaum (1995) 

advocated the use of literature to help prospective leaders engage their moral 

imagination.  Even in the field of educational leadership per se, Greenfield (1988) 

proposed a socialization model for principals that incorporates both technical and moral 

dimensions.  Popper (1989) lamented the failure of programs that have attempted to 

incorporate the humanities into educational-leadership training.  Popper offered two 

explanations for this lack of success: First, the pervasive attitude seems to be that the 

humanities as high culture are of consummatory value only for school administrators.  

Second, advocates of the humanities in education administration have not presented 

methods showing models of how humanities content might be integrated with other 

components of education programs.  It is one thing to say ―yes‖ to the humanities, but 

quite another to find instrumental applications for their content in program contexts. 
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The Arts in Education 

To understand leadership practices in administrators at schools of the arts, we 

must know and understand why arts education is important. 

[The arts] engage students in learning and help children build thinking skills.  

They provide a gateway to other subject areas as well as promote cross cultural 

learning.  In addition, the arts teach the ability to utilize resources and they 

enhance interpersonal skills of cooperation and teamwork. (Arts for a Complete 

Education, 1997, p. 1) 

The arts have been part of the definition of an educated person from the very 

beginning of time.  Since nomadic people first sang and danced for their ancestors, since 

hunters first painted their quarry on the walls of caves, and since parents acted out stories 

of heroes for their children, the arts have been important.  All people everywhere have an 

abiding need to connect time and space; experience an event, body and spirit, intellect 

and emotion.  ―It is the responsibility of arts educators to make these connections and to 

express the otherwise inexpressible‖ (Mahlmann, Senko, Blakeslee, & Prosser, 1994, 

p. 5). 

At the same time, the arts are often an impetus for change, challenging old 

perspectives from fresh angles or offering original interpretations of familiar ideas.  The 

arts are also society‘s gift to itself: linking hope to memory, inspiring courage, enriching 

our celebration, and making tragedies bearable.  ―They are a unique source of enjoyment 

and delight, providing the ‗Aha!‘ of discovery when we see ourselves, and with what we 

sense lies beyond ourselves‖ (Mahlmann et al., 1994, p. 5). 
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The holistic approach to integrating the arts in education can be considered a 

primary tool for cognitive development.  Piaget (1970) forged a view of cognitive-

development theory during the middle of the last century that became a universally 

recognizable principle.  Different stages of cognitive development were used to describe 

the development of human beings.  For example, Piaget regarded the fourth state, the 

formal operational stage from approximately age 11 and beyond where children begin to 

reason with symbols and logical relationships, as the essence of cognitive achievement 

(Inhelder & Piaget, 1958). 

Goodman (1968) advanced the theory that human beings use a variety of symbols 

and symbol systems to express themselves.  There is a system of symbols in the arts as 

there is also in science and writing.  For example, in music one uses a staff and notes.  In 

dance one uses leg positions, foot positions, pirouettes, and leaps.  In this view, Goodman 

(1983) recognized that the emotions displayed through the arts function cognitively.  

Goodman argued that to understand a painting or a symphony is as cognitive an 

achievement as learning to read or write. 

Goodman (1968) stated, 

The integration of the arts into our concept of cognition and thus into the overall 

educational process is vitally important for students who are not to become artists all. 

How works of art and through them, our worlds, and worlds through them may be 

comprehended and created must be part of basic education for the millions of us 

who will never be artists of any kind.  Why? … Because advancement of the 

understanding is what makes survival and success worthwhile. (p. 33) 
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Another way to understand the Goodman (1968) theory of the integration of the arts is to 

concur that the arts are part of our intelligence quotient, which must be developed 

through intimate experiences during our lifetime and especially while we are nurturing 

the minds of our students in K–12 classes. 

Gardner‘s (1983b) theory of intelligences provides another framework to 

understand the arts‘ link to learning and being a well-rounded individual.  Gardner‘s 

(1983b) theory of multiple intelligences sets forth a basis for integrating multidisciplinary 

curriculum and instruction as a unified whole rather than isolated subjects.  Gardner‘s 

(1983a) reasoning is therefore based on the observation that children, regardless of 

background, do not differ in their achievement of artistic success. 

Gardner (1983a), in Artistic Intelligences, explained that literacy in symbol 

systems is central to what he calls ―a cognitive view of the arts‖ (p. 57).  This theory puts 

forth the view of intelligence as pluralistic rather than the stereotype that each person is 

endowed at birth with a single form of intelligence.  Therefore, we can conclude from 

Gardner‘s view that schools should provide for the finding and development of talents 

and intelligences to the fullest for all students. 

Since the 1950s, a significant body of research has developed outside the arts that 

have important implications for arts education. 

In the United States, a year-long study that was not originally intended to 

investigate the arts uncovered a dramatic connection between the arts and other 

aspects of life.  Elementary school students commented on race relations, patterns 

of authority and personal identity through dances they spontaneously organized in 

school classrooms, in halls, and on the playground. (Hanna, 1992, p. 602) 
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When the St. Augustine School in the South Bronx became the St. Augustine 

School of the Arts, enrollment soared.  Its students, from kindergarten through high 

school, gained proficiency in the arts, and according to Principal Pilecki, ―98% of them 

now meet New York State academic standards‖ (Hanna, 1992, p. 603).  The contribution 

of arts education can make the entire enterprise of learning for our children stand on 

firmer ground. 

Educational research on intelligence and brain function point to the facts that tie 

directly to the arts while the continuing use of the arts is highly desirable for 

school progress and for developing the kind of well educated young people we 

need for the nation‘s well being. (Music Educators National Conference, 1991, p. 

18) 

It is clear from the research that schools of the arts experience positive academic success 

despite the socioeconomic status of the students or the urban/suburban location of the 

school. 

The Arts and School Reform 

Since the launch of Sputnik in 1954, American educators have been influenced to 

focus on education and school reform.  The National Commission on Excellence in 

Education (1983) in its publication, A Nation at Risk, described mediocre educational 

performance by American students.  Such poor quality was attributed to each of the 

following factors: (a) diluted and diffused curriculum, (b) low expectations, 

(c) ineffective use of school time, and (d) inadequacy in teachers‘ preparation. 

As a result of the Education Summit in 1990, the first President Bush and the 

nation‘s governors adopted a four-part strategy for achieving six educational goals to 
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improve achievement for all students.  This national strategy for education improvement, 

formerly known as America 2000, became Goals 2000 under President Clinton‘s 

administration.  In response to national and state concerns, in 1991 the Florida legislature 

developed its own accountability law called Blueprint 2000 (1992).  The purpose of this 

document was to ensure that all students receive the kind of education needed to be 

successful citizens in society.  Blueprint 2000 is currently known as the School 

Improvement Act (1998).  This Florida law was intended to reform the state system of 

education in order to return the responsibility for education back to those closest to the 

student, namely the teachers, schools, families, and communities. 

The arts have emerged from the educational-reform movement of the last decade 

as a vital partner in the continuing effort to provide children with a world-class education 

(Mahlmann et al., 1994).  Researchers, educators, and business leaders are constantly 

looking for new ways to raise students‘ performance level.  One critical response has 

come from the arts curriculum, where there is new evidence that arts learning improves 

student performance in diverse subjects (Kane & Frankonis, 1998).  Arts education, like 

other subject areas, has been engaged in a national effort of reform and repositioning of 

its influence as an integral part of the education of children and youth. 

Public education in the United States has experienced numerous and varied cycles 

of reform.  The vast majority of these reform efforts have focused on finding the most 

effective and efficient manner to educate the nation‘s children.  Although the U.S. 

school-reform movement has produced some important and innovative educational 

alternatives over the past decade, many educators have chosen to ignore them.  Some 

innovative alternatives have included traditional schooling, theme-based integrated 
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curriculum, and performance-based curriculum.  For a variety of reasons, these reform 

models have not been effective enough to motivate professional educators, school-board 

members, or parents to undertake substantial change (Sauter, 1994).  Somewhat 

surprisingly, there is a growing awareness that an alternate approach to learning is 

needed.  Arts-integrated education, however, seems to have been overlooked by 

reformers and by professional educators.  Integrating the arts into the curriculum refers to 

the infusion of one or more art forms such as dance, music, theatre, and visual arts into 

the total curriculum.  An arts-integrated education emphasizes the importance of the arts 

to the total development of knowledge, skills, and abilities of the student. 

Berger (1990, p. 16), an elementary teacher in western Massachusetts, said the 

following about results with students. 

The infusion of arts has had a profound effect on student understanding, 

investment and standards.  As a whole, students not only do well on standardized 

testing measures, but importantly and demonstrably do well in real-life measures 

of learning.  They are capable and confident readers, writers, and users of math; 

they are strong thinkers and workers; they treat others well. 

Berger‘s school and other arts-integrated schools around the country provide 

models of institutions that have achieved dramatic results by using all the arts as powerful 

systems for delivering learning and as effective agents for change.  A coherent vision for 

schooling in the 21st century is embedded in these schools.  The approaches to arts 

education that are most prevalent today reflect the instructional methodology of 

interdisciplinary teaching, discipline-based arts education, and art integration/infusion. 
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In 1994, a document entitled National Standards for Arts Education: What Every 

Young American Should Know and Be Able to Do in the Arts was collaboratively 

developed by representatives from various arts groups (Mahlmann et al., 1994).  The 

American Alliance for Theatre and Education, Music Educators Conference, National Art 

Education Association, and National Dance Association comprised the Consortium of 

National Arts Education Associations.  This document is the result of an extended 

process of consensus building that has included a variety of efforts designed to secure the 

broadest possible range of expertise and reaction (Mahlmann et al., 1994). 

The National Standards for Arts Education (Mahlmann et al., 1994) national 

report recommended that schools focus on one method of redesigning schools in arts 

integration/education.  This method includes an educational configuration that uses the 

arts (music, art, dance, and theatre) as instructional strategies (Mahlmann et al., 1994).  

The major question remaining for schools that successfully reform arts education is why 

arts education is important. 

An arts education contributes significantly to general academic achievement, 

including achievement in science, mathematics, social studies, language arts, and other 

subjects, and to the development of general cognitive skills.  The arts engage students in 

learning; help children build thinking skills; enhance self-discipline, perseverance, hard 

work and creativity; provide a gateway to other subject areas; promote cross-cultural 

learning; teach the ability to use resources; and enhance interpersonal skills of 

cooperation and teamwork (Arts for a Complete Education, 1997). 

Arts integration remains a popular trend in current educational practice.  The arts 

help students develop positive attitudes toward school while enhancing general 
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educational achievement.  When carefully planned, arts instruction also contributes 

positively to students‘ intellectual and social development (Hanshumaker, 1986).  Barone 

and Eisner (1997) contended that schools should rely more heavily on the arts to make 

education more relevant to all learners.  The result would be an educational system better 

equipped to serve students with diverse needs and varied backgrounds (Barone & Eisner, 

1997; Darby & Catterall, 1994). 

The arts can be used to sharpen both perceptual and analytical abilities, nurturing 

the creativity and imagination necessary for innovative thinking and problem solving.  As 

the arts are integrated into the curriculum, they increase opportunities for students to fully 

experience art and beauty, while deepening the student‘s understanding of culture and 

history.  Arts integration is seen as an effective process for developing and enhancing 

literary and communicative skills, calling on and honing the multiple abilities or 

intelligences that are born in everyone to varying degrees (Eisner, 1981; Gardner, 1983a). 

Arts education improves cognition, promotes social relations, stimulates personal 

development, and fosters productivity in citizens (Hanna, 1992).  An education in the arts 

also benefits society because students of the arts disciplines gain powerful tools for 

understanding the human experience (past and present), learning to adapt to and respect 

others‘ ways of thinking, working, expressing themselves, and learning artistic modes of 

problem solving, all of which bring an array of expressive, analytical, and developmental 

tools to difficult human situations.  Finally, benefits are gained for students by analyzing 

nonverbal communication and making informed judgments about cultural products and 

issues, as well as communicating their thoughts and feelings in a variety of modes, giving 

them a vastly more powerful repertoire of self-expression (Mahlmann et al., 1994). 
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Students in the state of Florida are performing poorly on standardized tests (i.e., 

Florida‘s Comprehensive Achievement Test) in relation to students in other states and 

countries.  Educators in the state are continually seeking to provide students with an 

education that reflects a global view.  Today, many schools are setting higher standards 

for academic achievement in an effort to achieve the goals set forth in Blueprint 2000 

(1992) and the School Improvement Act of 1998, FS 299.59. 

In its publication, Prisoners of Time, the National Education Commission on 

Time and Learning (1994) reported that students are performing poorly in comparison 

with students in other advanced countries, and called for schools‘ restructuring.  With the 

passage of the Federal Goals 2000: Educate America Act, the arts are written into federal 

law.  The law acknowledges that the arts are a core subject and are as important to 

education as English, mathematics, history, civics and government, geography, science, 

and foreign language.  According to Rasmussen (1998), just as the arts can provide 

teachers with ways to reach all students, arts education can be helpful in teaching other 

disciplines.  Goodlad and Lovitt (1993) noted, 

Whether or not the American 2000 crusade achieves or fails to achieve its goals, 

all our children—poor, handicapped, dwelling in remote places—must have 

access to the knowledge most likely to ensure their effectiveness as parents, 

workers, citizens, and individuals. (p. 19) 

The arts as a part of the human journey. The arts are one of humanity‘s 

deepest rivers of continuity.  They connect generations to generations.  They equip 

newcomers in their pursuit of the questions, ―Who am I?  What must I do?  Where am I 

going?‖  At the same time, the arts are often an impetus for change, challenging old 
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perspectives from fresh visions, or offering original interpretations of familiar ideas.  

Surprisingly, one powerful approach to learning seems to have been overlooked by 

reforms and by schools: education in and through the arts.  Yet, the arts have a favorable 

record as a learning strategy (Sauter, 1994). 

The arts are embedded deeply in our daily lives; often so deeply that we are 

unaware of their presence.  The office manager who has never studied painting nor 

visited an art museum may nevertheless select a living room picture with great care.  The 

mother who never performed in a choir still sings her infant to sleep.  The arts are 

everywhere in our lives, adding depth and dimension to the environment in which we 

live, shaping our experience daily.  From fashion to architecture and entertainment, the 

arts have grown into a multibillion-dollar industry.  ―We could not live without the arts—

nor would we want to‖ (Mahlmann et al., 1994, p. 5). 

When there is an effective arts-education program, the school and community 

have a sense of what they want students to know and be able to do better than most 

others.  They are willing to support whatever turns those expectations into reality; they 

care whether students have the opportunity to study the arts or at least one of the arts 

disciplines.  They expect students to participate in arts programs and they work to see that 

students have that opportunity (Hinckley, 1997). 

For these reasons, the arts have been an inseparable part of the human journey.  

We depend on the arts to lead toward self-fulfillment.  That is why in civilizations, the 

arts are inseparable from the very meaning of the term education.  We know from long 

experience that no one claims to be truly educated who lacks basic knowledge and skills 

in the arts (Mahlmann et al., 1994). 
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Hanna (1992) stated, ―Education of the Arts has the power to do and be many 

things—to be intrinsically valuable and to help fulfill nonaesthetic, utilitarian goals‖ 

(p. 601).  Arts education benefits both the student and community.  It benefits the student 

because it cultivates the whole child, gradually building many kinds of literacy while 

developing intuition, reasoning, imagination, and dexterity into unique forms of 

expression and communication.  This process requires both an active and a trained mind.  

Arts education also helps initiate students into a variety of ways of perceiving and 

thinking.  Much of the child‘s early education is devoted to acquiring the skills of 

language and mathematics.  Children gradually learn, unconsciously, that the ―normal‖ 

way to think is linear and sequentially, from beginning to end.  Students soon learn to 

trust mainly those symbolic systems, usually in the form of words, numbers, and abstract 

concepts, to separate the person from the experience (Mahlmann et al., 1994). 

Integrating the arts across the curriculum can provide opportunities for a more 

comprehensive and meaningful learning experience.  Through the arts, students find out 

about themselves, their relationships with others, and their relationship with their society 

and with their physical environment.  Because the arts stimulate our uniquely human 

capacity for aesthetic knowing, students are helped to grow socially and emotionally as 

well as intellectually and physically (Hinckley, 1997). 

Teachers find that the arts help draw students into learning by challenging, 

motivating, and reinforcing students and extending and transforming the content.  

Higher-order thinking skills are enhanced by creating arts projects in the context of 

specific content areas.  Incorporating the arts can also provide an enjoyable change of 

pace in the day (Kase-Polisini & Scott-Kassner, 1997). 
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In Interconnecting Pathways to Human Experience, Hinckley (1997) stated that 

there are many compelling reasons for integrating arts into the curriculum.  First, life 

does not occur in neat, segregated subject-matter packets.  A single incident such as a 

hurricane, for example, affects people in many ways.  It destroys homes, cultural 

resources, and businesses, damages the natural beauty of an area, upsets the economy, 

interrupts school and community programs, tests government emergency-response 

policies, strains a community‘s sense of altruism, and demands immediate solutions to 

problems that will have a long-term aesthetic and economic impact on the quality of life 

in a community.  To address these complex issues, citizens must use knowledge and 

skills from a variety of subject areas. 

Second, today‘s teachers face the challenge of an ever-expanding curriculum.  

Each year, they find that more and more material must be covered.  The students they 

teach have been raised watching Sesame Street and have graduated to MTV.  Although 

some of the expansion of the curriculum results from important mandates by state boards 

of education, most of it is because information in the modern world is expanding at a 

phenomenal rate.  A realistic look at the future, therefore, only serves to underscore the 

value of teaching that stresses connections among subject areas. 

Finally, making such connections among subject areas is more meaningful to 

students.  It provides them with a sense that what they are learning might be of some use.  

The cultural connections they learn about in the arts can help them better understand 

cultural contexts in social studies or the connotative impact of words in language arts. 

The arts as preparation for the workplace. After a long exile on the curricular 

fringe of public education, arts education has achieved some success in claiming its 
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rightful place.  The possibilities have accelerated since 1989–1990, when the 

contemporary advocacy movement for arts education became part of the sustained wave 

of school reform, launched in the public mind in 1983 by the publication of A Nation at 

Risk and its warning of a ―rising tide of mediocrity‖ in the schools (National Commission 

on Excellence in Education, 1983, p. 1).  In the wake of a monumental effort by business 

leaders, arts educators, community arts organizations, and others, arts education has now 

become a visible, viable, and vocal part of the national strategy for improving the 

nation‘s schools.  A comprehensive approach to arts education is becoming more 

widespread (Brademas, 1996). 

There is substantial evidence that the arts prepare students for jobs and the 

workplace.  Skill requirements for all workers are increasing, including those in 

production and support jobs.  Brademas stated in Educating for the Workplace Through 

the Arts that creative thinking, problem solving, risk taking, teamwork, and 

communications are precisely the tools the workforce of tomorrow will need (Brademas, 

1996). 

Over the past decade, a new way of thinking about arts education has become 

accepted, which differs significantly from the limited activity that most younger adults 

remember from their own schooling.  Based on substantive and rigorous content, the new 

arts education develops the very capacities that business leaders, educators, and parents 

want schools to provide our children: creative problem solving, analytical thinking, 

collaborative skills, and judgment.  Pink (2005) noted that the ―right brain qualities of 

inventiveness, empathy, joyfulness, and meaning increasingly will determine who 

flourishes and who flounders‖ (p. 3). 
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In the new arts education, children learn to convey ideas, feelings, and emotions 

by creating their own images and performing dance, music, and drama.  Students learn to 

decode and understand the historical and cultural messages wrapped in works of art.  

They also learn to analyze, critique, and draw reasoned conclusions from what they see 

and hear; to reflect on the meaning of their perceptions and experiences.  The 

demonstrated achievements of the new arts education have brought it recognition in areas 

that are today defining education for both students and teachers.  National voluntary 

standards for the arts, state curriculum frameworks, certification for arts teachers, student 

assessments, and text and instructional materials increasingly call for substantive arts 

education (Brademas, 1996). 

In Educating for the Workplace Through the Arts, Brademas (1996), former 

member of Congress and President Emeritus of New York University, quoted his 1994 

presentation to the American Council on the Arts Conference in Louisville, Kentucky, 

with the following three-point rationale for why and how arts education strengthens the 

workforce. 

1. The arts enhance quality business needs.  The indispensable qualities and 

characteristics for developing the kind of workforce America needs are, in 

Brademas‘s (1996) words, ―exactly the competencies that are animated and 

enhanced through study and practice of the Arts‖ (p. 5).  They are also generic 

or transferable to other topics and other areas of life. 

2. The arts invigorate the process of learning.  Arts education is education that 

focuses on ―doing‖; all the arts are related to either product or performance, 

and often both.  The arts are also strongly linked to positive academic 
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performance.  Citing a 4-year study conducted by the Arts Education Research 

Center at New York University, Brademas noted that achievement-test scores 

in academic subjects improve when the arts are used to assist learning in 

mathematics, creative writing, and communication skills. 

3. The arts embrace and encourage school participation, especially for 

youngsters who are at risk.  Brademas (1996) pointed to the ―Fighting Back‖ 

project sponsored by the Robert Wood Johnson Foundation, which targets 

drug and alcohol use among the young.  Brademas noted that ―participation in 

arts programs can be a powerful magnet to keep children in school‖ (p. 5). 

Former Florida Secretary of State Mortham said, ―Researchers have documented 

the positive role of the Arts in dropout prevention, improved student motivation and 

better SAT scores‖ (as cited in Brademas, 1996, p. 3).  Former Commissioner of 

Education Brogan stated, ―Arts education should be a basic component of every program.  

It is essential to have a well rounded curriculum to have well rounded students to be our 

leaders of tomorrow‖ (as cited in Brademas, 1996, p. 3).  Researchers have continued to 

document the importance of arts education and the effect it has on students and student 

performance.  In 1995, those who studied the arts for more than 4 years scored 59 points 

higher on the verbal portion and 44 points higher on the mathematics portion of the SAT 

than students with no coursework or experience in the arts (Murfee, 1996). 

Since the 1990s, a significant body of research has developed outside the arts that 

have important implications for arts education.  Researchers have found ―attendance 

records, test scores, and graduation rates from different kinds of schools nationwide that 
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offer Arts education attest to the fact that arts can ‗grab‘ many youngsters‘ attention by 

offering immediacy and active involvement of mind and body‖ (Hanna, 1992, p. 603). 

In the United States, a year-long study that was not originally intended to 

investigate the arts uncovered a dramatic connection between the arts and other 

aspects of life.  Elementary school students commented on race relations, patterns 

of authority and personal identity through dances they spontaneously organized in 

school classrooms, in halls, and on the playground. (Hanna, 1992, p. 602) 

The arguments presented in this review conclude that the arts belong in the center 

of education, not on the periphery.  This study is particularly focused on the leadership 

characteristics associated with educational leaders in schools of the arts.  Perhaps the 

most important possible outcome of this study is to challenge educators to reject false 

dichotomies: Florida‘s Comprehensive Achievement Test subjects versus untested 

subjects, discrete disciplines versus interdisciplines, and science versus art, all 

categorizations that lead to alienation of educator and children.  We must begin to look at 

educational leadership with stereoscopic vision.  After all, as Eisner (1981) reminded, 

―looking through one eye never did provide much depth of field‖ (p. 9). 

During the review of the literature, I found no studies or commentary related 

specifically to leadership practices of administrators in schools of the arts.  Given the 

value of arts education, such a study seems merited.
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3. METHODOLOGY 

The purpose of this exploratory study was to identify common practices of 

school-of-the-arts administrators and determine if these commonalities differ from those 

of effective school leaders in general.  The study examined the leadership practices of the 

leaders of schools of the arts throughout the state of Florida and tested the hypothesis that 

leaders of schools of the arts have unique and effective leadership practices that might 

inform school effectiveness in general. 

This chapter outlines the methods and procedures that were used to collect and 

analyze data on the demographics and leadership practices of public school 

administrators in Florida‘s schools of the arts.  There are 21 practices in the McREL 

Balanced Leadership Framework developed by Marzano et al. (2005).  Using the 21 

practices, the study identified important and unique practices found in public school 

administrators in Florida‘s schools of the arts.  In addition, the study used the variables of 

school level, gender, and grade performance levels to determine if there are leadership 

differences in the school of the arts 

In designing this research study, it was important to establish and define its 

parameters: who and what would be studied.  In addition, for this study to be valid, it was 

important to ensure that measurable data could be obtained from the respondents 

answering the survey questions honestly.  The instrument identified above has been used 

previously in research and has a reliability coefficient of .92. 
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Research Questions 

Five research questions were answered in this study: 

1. Among administrators in schools of the arts in the state of Florida, are there 

common leadership practices? 

2. Among administrators in schools of the arts in the state of Florida, are there 

differences in leadership practices across grade levels (elementary, middle, 

and high schools)? 

3. Among administrators in schools of the arts in the state of Florida, are there 

any gender differences reflected in leadership practices? 

4. Among administrators in schools of the arts in the state of Florida, are there 

differences in leadership practices by school performance level (school grade 

= A, B, C, D, or F)? 

5. How do principals in schools of the arts in the state of Florida perceive unique 

challenges of leading their schools? 

 

Sample 

The sample population for this study was the administrators in the 65 schools of 

the arts in the 67 counties of the state of Florida.  These schools of the arts share a similar 

mission (i.e., exposure to training/development in the arts) and are also required to 

comply with statewide accountability standards.  Ary, Jacobs, Razavich, and Sorensen 

(2006) argued that in most surveys, a return rate of 70% or higher would allow for a 

sample that is representative of the population.  Therefore, there was an expectation that 



 

40 

survey responses would be obtained from at least 46 of the 65 schools or 70% of 

administrators of schools of the arts in the state of Florida. 

Data Collection 

The data-collection procedure included the following. 

Pilot study. 

1. The data collection started with the piloting of the McREL Balanced 

Leadership Instrument, which was administered to six randomly chosen 

administrators who work in schools of the arts in other states.  The six 

respondents completed the instrument online.  After the allotted time expired, 

a follow-up occurred; and if all six administrators had not responded, 

additional administrators would have been selected to secure the expected 

respondents for the pilot group.  After conducting the pilot study, (a) there 

were no modifications made to the quantitative questions, however (b) the 

qualitative questions were added as section three. 

Study. 

2. A cover letter was mailed electronically to each participant describing the 

purpose of the study and soliciting their voluntary participation.  In addition, 

each participant received a consent form stating that participation was 

voluntary and participants‘ information would remain confidential.  The cover 

letter also explained that the information submitted online would be kept 

under lock and key by the researcher and that the data would be shredded 

upon completion of the analysis of the data and the dissertation. 
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3. The primary data collection consisted of the online survey, which followed 

standard survey procedures to facilitate the highest level of return, maximize 

response rates, and ensure that the data collected was representative of the 

sample (Erdos & Yang, 1970; Isaac & Michael, 1981; Kerlinger, 1973). 

4. Each respondent in the sample was mailed the introduction letter and the 

survey with instructions to complete online within 10 days of receipt of the 

survey. 

5. Each survey was coded with an identifying number for tracking and future 

follow-up with respondents.  This follow-up mailing occurred every 14 days 

until there were a reasonable number of respondents in the sample. 

6. I ensured that all initial and subsequent information was mailed electronically 

in batches at the same time to all subjects in the pilot phase, the survey phase, 

and the follow-up phase of the study. 

Instrumentation 

Leadership, specifically principal leadership, has been seen as the most significant 

factor after teachers in school-reform efforts (Bass & Avolio, 1994; Chirichello, 2004; 

Fullan, 2003; Valentine, Clark, Hackmann, & Petzko, 2004).  A number of survey 

instruments have been developed to measure principal behaviors and attitudes thought to 

have a prevailing impact on school conditions (Lester & Bishop, 2000).  They serve as 

precedents for measuring principal effectiveness through quantitative measures.  From a 

thorough review of existing literature and related empirical studies, I chose to adapt items 

from the McREL Balanced Leadership Instrument for a portion of the survey. 
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The data-collection instrument consisted of three parts.  Each portion of the 

survey was designed to focus on elements found to be pertinent in educational 

administration and leadership.  These areas include (a) experience and educational 

background, (b) individual leadership practices, and (c) efforts toward school 

improvement.  The survey used both a Likert scale and a ranking system: always = 1, 

often = 2, sometimes = 3, rarely = 4, and never = 5. 

Part I of the survey asked for general information about the respondents‘ 

background with regard to experience, education, and professional development.  This 

section of the survey asked respondents for information regarding years of experience as 

a leader, formal education or developmental training in educational administration or 

educational leadership, the highest level of education achieved, and why they chose to 

become a principal in a school of the arts. 

The survey questions in Part II were adapted from the McREL Balanced 

Leadership Instrument.  McREL conducted a meta-analysis of 69 leadership studies and 

from the research identified 21 national leadership practices that contribute to successful 

leadership behaviors in organizations (Waters et al., 2003).  The 21 practices found in the 

survey are from the meta-analysis, which was based on the research findings of Marzano 

et al. (2005) and provided substantive reliability.  The practices were placed into Likert 

style by McComis (2006) for administrators in higher education.  Therefore, the 

instrument has been used in similar populations that are involved in the service of 

educational delivery. 

Part III of the survey asked survey recipients to respond to open-ended questions 

to determine their perceptions of (a) the most important leadership practices for 



 

43 

administrators of schools of the arts, (b) any leadership practices unique to schools of the 

arts, and (c) any differences in the challenges they face, when compared with 

administrators of schools that are not designated as schools of the arts.  The participants 

were also asked to list any comments they would like to make about administering a 

school of the arts. 

The construct validity and the empirical validation of the theory behind the test 

(Cronbach & Snow, 1981) are crucial for any measurement instrument.  Kerlinger (1973) 

and Cronbach and Snow (1981) argued that the reliability and alpha level of the 

instrument must exceed .71.  The instrument that was used in this study was the McREL 

Balanced Leadership Instrument, which has a reliability of .92 (Cronbach & Snow, 

1981).  Because this instrument has not been used with the population in this study, the 

use of the McREL Balanced Leadership Instrument yielded useful information that adds 

to the body of knowledge of leadership practices of administrators in schools of the arts. 

Studies at McREL suggested that building-level leadership, as exercised by the 

principal, substantially impacts student achievement (Marzano et al., 2005).  Believing 

that every school should have a powerful and effective strategy for improving student 

achievement, the McREL research team of Marzano et al. (2005) revisited D. U. Levine 

and Lezotte‘s (1990) effective schools research study.  D. U. Levine and Lezotte 

researched schools for more than 30 years, discovering seven correlatives common in the 

schools that were considered most effective.  They argued that by focusing on improving 

practices consistent with these seven correlates, improved student test scores were the 

likely outcome.  Although the D. U. Levine and Lezotte study clearly defined these seven 

correlates, the specific responsibilities of principals to become effective leaders and 
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successfully implement the correlated strategies that lead to success were not clearly 

delineated. 

In the McREL study, researchers examined quantitative data related to school 

leadership spanning more than 25 years (Marzano et al., 2005).  The results of their 

research indicated that leadership is more of a science than an art.  The McREL team‘s 

research directly associated school-leadership responsibility with the school principal.  

McREL‘s Balanced Leadership was based on a meta-analysis of quantitative research on 

teacher, school, and leadership practices associated with student achievement.  The study 

stemmed from a review of (a) 3,000 dissertation citations, (b) 2,000 other study citations, 

and (c) 70 additional studies published since 1978 that met the criteria for inclusion.  

Because McREL‘s research team had as its primary goal to identify specific leadership 

behaviors, they only referenced those studies that addressed specific behaviors that had 

not been collapsed into broad categories. 

Unlike the D. U. Levine and Lezotte (1990) study, McREL researchers (Waters et 

al., 2003) addressed two important questions: (a) Do the focus and quality of leadership 

have a significant relationship to student achievements? (b) What specific leadership 

responsibilities and practices have the greatest impact?  From the resulting data, Marzano 

et al. (2005) drew three conclusions: (a) The quality of leadership matters; (b) effective 

principal leadership can be defined; and (c) effective leaders not only know what to do, 

but they know how, when, and why to do it. 

In addition, the following points support the use of the Marzano et al. (2005) 

instrument. 

1. The instrument is reliable with a coefficient of .70 and higher. 
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2. This instrument produces results that are stated in terms of leadership 

characteristics. 

Data Analysis 

The study used the following statistical procedures to analyze the information 

given by respondents to the McREL Balanced Leadership Instrument. 

1. Descriptive statistics were used to determine the mean, mode, median, and 

percentages for the Likert-scale responses to the survey instrument.  Graphic 

presentation includes histograms, frequency polygons, and standard deviation 

from the mean. 

2. Multiple regression analysis was used to take the large number of indices and 

practices of effective leadership, grouping and reducing them to a smaller 

number of variables and practices.  This procedure identified each variable 

and then grouped them into factor(s) associated with that cluster of questions. 

3. Responses to the open-ended questions were analyzed for themes, and 

summary responses reflect frequency counts of similar comments. 

The data from this survey were analyzed using quantitative and qualitative methods to 

ensure that the respondents‘ perceptions and responses to each question are addressed in 

a uniform manner. 

Limitations 

This study‘s generalizability was limited to the public schools in the state of 

Florida.  The inability to randomize the selection of participants in this study had the 

potential to limit the power of the responses because a purposive sampling procedure was 

employed.  It was anticipated that there may have been some difficulty in gathering an 
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adequate number of responses to conduct the data analysis.  However, through the use of 

online submission for the completion of the responses to the survey instrument, enough 

responses were collected.  The frequency of ―always/often‖ might be explained by 

1. The social desirability of the questions themselves (respondents could figure 

out what is the right leadership response) and 

2. The state of Florida has recently adopted the Balanced Leadership models in 

their principals standards reforms and therefore the language of the instrument 

was likely to be familiar to the respondents. 

Delimitations 

This study was limited to the study of the leadership practices of public school 

administrators in schools of the arts in the state of Florida. 

Threats to Internal Validity 

Most threats to the study‘s internal validity have been addressed.  The threats 

posed by history, pretesting, and statistical regression were minimized because there was 

no pretest/posttest design.  The threat due to the mortality of subjects was minimized by 

conducting the study in a limited time span.  Additionally, the differential selection of 

subjects was controlled through the purposive selection of participants in the study. 

Summary 

This study was designed to identify the practices that are representative of 

administrators of schools of the arts in the state of Florida.  The purpose of this 

exploratory study was to identify common practices of school-of-the-arts administrators 

and to determine if these commonalities differ from the practices of effective school 

leaders in general.  This was accomplished by analyzing the responses from the surveys 
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of the participating administrators.  Chapter 4 reports the results of the study.  Chapter 5 

provides conclusions and recommendations for future research. 
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4. ANALYSIS AND DISCUSSION 

Introduction 

This chapter summarizes the purpose of the study and the key findings.  This 

study explored perspectives on leadership practices held by administrators in Florida‘s 

schools of the arts. 

Purpose 

The purpose of this exploratory study was to identify common practices of 

schools-of-the-arts administrators and to determine if these commonalities differ from the 

practices of effective school leaders in general.  The study examined practices of leaders 

of schools of the arts throughout the state of Florida and tested the hypothesis that leaders 

of schools of the arts have unique and effective leadership practices that might inform 

school effectiveness in general. 

Research Questions 

The introduction to this study posed four questions for this study to address: 

1. Among administrators in schools of the arts in the state of Florida, are there 

common leadership practices? 

2. Among administrators in the schools of the arts in the state of Florida, are 

there differences in leadership practices across grade levels (elementary, 

middle, and high schools)? 
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3. Among administrators in the schools of the arts in the state of Florida, are 

there any gender differences reflected in leadership practices? 

4. Among administrators in the schools of the arts in the state of Florida, are 

there differences in leadership practices by school performance level (school 

grade = A, B, C, D, or F)? 

5. How do principals in schools of the arts in the state of Florida perceive unique 

challenges of leading their schools? 

Overview of Study 

The data collected and analyzed in this chapter are intended to paint a portrait of 

the leadership practices that are essential qualities of administrators in Florida‘s schools 

of the arts as they applied them in the educational setting.  Effective instructional leaders 

are an essential ingredient in improving the quality of instruction; ensuring the 

implementation of mandated local, state, and federal regulations; overseeing disciplinary 

dilemmas; and seeking highly qualified personnel.  These items delineate a small number 

of administrators‘ duties and responsibilities.  Only administrators in Florida‘s schools of 

the arts were asked to participate in this study.  The participants willingly participated 

and were told they could withdraw at any time without penalty. 

Leadership surveys were mailed electronically to 224 school administrators 

currently working in Florida‘s schools of the arts.  A second, third, fourth, and fifth 

mailing accompanied by telephone calls and verbal contacts were used as follow-ups to 

nonrespondents.  The return rate was 51% (114 surveys received), of which 41% (92 

surveys) were useable.  During the course of the survey period, many factors influenced 

its length, including district spring break, spam mail, deleted surveys, requests to resend 
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after a verbal contact, school moving, and a district superintendent requiring that 

respondents have permission to respond to surveys. 

Organization of the Survey 

The survey instrument was organized into three sections.  Each portion of the 

survey was designed to focus on elements found to be pertinent in educational 

administration and leadership.  These areas included (a) experience and educational 

background, (b) individual leadership practices, and (c) efforts toward leadership 

improvement.  The survey used both a Likert scale and a ranking system: always = 1, 

often = 2, sometimes = 3, rarely = 4, and never = 5. 

Part I of the survey asked for general information about the respondents‘ 

background experience, education, and professional development.  This section of the 

survey asked respondents for information regarding years of experience as a leader, 

formal education or developmental training in educational administration and supervision 

or educational leadership, and the highest level of education achieved. 

The survey questions in Part II were adapted from the McREL Balanced 

Leadership Instrument.  McREL conducted a meta-analysis of 69 leadership studies and 

from the research identified 21 national leadership practices that contribute to successful 

leadership behaviors in organizations (Waters et al., 2003).  The 21 practices found in the 

survey are from the meta-analysis, which was based on the research findings of Marzano 

et al. (2005) and provided substantive reliability.  The practices were adapted to the 

current survey by McComis (2006) for administrators in higher education.  Therefore, the 

instrument had been used in similar populations that were involved in the service of 

education delivery. 
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Part III of the survey asked recipients to respond to open-ended questions to 

determine their perceptions of (a) the most important leadership practices for 

administrators of schools of the arts, (b) any leadership practices unique to schools of the 

arts, and (c) any differences in the challenges they face, when compared with 

administrators of schools that are not designated as schools of the arts. 

Descriptive Data of Participants 

Demographics. Demographic information was collected from the respondents 

from information that was requested on the Leadership Survey.  The study used a 

purposeful sample that included all of the administrators from schools of the arts in the 

state of Florida.  Demographic data were reported on respondents: gender, age, ethnicity, 

years of experience as an administrator, years of experience at the arts school, and 

degrees held.  Table 1 shows the demographics of participants. 
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Table 1. 

Participant Demographics (N = 92) 

Demographic category Number of participants % 

Gender   

Male 39 42.4 

Female 53 57.6 

Level of responsibility   

Principal 28 30.4 

Assistant principal 61 66.3 

Age   

under 30  1.1 

30–60  85.9 

61+  13.0 

Race   

White  62.0 

African American  26.1 

Hispanic  10.9 

Indian  1.1 

 

Administrators—Principals/assistant principals. According to the National 

Center for Education Statistics, woman accounted for 39.1% of public school principals 

nationwide in 1993–1994 (U.S. Department of Education, 2007).  By 2007–2008, 51.0% 

of principals were female, more than half of all public school principals (U.S. Department 

of Education, 2010).  The January 2012 Education Information and Accountability 

Services Data Report states administrative employees account for 3.6% or 11,417 of the 

total employees in the state of Florida, 4,216 males and 7,201 females (Florida 

Department of Education, 2012).  There were 224 possible participants in the sample.  Of 

the 114 returns, 92 yielded usable data: 53 (57.6%) were female and 39 (42.4%) were 
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male.  This proportion of women to men is consistent with the educational workforce in 

general. 

Educational background. All participants currently hold leadership positions in 

a school of the arts in the state of Florida.  Four levels of education preparation are 

common to administrators in Florida‘s schools of the arts.  The participants reported 

multiple degrees and areas of certification.  Of the 92 participants, 13 (14.1%) have 

earned doctorate degrees and 17 (18.5%) have earned specialist degrees; 20 (21.7%) have 

more than a master‘s degree.  The majority of the participants held master‘s degrees with 

the reported numbers being 42 (45.7%).  Figure 1 illustrates the highest level of education 

for the respondents: 45.7% of the respondents have a master‘s degree, and 54.3% have a 

master‘s degree or higher. 

 
Figure 1. Educational background. 
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Educational experience. The study participants were asked to list their 

experience as administrators and experience as administrators in a school of the arts.  The 

participants‘ years of experience in this role were reported to range from 20.7% having 

1–4 years experience as an administrator and 18.5% having more than 20 years in 

administration.  In addition, the participants reported a range of 52.25% having a 

minimum of 1–4 years to 2.2% having a maximum of more than 20 years as an 

administrator in that school.  A large majority (83%) of administrators in the total sample 

of this study have been administrators for less than 10 years (see Figure 2). 

 
Figure 2. Years of experience. 

 

Survey Responses Parts II–III—Rating-Scale Analysis 

Parts II and III of the survey instrument asked respondents to rate, using a Likert 

scale, the frequency with which particular practices are performed/exhibited.  The 

advantage of using the Likert scale (also known as a summated rating scale) is that the 

multiple-item scale provides reliable scores and produces variability, which may allow 
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for finer distinctions among respondents (Johnson & Christensen, 2000).  The ratings on 

the multiple items were summed for each participant, providing a single score for each 

respondent.  In addition, the Likert scale associates numerical values with ordinal data 

and permits the calculation of an arithmetic mean of total scores for each respondent, as 

well as for the individual responses for each question on the survey (Rea & Parker, 

1997). 

The survey used a frequency-rating scale and asked respondents to choose one of 

the following options: always, often, sometimes, rarely, or never.  In compiling the data 

always = 1, often = 2, sometimes = 3, rarely = 4 and never = 5.  In addition to each 

respondent receiving an overall score based on their responses to all questions contained 

on the survey, the responses for each question were also analyzed as a method to validate 

the survey questions and the survey instrument. 

Part II of the survey asked respondents to rank the 10 practices they thought were 

the most important of the 21 practices, with 1 being the most important and 10 being the 

least important.  A frequency analysis isolated those items that administrators most 

frequently deemed the most important. 

Part III of the survey asked the respondents to respond to the open-ended 

questions pertaining to leadership practices in Florida‘s schools of the arts.  The data for 

this research are presented in order of the four research questions.  Research Questions 1–

4 refer to leadership practices. 

Research Question 1. The first research question for this study asked respondents 

to respond to the following: Among administrators in schools of the arts in the state of 

Florida, are there common leadership practices?  The administrators were asked to rank 
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the 10 most important of 21 leadership practices with 1 being the most important and 10 

being the least important.  Table 2 presents these results.  The rankings are reported in 

two ways.  The first set of two columns labeled ―Ranked as Most Important‖ lists the 21 

practices with respect to how many times that particular practice was selected as most 

important.  It can be seen that Culture was considered most important the greatest number 

of times (n = 15), selected by 16% of the administrators.  Culture was followed closely 

by Order (n = 14, 15%), and Curriculum–directly involved (n = 13, 14%).  Each of the 21 

practices was considered most important by at least one of the administrators. 

Table 2. 

Rankings of Leadership Practices by Top 10 (N = 92) 

 Ranked as most important  Ranked in top 10 

Practice N %  n % 

Culture 15 16  56 61 

Order 14 15  53 58 

Curriculum—directly involved 13 14  54 59 

Focus 9 10  55 60 

Communication 8 9  65 71 

Relationship 6 7  41 45 

Discipline 3 3  56 61 

Contingent rewards 3 3  23 25 

Resources 2 2  38 41 

Curriculum—knowledgeable about 2 2  45 49 

Visibility 2 2  52 57 

Affirmation 2 2  24 26 

Change agent 2 2  22 24 

Outreach 1 1  24 26 

Input 1 1  28 30 

Optimizer 1 1  22 24 

Ideals-beliefs 1 1  23 25 

Monitors-evaluates 1 1  41 45 

Flexibility 1 1  32 35 

Situational awareness 1 1  24 26 

Intellectual stimulation 1 1  17 19 
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The second set of two columns indicates the number and percentage of times that 

a leadership practice was considered to be in the top 10 in general.  In this context it can 

be observed that Communication was chosen the greatest number of times (n = 65), by 

71% of the administrators.  Thus, although Communication was ranked as most important 

by only 8 (9%) of the administrators, it was ranked in the top 10 most often. 

Intellectual stimulation was considered to be in the top 10 the least number of 

times (n = 17, 19%).  Observation of the overall distribution of rankings indicates that 

each of the practices was considered to be in the top 10 by nearly 20% of the 92 

administrators, thus supporting the importance of all 21 practices. 

In addition to ranking, administrators also responded to each of the 21 leadership 

practices with respect to how they perceived themselves to be related to each practice.  

Table 3 provides their responses to the Likert-scale items where 1 = always, 2 = often, 

3 = sometimes, 4 = rarely, and 5 = never.  Because rarely and never were seldom 

selected, they are combined under ―rarely‖ for reporting purposes.  Data from Table 3 

indicate that the majority of responses were in the ―always‖ and ―often‖ categories with a 

smattering of ―sometimes‖ responses.  Thus, from a self-perception perspective, 

administrators as a group believed they attended to leadership practices to a high degree. 

Table 3. 

Frequencies and Percents for Responses to Leadership Practices (N = 92) 

  Always Often Sometimes Rarely 

Practice The extent to which the administrator n % n % n % n % 

Culture  Fosters shared beliefs & a sense of community and 

cooperation 

70 76 18 20 3 3 1 1 

Order Establishes a set of standard operating procedures & 

routines 

65 71 24 26 2 2 — — 

Discipline Protects teachers from issues & influences that would 

detract from their teaching time or focus 

67 73 19 21 5 5 1 1 
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  Always Often Sometimes Rarely 

Practice The extent to which the administrator n % n % n % n % 

Resources Provides teachers with materials & professional 

development necessary for the successful execution of 

their jobs 

54 59 29 32 9 10 — — 

Curriculum, 

instruction, 

assessment 

Is directly involved in the design & implementation of 

curriculum, instruction, and assessment practices 

52 57 32 35 7 8 1 1 

Focus Establishes clear goals & keeps those goals in the 

forefront of the school‘s attention 

54 59 29 32 9 10 — — 

Knowledge of 

curriculum, 

instruction, 

assessment 

Is knowledgeable about current curriculum, 

instruction, and assessment practices 

61 66 27 29 4 4 — — 

Visibility Has quality contact & interactions with teachers and 

students 

61 66 28 30 3 3 — — 

Contingent rewards Recognizes & rewards individual accomplishments 38 41 38 41 10 11 4 4 

Communicates Establishes strong lines of communication with 

teachers & among students 

61 66 24 26 6 7 1 1 

Outreach Is an advocate & spokesperson for the school to all 

stakeholders 

61 66 21 23 9 10 1 1 

Input Involves teachers in the design & implementation of 

important decisions & policies 

36 39 46 50 10 11 — — 

Affirmation Recognizes & celebrates school accomplishments & 

acknowledges failures 

56 61 29 32 7 8 — — 

Relationship Demonstrates an awareness of the personal aspects of 

teachers & staff 

57 62 26 28 9 10 — — 

Change agent Is willing to & actively challenges the status quo 50 54 33 36 6 7 3 3 

Optimizer Inspires & leads new & challenging innovations 51 55 28 30 11 12 1 1 

Ideals/beliefs Communicates & operates from strong ideals & 

beliefs about schooling 

70 76 14 15 8 9 — — 

Monitors/ 

evaluates 

Monitors the effectiveness of school practices & their 

impact on student learning 

58 63 28 30 6 7 — — 

Flexibility Adapts his or her leadership behavior to the needs of 

the current situation & is comfortable with dissent 

60 65 28 30 2 2 2 2 

Situational 

awareness 

Is aware of the details & undercurrents in the running 

of the school & uses this to address current & potential 

problems 

58 63 30 33 4 4 — — 

Intellectual 

stimulation 

Ensures that faculty & staff are aware of the most 

current theories and practices & makes the discussion 

of these a regular aspect of the school‘s culture 

46 50 32 35 10 11 1 1 

Note. Percents may not add to 100 due to rounding.  N may not add to 92 due to nonresponses to the item. 
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Research Question 2. Among administrators in the schools of the arts in the state 

of Florida, are there differences in leadership practices across grade levels (elementary, 

middle, and high schools)?  One-way analysis of variance (ANOVA) was used to test for 

statistical differences among the means on each of the 21 leadership practices (see Table 

4).  The means (M) and standard deviations (SD) are based on the Likert scale where 

1 = always, 2 = frequently, 3 = sometimes, 4 = rarely, and 5 = never.  The numbers of 

administrators at each level are shown in the parentheses. 

It can be seen that the means for all 21 practices were within the always/often 

range, indicating that administrators at each grade level perceived that they exhibited the 

leadership practices.  Because 21 ANOVAs were performed on the same sample, it is 

recommended that the probability level be adjusted to account for the assumption 

violation.  A commonly used procedure is the Bonferroni adjustment, accomplished by 

dividing the desired probability level of .05 by the number of ANOVAs.  This results in a 

probability level of .002 (.05/21 = .002). 

Two probabilities, Flexibility (p = .04) and Situational awareness (p = .03), show 

probabilities less than .05.  However, these cannot be interpreted at face value as 

differences among the grade level administrators because the ANOVA is based on the 

assumption that only one test will be made on a sample.  Using the adjusted value it can 

be seen that neither p = .04 nor p = .03 are less than .002 and should not be interpreted as 

being statistically significant.  Thus, with respect to Research Question 2 there were no 

statistically significant differences for leadership practices across grade levels. 
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Table 4. 

Means, Standard Deviations, and One-Way Analysis of Variance Across Grade Levels for Leadership Practices 

 K–5 (23) K–8 (13) 6–8 (24) 9–12 (29)   

Practice M SD M SD M SD M SD F (3,88) p 

Culture 1.30 0.47 1.46 0.78 1.35 0.57 1.10 0.31 1.84 .15 

Order 1.26 0.45 1.31 0.63 1.52 0.59 1.21 0.41 1.79 .16 

Discipline 1.30 0.56 1.62 1.04 1.33 0.57 1.24 0.44 1.13 .34 

Resources 1.52 0.67 1.77 0.93 1.38 0.50 1.52 0.69 0.96 .42 

Curriculum—directly involved 1.57 0.79 1.62 0.77 1.42 0.58 1.62 0.68 0.43 .73 

Focus 1.30 0.47 1.62 0.76 1.35 0.49 1.38 0.49 1.02 .39 

Curriculum—knowledgeable about 1.30 0.48 1.54 0.66 0.142 0.65 1.38 0.56 0.47 .71 

Visibility 1.39 0.58 1.69 0.63 1.29 0.46 1.31 0.54 1.78 .16 

Contingent rewards 1.71 0.78 1.77 0.93 1.83 0.70 1.83 0.93 0.10 .96 

Communication 1.43 0.59 1.85 0.106 1.42 0.58 1.24 0.51 2.55 .06 

Outreach 1.35 0.65 1.69 1.03 1.58 0.72 1.31 0.60 1.28 .29 

Input 1.74 0.75 1.85 0.80 1.75 0.61 1.62 0.56 0.40 .76 

Affirmation 1.43 0.66 1.69 0.86 1.42 0.58 1.45 0.57 0.60 .62 

Relationship 1.39 0.58 1.69 0.85 1.63 0.71 1.38 0.62 1.13 .34 

Change agent 1.52 0.59 1.85 1.07 1.67 0.76 1.52 0.74 0.70 .56 

Optimizer 1.48 0.67 1.85 1.08 1.66 0.70 1.66 0.94 0.56 .64 

Ideals/beliefs 1.30 0.56 1.62 0.87 1.29 0.69 1.28 0.53 0.97 .41 

Monitors/evaluates 1.30 0.55 1.69 0.86 1.50 0.59 1.38 0.56 1.26 .29 

Flexibility 1.31 0.47 1.77 1.01 1.58 0.72 1.24 0.44 2.85 .04 

Situational awareness 1.30 0.46 1.85 0.80 1.46 0.59 1.31 0.47 3.23 .03 

Intellectual stimulation 1.55 0.65 1.77 1.01 1.57 0.73 1.71 0.94 0.22 .89 
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Aside from statistical significance, one overall observation should be noted.  In 

examining the columns of means, the means for K–8 administrators are higher than the 

means of the other three groups on almost all of the practices.  Higher in this case means 

closer to often and always because a lower number means greater adherence to the 

practice.  The differences are small and should not be considered as having practical 

importance.  However, they are consistent and in that context may be of some interest. 

Research Question 3. Among administrators in the schools of the arts in the state 

of Florida, are there any gender differences reflected in leadership practices?  Research 

Question 3 was concerned with administrator gender differences.  Independent sample t-

tests were used for this analysis and the results are shown in Table 5.  The numbers of 

males and females are shown in parentheses.  Just as for grade levels, the means for both 

genders indicate that they evaluated themselves as performing the practices between 

―always‖ and ―often.‖  Observation of the p values shows that there were no statistically 

significant differences on 20 of the comparisons using the .05 level as the criterion.  

Because the t-test has the same underlying assumptions as the ANOVA, the result for 

Optimizer (t(90) = 2.04, p = .04) should not be interpreted as statistically significant.  The 

Bonferroni adjustment is the same as that for the ANOVA, requiring a p value of .002 or 

less to be statistically significant for 21 t-tests in the same sample.  As with grade level, 

and setting statistics aside, it may be seen that males, for most practices, showed less 

adherence to the practices.  Again, as with grade levels, the differences are small but may 

be of some interest because of their consistency. 
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Table 5. 

Gender Differences for Leadership Practices 

 Male Female   

Practice M SD M SD t(90) p 

Culture 1.28 0.51 1.25 0.52 0.29 .77 

Order 1.31 0.47 1.31 0.54 0.00 1.00 

Discipline 1.46 0.72 1.26 0.56 1.47 .14 

Resources 1.56 0.68 1.47 0.67 0.65 .52 

Curriculum—directly involved 1.64 0.71 1.45 0.67 1.30 .20 

Focus 1.50 0.56 1.28 0.50 1.92 .06 

Curriculum—knowledgeable about 1.49 0.64 1.30 0.51 1.56 .13 

Visibility 1.36 0.54 1.38 0.56 0.16 .86 

Contingent rewards 1.92 0.96 1.67 0.68 1.42 .26 

Communication 1.44 0.72 1.42 0.63 0.14 .89 

Outreach 1.54 0.79 1.40 0.66 0.94 .35 

Input 1.64 0.67 1.77 0.64 0.96 .34 

Affirmation 1.54 0.64 1.42 0.63 0.92 .36 

Relationship 1.59 0.75 1.40 0.60 1.37 .17 

Change agent 1.72 0.89 1.49 0.64 1.43 .16 

Optimizer 1.82 0.94 1.47 0.70 2.04 .04 

Ideals/beliefs 1.44 0.72 1.25 0.55 1.44 .15 

Monitors/evaluates 1.54 0.64 1.36 0.59 1.39 .17 

Flexibility 1.51 0.76 1.34 0.55 1.27 .21 

Situational awareness 1.38 0.59 1.43 0.57 0.40 .69 

Intellectual stimulation 1.82 0.96 1.54 0.67 1.62 .11 

 

Research Question 4. Among administrators in the schools of the arts in the state 

of Florida, are there differences in leadership practices by school performance level 

(school grade = A, B, C, D, or F)?  The independent samples t-test was also used for this 

analysis with school Grades A and B combined into one group and C, D, and F into 

another group (Table 6).  Examination of the means indicated that, overall, the observed 

differences between the means were smaller than the comparisons for both level and 

gender.  This is reflected in the p values where none of the values approached statistical 
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significance using the adjusted p value of .002 as was done in the preceding analysis.  

Thus, the results for school performance, just as for grade level and gender, showed no 

statistically significant differences for leadership practices. 

Table 6. 

School Performance Differences for Leadership Practices 

 A or B (66) C, D, or F (24)   

Practice M SD M SD t(88) p 

Culture 1.23 0.52 1.33 0.48 0.84 .41 

Order 1.25 0.50 1.42 0.50 1.42 .16 

Discipline 1.35 0.69 1.33 0.48 0.10 .92 

Resources 1.53 0.68 1.42 0.58 0.72 .47 

Curriculum—directly involved 1.55 0.73 1.50 0.59 0.28 .78 

Focus 1.33 0.54 1.43 0.51 0.79 .43 

Curriculum—knowledgeable about 1.33 0.56 1.46 0.59 0.92 .36 

Visibility 1.38 0.58 1.38 0.50 0.03 .98 

Contingent rewards 1.77 0.79 1.74 0.81 0.16 .88 

Communication 1.42 0.70 1.38 0.50 0.31 .75 

Outreach 1.45 0.73 1.42 0.65 0.22 .82 

Input 1.65 0.64 1.88 0.68 1.43 .15 

Affirmation 1.44 0.61 1.50 0.66 0.41 .69 

Relationship 1.45 0.66 1.50 0.72 0.28 .78 

Change agent 1.56 0.75 1.58 0.65 0.13 .90 

Optimizer 1.59 0.86 1.67 0.70 0.39 .70 

Ideals/beliefs 1.29 0.60 1.38 0.65 0.60 .55 

Monitors/evaluates 1.42 0.63 1.42 0.58 0.05 .96 

Flexibility 1.36 0.69 1.50 0.51 0.88 .38 

Situational awareness 1.41 0.61 1.42 0.50 0.06 .96 

Intellectual stimulation 1.61 0.83 1.75 0.74 0.73 .46 

 

The final research questions addressed the unique challenges of leading a school 

of the arts in the state of Florida.  The results indicate that funding, balancing the 
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academics and arts, retention of staff, students and resources along with advocacy create 

challenges for administrators. 

Qualitative analysis of open-ended survey items. ―Qualitative data are a source 

of well-grounded, rich descriptions and explanations of processes in identifiable local 

contexts.  With qualitative data one can preserve chronological flow, see precisely which 

events led to which consequences, and derive fruitful explanations‖ (Miles & Huberman, 

1994, p. 1).  The data for the qualitative section of this study were collected through the 

open-ended questions in the survey instrument.  Four open-ended questions were asked in 

the survey instrument: 

1. In my opinion the most important leadership practices for administrators of 

the schools of the arts included, but are not limited to the following: 

2. In my opinion the following leadership practices are unique to the 

administration and leadership of schools of the arts, namely: 

3. As I observed the challenges faced by all administrators, there are some 

challenges that schools of the arts administrators face that are not experienced 

by administrators of regular schools.  (Please agree or disagree and explain). 

4. Please add any other comments you might want to make about administering a 

school of the arts as compared to other schools. 

The four questions were all located in the last section of the survey called open-

ended questions.  The data collected from the open-ended questions were transcribed into 

an Excel document, read, and studied to find emerging and emergent themes by the 

constant comparative method.  Then the data were assigned units of meaning through the 

use of codes.  I grouped the initial codes into a smaller number of themes using pattern 
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coding.  ―Pattern coding reduces large amounts of data into smaller number of analytic 

units and it helps elaborate a cognitive map, an evolving, more integrated schema for 

understanding local incidents and interactions‖ (Miles & Huberman, 1994, p. 69).  When 

these procedures were complete, I was able to analyze the data.  The qualitative measures 

served to allow a deeper understanding of administrators‘ practices in Florida‘s schools 

of the arts. 

Qualitative Analysis 

The first open-ended questions stated, ―In my opinion the most important 

leadership practices for administrators of the schools of the arts included, but are not 

limited to the following‖: 70 of the 92 administrators responded with 99 comments 

equaling a response rate of 76%.  Category 3 ―Focus‖ received 26 comments and was the 

area rated as most important.  Also in the top 4 are Category 1 ―Culture‖ with 16 

comments and Categories 7 and 10 ―Outreach‖ and ―Relationship/Support‖ with 9 

comments each. 

The second open-ended question in Part III of the survey stated, ―In my opinion 

the following leadership practices are unique to the administration and leadership of 

schools of the arts‖: 68 of the 92 administrators responded with 90 comments equaling a 

response rate totaling 74%.  Category 7 ―Outreach‖ was noted as the most unique 

practice with a return of 22 comments totaling a 24% return rate.  Category 3 ―Focus‖ 

received 18 comments and 20% with Category 12 ―Flexibility‖ receiving 8 comments 

totaling 8.9%. 

The third open-ended question was, ―As I observe the challenges faced by all 

administrators, there are some challenges that schools of the arts administrators face that 
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are not experienced by administrators of regular schools‖: 69 of the 92 administrators 

responded with 82 comments totaling a response rate equal to 75%.  Category 1 noted 

funding challenges with 24 comments equaling 29.3%.  Category 2 challenged balancing 

academics and the arts with 16 comments totaling 19.5%.  The third area was Category 5, 

which spoke to the challenges of acquiring and retaining staff, students, resources, and 

the need for advocacy, with 10 comments at 12.2%. 

The respondents were provided the opportunity in the fourth open-ended question 

to add any other comments they wanted to make concerning administering a school of the 

arts as compared to other types of schools: 23 of the 92 administrators responded with 24 

comments and a total response rate of 25%.  Four categories were prominent in this 

question: enthusiasm, positive impact, suggestions and concerns and other. 

Respondents commented in enthusiasm for the work environment on the privilege 

of working in an environment where the creativity and excitement of students and 

teachers makes other schools seem so uninviting; where the glory of the school is that 

everyone wants to be there; that it is a great experience and about the love of the school 

and teaching. 

The responses stated in positive impact that all students have the opportunity to 

shine; respect that everyone is different and unique; school grades improve; and the 

involvement of students in some form of visual, musical, or expressive arts has a positive 

influence on culture and academic success. 

The suggestions and concerns responses included observations about the careful 

selection of faculty and students where interest is just as important as talent; visibility at 
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events; the staff‘s has a significantly greater number of night-time events to attend; and 

concern for the future of the arts as school budgets begin to decline. 

The respondents other comments noted that the middle school had an open 

enrollment; the operation of a magnet program in a comprehensive high school. 

Emergent Themes 

The emergent themes from the open-ended questions were outreach, advocacy, 

focus, flexibility, curriculum, funding, people want to be there and balance.  Of the 92 

administrators who completed the survey, 68 shared what they believed were the 

leadership practices that are of particular importance to administration and leadership of 

schools of the arts.  Twenty-two comments indicated that outreach was unique in school 

of the arts leadership.  One administrator stated, ―Community outreach becomes a larger 

part of leadership when leading a school of the arts.  The outreach allows for access to 

resources in the local and national arts communities.‖  Another administrator responded, 

Leadership in schools of the arts have a much higher involvement in outreach.  

There is a constant need for advocacy in the arts and the leadership must be 

involved.  Outreach also is required for the administration to remain in touch with 

the community.  Unlike a ―traditional School‖ there is a greater involvement with 

faculty, students and community. 

An administrator noted, ―Advocacy—Protecting the arts from this current ‗audit 

culture‘ in education where what is ‗measured is the only thing treasured.‘‖  Eighteen 

comments were received from participants indicating that focus was an important practice 

for administrators in schools of the arts.  Having a strong focus on the business/practices 

of leadership was very important.  Administrators focus on academic rigor, arts rigor, 
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community perception, and community support.  One administrator responded, ―While 

having the same demands as traditional schools, we have to make sure our arts program is 

rigorous and innovative to keep students at our school.‖  Another administrator 

commented, ―Being able to provide a curriculum that focuses strongly on the academics 

while still integrating the arts to inspire and motivate learning.‖  Eight comments were 

received that indicated flexibility was an important practice that was significant to 

administrators in Florida‘s schools of the arts.  An administrator added, 

I think good leadership practices are true across the spectrum, whatever type of 

school, but at art schools you need to be more flexible as there is a lot going on all 

the time, and be able to sell your school to all stakeholders. 

Another administrator offered the following comment about flexibility being a 

unique practice of administration and leadership of schools of the arts: ―The teachers of 

the arts need to understand that they support the academic environment and many times 

they need to be flexible with their scheduled plans.‖  Seven comments were received 

indicating curriculum, defined as knowledge of curriculum, instruction, and assessment 

as well as relationship and support are features of leadership in a school of the arts.  An 

administrator added, ―One must have a strong knowledge of the subject areas and 

professional background in the arts to truly be successful.‖  Another administrator 

commented, ―Making sure the personnel hired are of quality and highly qualified in the 

craft.‖  Also valued by an administrator was, ―Having a grasp of all of the arts offered in 

the school and knowledge of requirements for successful completion.‖  In the category of 

relationship and support, an administrator stated, ―Making it clear that being eccentric is 

completely acceptable while at the same time, a recognition that efforts towards 
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eccentricity with no real purpose or plan for success in life to go along with the 

eccentricity is useless.‖ 

Challenges: The Balancing Act 

Of the 92 administrators responding, 69 shared their opinion on the challenges 

faced by administrators in schools of the arts.  Twenty-four comments indicated that 

funding was the most difficult challenge faced.  Funding is mentioned separately because 

it was and emergent theme that was repeated distinctively.  Many comments mentioned 

funding needed to support the core curriculum needs to have additional funds for the arts 

curriculum.  One administrator discussed the funding challenge as follows: ―Schools of 

the arts do not generate sufficient funds (full-time equivalent) to maintain proper faculty 

level.  They cannot/should not be funded the same way as regular schools.‖ 

Another administrator shared the following comment about funding: ―While all 

schools are having reductions in budget, an arts school supply budget is normally much 

more demanding than a standard program of study.‖ 

An administrator stated, ―A continued need to justify the programs and therefore 

to be ‗on guard‘ in relation to budgeting and district prioritizing of what‘s important in 

education.‖ 

Sixteen comments were received from participants that indicated challenges in 

balancing academics and the arts.  One administrator commented on the challenge of 

balancing academics and the arts: ―Many times students that are struggling academically 

excel in the arts.  Unfortunately, the Florida Comprehensive Assessment Test® does not 

measure their abilities in the arts so administrative decisions involve restricting arts 

education in favor of academics.‖ 
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Another administrator commented, ―With school grade accountability 

administrators have to create a balance between academic teachers and arts teachers.  

Schedules for classes and practices for performances must take into consideration student 

achievement first without sabotaging the arts programs.‖  The administrators shared the 

concern of the many variables that are associated with schools of the arts and how they 

all become important and often compete for attention.  One administrator offered the 

following comment about the challenge of balancing the arts and academics: ―Making 

sure the arts maintains its importance in an era of academic accountability.  Helping arts 

teachers see the importance of the academics and helping the academic teachers see the 

importance of the arts.‖ 

The fourth theme that emerged was acquiring and retaining staff, students 

resources: advocacy.  Ten comments indicated that acquiring and retaining staff, 

students, and resources, and advocacy were strong challenges for leadership in schools of 

the arts.  One administrator stated, ―Trying to keep high quality arts teachers under the 

constraints of [No Child Left Behind] legislation is difficult.  Finding artists who also 

qualify as teachers is a challenge and then making sure they meet the ‗highly qualified‘ 

under NCLB.‖ 

Another administrator responded, ―Being a cheerleader and spokesperson to the 

public regarding the overall quality of an arts school program.‖  Another responded, 

―Many people do not think the ARTS are important.‖ 

Another administrator offered the following comment about advocacy: 

I certainly agree that administrators of schools of the arts are more challenged 

especially during a time when legislators and district superintendents across the 
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nation are phasing out the main reason that many children attend school in the 

first place. 

Additional Comments 

The final open-ended question asked participants to add any other comment they 

might want to make about administering a school of the arts compared to other schools.  

Of the 92 participants responding, 23 offered 24 comments.  Most administrators made 

positive comments about leadership at a school of the arts.  Nine comments from 

participants provided suggestions and concerns for leadership of schools of the arts such 

as staffing, student performances, cohesiveness of elementary and middle school and the 

fine arts, cost, and marketing.  One administrator stated, ―All staff at an arts school have 

significantly more nighttime events to attend.  Administrators must be willing to be 

visible at these events, and teachers must be willing to attend these events across their 

curricular assignments.‖ 

Another administrator responded, ―Concern for the sustainability and the future of 

the arts as school budgets begin to decline.‖ 

Another administrator commented, ―Performance, performance, performance.  

Put the great work of the students on display.  This will give them a great sense of value.‖ 

Respondents also listed six comments about the positive impact of the program.  

One administrator responded, ―The uniqueness of getting students from all different 

backgrounds on one campus as they pursue their individual interest in the performing 

arts.‖  Another administrator simply stated, ―The involvement of students in some form 

of visual, musical or expressive arts has a positive influence on culture and academic 
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success.‖  One administrator shared the following comment as it related to the positive 

impact of the program: ―Arts bring your school alive.  School grades improve.‖ 

Six comments indicated or depicted the enthusiasm for the work environment that 

was needed in administering a school of the arts.  One administrator commented: ―The 

glory of the school of the arts is EVERYONE WANTS TO BE THERE.  This is so for 

the teachers and the students, and, of course, the administrator.‖ 

One administrator offered the following comment: 

I would not want to work anywhere else.  The creativity and excitement in our 

children and teachers make other schools seem so uninviting that I am not 

surprised that so many students do not find adequate stimulation and motivation 

in their educational settings. 

Another administrator summed it up with the following comment: 

I love my job!  I love my school!  I hope to be here for the next four (4) years.  It 

is exciting, and.  My students LOVE school, and my teachers Love teaching.  My 

role as an administrator is mentally harder and tougher at a visual arts school, than 

that of an administrator at a regular school—but I wouldn‘t trade it for the world. 

Overall, it was recommended by the participants that school-of-the-arts 

administrators who provide programs that have a positive impact on students and school 

success exhibit enthusiasm for the work environment, demonstrate their love for the arts, 

work to create a cohesive bond across all curricular disciplines, and work to sustain the 

arts amid budgetary constraints.  Strong leaders in schools of the arts in education are 

those who demonstrate knowledge, understanding, and enthusiasm for the education and 

development of the whole child or student. 
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Chapter Summary/Conclusion 

This chapter presented the analysis of the data retrieved from the survey 

instrument to answer the questions concerning administrators‘ leadership practices in 

Florida‘s schools of the arts.  The responses on the survey instrument administered to 

administrators who currently provide leadership in schools of the arts in the state of 

Florida showed that they perceived themselves as reflecting each of the 21 leadership 

practices to a high degree.  The participants, who participated willingly, believed that 

culture, order, and curriculum are practices that persist in leadership at schools of the arts.  

On the survey, participants explained that there was little difference in practices among 

administrators when the variables of gender, grade levels, or school-performance levels. 

Responses to the open-ended questions on the survey instrument provided 

additional details that the quantitative section was not able to provide.  The participants 

commented on the love of arts and how the arts are beneficial to their students.  They also 

proffered that there were additional requirements of time and marketing of the school 

associated with the leadership role.  It revealed that the most unique practice used by 

administrators at schools of the arts was outreach.  The administrators also indicated that 

funding for the arts program and balancing academics and arts presented the most 

challenges for administrators.  Participants overwhelmingly referenced the power the arts 

bring to their students and staff.  They suggested that teachers‘, students‘, and 

administrators‘ love for the arts and enthusiasm for what the arts provide for students as 

they progress through their educational journey continues to drive the overall quest for 

outreach, advocacy, focus, flexibility, curriculum, funding, people want to be there and 

balance associated with school-of-the-arts administration. 
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5. DISCUSSION, CONCLUSIONS, AND RECOMMENDATIONS 

Introduction 

This chapter summarizes the purpose of the study and the key findings.  It then 

points out the conclusions from the research and makes recommendations for further 

study.  Specific limitations of the study are reviewed and suggestions are made for further 

research on the topic addressed. 

Purpose of the Study 

The purpose of this exploratory study was to identify common practices of 

school-of-the-arts administrators and determine if commonalities differ from the practices 

of effective school leaders in general.  The study examined practices of leaders of schools 

of the arts throughout the state of Florida and tested the hypothesis that leaders of schools 

of the arts have unique and effective leadership practices that might inform school 

effectiveness in general. 

Review of the Methodology 

In designing this research study, it was important to establish and define the 

parameters of the study: who and what would be studied.  In addition, for this study to be 

effective, it was important to ensure that measurable data could be obtained so relevant 

information could be examined using both statistical methods and qualitative analyses. 
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Summary of the Data Analysis 

The survey sample provided a representative sample of the total population for 

this study.  The data showed which leadership practices Florida‘s administrators of 

schools of the arts exhibited and believed are important.  By extension, because of 

significant school ratings, it appears that leadership practices affect school success. 

Summary of the Results 

Administrators perceived themselves to reflect each of the 21 leadership practices 

of the McREL Balanced Leadership instrument as modified for this study.  Three of the 

21 practices were ranked highest or most important: Culture, order, and curriculum were 

ranked as the most important practices by the largest number of school-of-the-arts 

administrators.  There were no statistically significant differences between the 21 

practices among administrators when categorized by grade level, gender, or school-

performance level.  There was one statistically significant difference with respect to the 

length of time as a school administrator on culture, the practice of fostering shared beliefs 

and a sense of community and cooperation: Longer term administrators reported greater 

adherence to the practice than did shorter term administrators. 

Determining what leadership practices are most important to Florida‘s 

administrators of schools of the arts contributes to the findings and concepts described in 

the literature review.  Given only the statistical results, the conclusions would have been 

that there were no differences among the administrators, with one exception, on any of 

the variables examined.  Although the results must be taken at face value from a 

statistical-significance perspective, they need to be further explained and clarified.  There 

were 21 practices, resulting in 21 statistical tests based on the same sample.  In order to 
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reduce the effect of the violation, a common practice is to adjust the statistical probability 

to a more stringent level, as described in Chapter 4.  The adjustment in this study resulted 

in a probability level of .002 needed for statistical significance.  Thus, it was very 

unlikely that any differences based on statistical significance would be found in any of 

the analyses.  This becomes a methodological limitation to interpreting the statistical 

findings of this study. 

From a practical-significance perspective the findings of this study can be 

evaluated further.  First, in the comparisons across grade levels, K–8 administrators 

perceived themselves as adhering to nearly all of the 21 leadership practices more than 

did administrators of other grade levels.  The differences were small but consistent and 

therefore of interest.  Secondly, female administrators, except for several practices, 

showed greater adherence to the 21 practices than did the male administrators.  Third, and 

perhaps of the most practical importance, is that the long-term administrators showed 

greater adherence on all 21 of the practices.  For the two school-performance levels, there 

were no observed consistencies related to adherence in favor of one group in comparison 

to another. 

Relevance to the Literature 

The literature review in Chapter 2 described the role leadership plays in buoying 

the success of organizations.  Findings from this study provided evidence for 

understanding the role of the administrator and the nature of effective leadership by 

administrators in Florida‘s schools of the arts.  Understanding leadership and what 

constitutes effective leadership for the administrator of a Florida school of the arts is an 

important contribution to the literature.  Burns (1978) wrote that leadership must act as an 
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intrinsically motivating force on those who are tasked with contributing to achieving a 

mission and goals. 

The primary goal of this study was not to test theories of leadership for school 

administrators, but to identify the practices that were essential for successful leadership 

as an administrator in arts schools.  Bennis and Nanus (1985) wrote about the lack of 

usefulness of much of the research on leadership.  Results from this study provided useful 

findings regarding the practices necessary for successful leadership as an arts-school 

administrator, but also revealed evidence supporting theoretical work in the literature 

regarding leadership. 

Almost all successful school leaders draw on the same repertoire of basic 

leadership practices (Leithwood, Day, Sammons, Harris, & Hopkins, 2006).  However, it 

is the enactment of the leadership practices, not the basic practices themselves that is 

important.  In other words, how leaders act and use their intimate knowledge to lead is 

the factor that distinguishes successful leadership.  Expressed more simply, it is not what 

one does as a leader, but how one does it that makes the difference. 

Understanding leadership and the needs and expectations leadership brings is a 

crucial part of the pursuit of leadership.  This study represented a step toward greater 

understanding.  More steps are needed to further the field.  Therefore, additional research 

in this area is recommended. 

Administrators have always been the cornerstone of leadership.  With the stronger 

demands of education, administrators have become developers, managers, marketers, and 

much more than that.  Indeed, after much success, they have been major stars in the field.  



 

78 

Of course, what leadership values most is what is known on Broadway as the ―Triple 

Threat,‖ leaders who can 

1. Plan, organize, and model good instruction, 

2. Use data to access and evaluate progress and make adjustments based on those 

assessments, and 

3. Build strong and lasting relationships and generate support inside and outside 

the school. 

In the past, administrators had separate roles.  Now, school administrator, are expected to 

play all the roles.  These star administrators appear to have limitless talents. 

Paths to Leadership 

Arts schools in the state of Florida have come alive with the voices and 

instruments of students, teachers, and administrators who have delighted audiences and 

demonstrated academic success at all grade levels.  Leadership in schools of the arts is 

known for the practices that orchestrate a mixture of cultural beliefs and traditions, a 

place where freedom of expression is not only allowed, but encouraged.  This study 

highlights these unique differences that make them effective schools from which all 

leaders and students of leadership may learn. 

Discussion of Findings 

Quantitative summary. The first research question for the study probed the 

leadership practices among administrators in schools of the arts in the state of Florida.  

The findings from the study indicated that three practices were most important to 

administrators.  The practice considered most important was culture.  Establishing a 

positive culture conducive to teaching, learning, and performing is critical in schools of 
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the arts.  Culture is most important to foster shared beliefs, develop a sense of community 

and cooperation, and develop an understanding of purpose among staff.  Administrators, 

through the culture they help create, demonstrate their support and interest in students 

and signal a belief and concern that inspires and motivates the students to achieve. 

The practice considered next most important was order.  Order consists of 

establishing a standard set of operating procedures and routines.  By establishing order in 

the learning environment, administrators eliminate or lower the chance factor.  

Establishing standard routines ensures that the programmatic functions of the academics 

and the arts are consistent with procedures and policy, thereby increasing consistency 

across disciplines and departments. 

When considering leadership practices in schools of the arts, the results of this 

study report curriculum as the third most important factor.  This importance involves 

being directly involved in curriculum planning, implementation, and review and also 

requires an understanding of what is taught, how it is taught, and how it is assessed.  

Being knowledgeable of current curriculum, instruction, and assessment practices 

(benchmarks, end-of-course examinations, accountability measures) in academics and the 

arts dramatically influences educational operations and promotes successful practices.  

Direct involvement in curriculum is important in schools of the arts because of the 

interactions and integration of the arts and academics to influence students‘ achievement 

and proficiency. 

The second research question for the study examined differences in leadership 

practice across grade levels (elementary, middle, and high schools) among administrators 

in the schools of the arts in the state of Florida.  The findings indicated that 
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administrators at each grade level perceived that they exhibited all 21 leadership 

practices.  They also indicated that there was no statistically significant difference 

between grade levels.  This finding may also mean that grade level was an irrelevant 

variable for schools of the arts in the state of Florida.  Therefore, it can be considered 

important as it implies consistency among leaders across the state. 

The third research question explored gender differences reflected in leadership 

practices among administrators in schools of the arts in the state of Florida.  Both genders 

evaluated themselves as always/often adhering to leadership practices and generated no 

statistically significant difference.  However, males, except for a few practices, showed 

less adherence to practices. 

The fourth research question addressed differences in leadership practices among 

administrators by school performance level (school grade = A, B, C, D, or F).  The results 

according to school performance also generated no statistical significance. 

The final research questions addressed the unique challenges of leading a school 

of the arts in the state of Florida.  The results indicate that funding, balancing the 

academics and arts, retention of staff, students and resources along with advocacy create 

challenges for administrators. 

Overall, while all 21 leadership behaviors were reported as important, which is 

consistent with the results found by the McREL researchers who developed the Balanced 

Leadership instrument, this study highlights three behaviors considered most important 

among administrators in Florida‘s schools of the arts.  It revealed that administrators 

perceived culture, order, and direct involvement in curriculum to be the most relevant in 
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providing leadership in a school of the arts.  This study also support the notion that 

leadership practices are related an administrator‘s tenure in the profession. 

Qualitative summary. The data for the qualitative part of this study were 

collected through four open-ended questions in the online survey instrument.  The 

answers to the four questions provided an interesting look into the practices of Florida‘s 

school-of-the-arts administrators.  The common themes of the open-ended questions were 

outreach, advocacy, focus, flexibility, curriculum, funding, people want to be there, and 

balance.  The survey also requested additional comments relative to practices of 

administrators in Florida‘s schools of the arts. 

The first open-ended question for the study examined the leadership practices that 

administrators of schools of the arts believed to be most important.  The findings 

indicated that focus was believed to be most important to administration of schools of the 

arts.  Focus is the practice that establishes purpose and direction.  Administrators agree 

that establishing clear goals and keeping those goals in the forefront of the school‘s 

attention is extremely important.  They also agree that focus sets the parameters and 

maintains balance between arts and academics departments.  Administrators who 

maintain a strong focus establish an appreciation for the arts and foster excellence in the 

arts and academics.  In addition, the practice of focus allows administrators in schools of 

the arts to pursue goals with clarity and tenacity and helps hold them accountable for 

their accomplishments. 

The second open-ended question for the study examined the leadership practices 

believed to be unique to administration and leadership of schools of the arts.  The 

findings indicated that community outreach was believed to be unique to school-of-the-
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arts administrators.  Administrators use community outreach to facilitate access to 

resources in the local and national arts communities.  In addition, administrators establish 

relationships and build support through community outreach.  Community outreach 

requires administration to remain in touch with the community.  Administrators who 

maintain a high level of community support enjoy the benefits of advocacy in the current 

audit culture where accountability is treasured. 

The third open-ended question for this study investigated the challenges that are 

unique to school-of-the-arts administrators.  These findings indicated that funding and 

balancing and blending of curriculum were the most difficult challenges faced by 

administrators in schools of the arts.  Many comments indicated that although funding 

predominantly supports the needs of the core curriculum, additional funds are also 

necessary to support the arts curriculum.  Although schools of the arts are categorized for 

funding as a regular public school, there should be significant funding to maintain faculty 

and facility needs.  The findings also indicated challenges related to balancing academics 

and the arts.  Administrative decisions often include flexibility in scheduling for classes, 

practices, and performances while also providing for students struggling academically 

while excelling in the arts.  This ability to balance the arts and academics ensures all 

students have the opportunity to shine.  In addition, administrators must be directly 

involved with curriculum, helping arts teachers see the importance of the academics and 

helping the academic teachers see the importance of the arts. 

Finally, the study solicited other comments related to administering a school of 

the arts as compared to other schools.  This question provided comments and concerns 

for the leadership of schools of the arts focused on staffing, student performance, 
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cohesiveness of elementary and middle school and the fine arts, cost, and marketing.  The 

findings indicated that the recruitment and retention of staff is a concern at schools of the 

arts.  Administrators must be concerned with the careful selection of faculty and students 

who want to be there: Interest is just as important as talent.  The findings also indicated 

that staff at an arts school also has significantly more nighttime events to attend.  

Administrators must be willing to be visible at these events and teachers must be willing 

to attend events across curricular assignments.  There is significant concern for the future 

of the arts as school budgets begin to decline and major national attention is placed on 

school grades in this age of accountability. 

Person As Instrument: A Metaphor for Deeper Understanding 

The previous position I occupied had been principal in a school of the arts and for 

this reason I have included a section called ―person as instrument‖ which includes 

1. Personal experiences 

2. Reflections on those experiences 

3. An artistic/musical metaphor to capture the rhythm, tempo, and melody of 

leading a school of the arts. 

While serving as principal of Fort Pierce Magnet School of the Arts, I observed 

that special skills and practices were required to make a school-of-the-arts program 

successful.  For this reason, I decided to undertake this study in hopes of identifying the 

practices perceived as most important.  I undertook this study because I observed trends 

as a principal in a Florida school of the arts.  In my current role as Assistant 

Superintendent, I supervise principals in a school of the arts and in traditional schools in 
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my school district.  From these experiences and the results of this study, I have developed 

a metaphor to better understand similarities and differences in public schools. 

As an administrator in one of Florida‘s schools of the arts, I too experienced each 

aspect mentioned throughout this dissertation.  It was constantly expected that academic 

achievement would be at its highest (instructional leadership), and I was also expected to 

effectively complete managerial tasks, responsibilities, and situations (organizational 

management).  In addition, artistic expression was expected to be a preeminent dimension 

of the school operating at its most superior level (artistic).  I quickly learned the 

importance of effectively completing the administrators‘ task associated with the artistic 

dimension.  In doing so, I realized that the work of an administrator at an arts school 

included another circle.  During my tenure as an arts-school administrator, I had to 

dedicate time to this dimension, just as I would with the two primary dimensions.  The 

third dimension is important because it leads to the sustainability of the school. 

The opportunity to lead in an environment where the arts were valued by all 

enhanced the relevance of the arts as a meaningful education strategy.  Responsibilities as 

diverse as designing the concept for the schools and choosing the furniture and colors 

allowed me to have a complete leadership experience that further developed the vision 

and beliefs of excellence as the standard for everything that transpired at the school.  

Even though I am no longer an administrator in a Florida school of the arts, these 

leadership opportunities demonstrated the importance of vision, beliefs, school culture, 

and instructional leadership for all leaders. 

I have experienced school-of-the-arts leadership from two perspectives: as an 

administrator in one of Florida‘s schools of the arts and currently as the researcher of this 
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study.  I was very familiar with traditional leadership practices, as my formal 

administrator training was completed in a traditional academic magnet school and the 

accepted practices that were the standards of school leadership.  However, in schools of 

the arts, something surprising happened to me.  While most of the content of leadership 

was the same, the interpretations and delivery were new and unexpected.  It was similar 

yet utterly different from the original.  To understand these experiences, I use the 

metaphor of a Broadway orchestra to illustrate the value of artistic leadership in creating 

an effective school. 

Broadway Orchestra Metaphor 

In a school of the arts, likened here to a Broadway musical, the performance 

requirements for leadership are similar to those for traditional schools.  The leaders plan, 

provide support, and supply the proper execution.  The critical variable is the perception 

of the kind of practices administrators bring to the education environment.  They must be 

knowledgeable in the content areas of reading, writing, mathematics, and science, but 

they must also develop knowledge about music, art, dance, and drama to effectively 

provide leadership at a school of the arts.  They must be aware that there is not only a 

school impact, but a community impact.  By the nature of its emphasis on the arts, not 

only are administrators required to lead an educational institution, they also lead a 

professional arts program. 

The administrator in a school of the arts can be found deep in the orchestra 

section, somewhere between rows K and P, directly in the center of the theater, always in 

the middle of the action.  From there they are able to direct the many facets of production 

(lead instruction), see shows take form (observe good teaching), collaborate with staff, 
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teachers, and students (participate in learning communities and professional 

development), change the choreography (make necessary learning adjustments), join in 

the applause (celebrate success), and enjoy the encore (provide additional praise for a job 

well done). 

Leadership also combines production, form, collaboration, choreography, and, 

when all goes well, an encore.  Leaders at schools of the arts have what can be referred to 

as a plus one model.  This is a Florida Principal Leadership Standards plus one model.  

They must not only demonstrate the practices that lead in the instruction of the primary 

disciplines they also develop the next generation of art lovers, performers, and 

participants. 

Each Broadway musical‘s context is constructed from a range of factors.  Story, 

plot, musical composition, props, scenery, choreography, and character development 

combine to make the Tony Award-winning production.  Similarly a school is constructed 

from an array of context factors.  Socioeconomic, demographic, type of school, and size 

combine to influence the way leaders work in schools and their priorities for actions. 

Successful leaders also need to be contextually literate.  Leaders are not passive 

players in their contexts—indeed, they are influential actors and should be proactive in 

shaping their organizational settings, cultures, and ways of working (Schein, 1985). 

Administrative leadership in a school of the arts is both a risky and an exciting 

proposition.  To put this in context, leaders in a school of arts must marry the core 

subjects with the arts and assure prominence of both areas.  Administrators who 

successfully combine both usually see a meaningful return on their investment, academic 
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and artistic achievement and excellence.  As the saying goes, ―There‘s no business like 

show business.‖ 

People from every aspect of life come together, often under the most invidious 

circumstances, to create something that transcends their differences.  Teachers come 

together with artists as task masters work with creative geniuses: singers, dancers, visual 

artists, and thespians. 

What compels a person to want to spend a major life milestone seeing a musical 

on Broadway?  Perhaps it is the enthusiasm, energy, and value that the arts bring to a 

person‘s life, noted by the professionals who participated in the survey.  Better still, it is a 

clarion call to leadership to ensure that people know that the arts matter and must be 

supported by leaders. 

Arts-Leadership Experience: Extending the Metaphor 

As the orchestra rises to the crescendo signaling the climax, the epiphany happens 

and one realizes that tension—which is symbolic of the additional requirements 

associated with leadership—is the unique practice that must be exhibited by effective 

school-of-the-arts administrators.  This tension creates a pull in the life of administrators, 

defined by the need for balance, focus, advocacy, and relationships. 

Throughout American history, education has had its own tensions, referenced as 

dualism.  This dualism is (a) context acquisition and (b) good-citizen development.  The 

pendulum has again swung in favor of content acquisition.  This is evident in the national 

initiatives grounded in a form of accountability.  Additional tension is created for 

administrators in schools of the arts, as they are also concerned with artist development.  

This third tension, paired with the traditional American tension, carries equal weight.  In 
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schools of the arts, administrators use content acquisition to help artistic students develop 

and grow, and help them use those skills to be better citizens. 

The survey provided the validity of the study, yet administrators are confined by 

the nature of the survey.  The school-of-the-arts administrator has to balance more 

because they have the additional tension of the third area.  The survey confines and 

restricts the participants and the researcher.  The survey provides administrators the 

ability to step back into the square hole.  The open-ended questions allow the 

administrators to step out of it.  When speaking, administrators use the language of the 

survey to express the tension they feel.  The third layer provides a great sense of 

disequilibrium that pulls at school-of-the-arts administrators.  The qualitative section 

allowed drilling down into the practice associated with the study, adding to the depth of 

the study.  Those are the practices through which administrators can work with the 

disequilibrium of practices that are crucial to the school. 

Schools of the Arts: From Metaphor to the Realities of Orchestral Leadership 

An orchestra is an organized ensemble of highly skilled musicians who play 

together on a variety of instruments, usually from four instrument families: brass, wind, 

percussion, and strings.  These musicians combine musical skills and talent to produce 

music that is aesthetically pleasing to its listeners as well as gratifying to its performers.  

Within each instrument group, there is a generally accepted hierarchy.  Every 

instrumental group has a principal who is generally responsible for leading the group and 

playing solos.  The concertmaster is considered the principal of not only the string section 

but the entire orchestra, subordinate only to the conductor.  Analogously, the conductor 

relies on the model of educational leaders, the accomplished individuals who combine a 
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plethora of practices and talent to help compose the harmonies that lead educational 

institutions to success.  These individuals specialize in combining knowledge, skills, and 

practice with collaboration, flexibility, and desire to produce a highly rated and respected 

school that provides the best instructional and achievement opportunities.  These 

individuals perform together, like an orchestra, to provide a pinnacle standard, as 

opposed to a formal, traditional standard, of execution that elevates teaching and ensures 

learning.  The unprecedented scope—academics and arts—and complexity of the ever 

more demanding role and ambitious work of school administrators pushes these schools 

to reach the highest level of student achievement. 

As a school-of-the-arts administrator, I embarked on this leadership adventure 

with a spirit of curiosity, wonder, and self-reliance.  I experienced the constant 

expectations from the audience (the community, parents, and school board) to achieve 

academically at the highest levels of performance.  Achievement was more than content 

knowledge; it was performing as in leadership.  Equally expected from the orchestra (i.e., 

the teachers and the staff) was the ability to effectively complete traditional managerial 

tasks, responsibilities, and situations that would allow one to go beyond the standards to 

achieve splendid compositions.  With artistic expressions as a component of the school, 

the arts created a harmonizing effect of superior artistic and academic achievement.  I 

quickly came to understand the importance of this artistic component required of school-

of-the-arts administrators.  That is, I realized that my work, their work as school-of-the-

arts administrators included another leadership dimension beyond meeting instructional 

standards and management tasks. 
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For the purposes of this analysis, the work of traditional administrators can be 

viewed as a Venn diagram with two interlocking circles: One circle is the organizational-

management dimension (see Figure 3).  The other circle is the instructional-leadership 

dimension.  The distinction is that the administrator steeped in instructional leadership 

would regularly strive to spend more time on instructional leadership compared to 

organizational management. 

 
Figure 3. The plus one model for traditional educational administrators. 

 

That was not sufficient as a school-of-the-arts administrator.  There is a third 

dimension which connects artistic measures with the previous two leadership dimensions 

traditionally performed by administrators, instructional leadership and management.  The 

third circle, representing the artistic dimension, involves all aspects surrounding the arts.  

That is attention should be paid to marketing, funding, visibility, and generating 

community support.  This third dimension provides an added frame for successfully 

leading a school of the arts.  It is this artistic dimension that leads to the sustainability of 
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the school as a school of the arts.  Without the third dimension, arts schools become 

traditional standard bearers; they do not please their audiences or the people in the 

schools through superior performance.  For the arts, to not engage in superior 

performance is to suffer and in some instances to fail.  Invariably, without this artistic 

dimension of leadership, a school of the arts becomes generic and loses community, 

audience support, and might deserve to be closed (Figure 4). 

 
Figure 4. The plus one model for arts-school administrators. 

 

In the midst of this work, the artistic dimension, with its new ways of practicing 

school leadership, surprises and delights.  There is still the need for traditional measures, 

practices, and management structures, but they were now equivalent to artistic standards 

of superior performance, orchestral participation, and community support. 

Leadership in a school of the arts is much like the components of a musical 

composition.  It had to have an original key (education excellence), such as the school 
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motto that states the core vision: ―Where academics and the arts go hand in hand.‖  The 

school also had form (continuous improvement in instruction and performance) and 

included tonality (education as the center, interspersed with creativity to create 

excitement, drama, and emotion).  Further, there had to be movement (i.e., soaring leaps, 

upward skips, and stepwise motion to sustain excellence and meet the standards of 

accountability).  For the success of the school, the administrator must have the courage to 

take something so familiar and do something truly different with it.  This has been and 

continues to be a huge gamble for school administrators.  Administrators must look 

beyond the ordinary and mundane, beyond the entrenched attitudes, to find something 

artistically better.  It was unique and upsetting to the status quo.  As in a symphony, the 

administrator implores instructors to use repetition as a motivational device to make the 

messages and practices of the school memorable.  The structures are quite simple: 

functionally, they remain flexible enough to create a wide range of substitutions and 

variations (of a theme).  This increased the tension (in the movement) and built interest 

by taking the audience down unexpected paths, sometimes delaying resolution until the 

end (e.g., state accountability testing). 

Thus, this third dimension of leadership recognizes that the artistic dimension is 

necessary for the harmony of the school and that a school with only melody will not 

receive a standing ovation.  It is in the performance of the artistic dimension that the art 

of leadership emerges in all successful schools of the arts and, as illustrated by the 

empirical evidence of this dissertation, can provide what is missing in traditional schools 

that relegate the arts to the periphery.  The three dimensions referred to as the plus one 

model often juggle for prominence creating tension as all are important to leading a 
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successful school of the arts.  The push and pull between organizational management, 

instructional leadership and artistic leadership requires flexibility to sustain the culture of 

the school of the arts and keep the focus on the academics and the arts.  Thus, sustaining 

the equality of the three dimensions required of administrators at Florida‘s school of the 

arts.  The space for artistic leadership is greater in schools of the arts than in regular 

schools, but all schools ought to have this tension between what is prescribed for all 

principals and what school of the arts principals do to keep the arts alive in and around 

their schools and communities.  ―Artistry‖ is part of the job of ALL administrators 

(Figure 5). 

 
Figure 5. The plus one model for all educational administrators. 

 

Therefore, the artistic nuances of leadership resonate with school administrators 

just like the orchestra strikes the high note that sends chills down the audiences‘ spine.  It 
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is the artistic dimension that makes the heart race and skip a beat in anticipation; it brings 

both satisfaction and a readiness to tackle the next leadership challenge 

Leaders in Florida‘s schools of the arts demonstrate that they have a mesmerizing, 

sometimes haunting ability to successfully juggle and balance the three dimensions that 

lead to success.  The leader provides instructional leadership and school management, 

and worked to promote the arts aesthetically and pragmatically by building coalitions, 

supporting high-quality performances, and taking risks.  It was a delicate situation that 

required symbiotic relationships, making life in a school of the arts exhilarating.  Though 

challenging, nothing was insurmountable.  Reflecting on arts administrator‘s experiences, 

this research must give voice to school-of-the-arts administrators facing difficult times in 

the era of accountability. 

The key to success is the courage to keep the three circles in perpetual motion.  It 

takes courage to create this balance between academics and the arts.  Implicit in this 

notion is the belief that all leaders, in regular and nontraditional schools, have creative 

potentials that need only be awakened and encouraged.  School-of-the-arts leaders can 

serve that function in education today. 

Over the years since leaving the school of the arts, it has become clear that this 

arts administrator‘s experiences were unique rather than the norm in effective schools.  

The art of leadership is best characterized by knowing when and how to employ the most 

appropriate practice as distinguished by the given situation.  It is hoped that through this 

dissertation, the work of the arts administrator will become more accepted as the 

standard. 
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Implications of the Study 

The review of the literature suggests that little research has been conducted 

regarding practices of arts-school administrators.  The findings suggest that research is 

needed to investigate a large number of administrators in the country to increase the 

generalizability of the findings.  Sourcing listings of all arts schools in the state of Florida 

was difficult, suggesting that further research is needed to identify these schools. 

Orchestral Conclusions 

While no significant differences were found among the administrators in Florida‘s 

schools of the arts on the 21 leadership practices, some important conclusions can be 

drawn from the research findings of this study. 

The findings of most interest for this study are that the demographic factors of (a) 

age, (b) length of service as an arts-school administrator, (c) length of service at the 

current school, and (d) academic background of the principals apparently had no impact 

on the administrator‘s practices. 

The statistical analysis revealed no significant difference among the variables and 

the administrators in Florida‘s schools of the arts.  Although the results of the 

demographic variables are interesting, it appears that other variables may have a greater 

impact on a principal‘s ability to develop or maintain a high-performing school of the 

arts.  Leadership is a function of practices, not traits.  The interaction between leadership 

practices and the educational situation may be the determining factor. 

As pointed out, there were many areas of importance found in this research.  Two 

of those areas were communication and advocacy.  These findings support the work of 

Bass (1990), who, in their review of the literature surrounding leadership, found 
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numerous studies showing a strong correlation between leaders and their need to 

communicate with other constituents. 

Administrators in the United States will need to learn to be aware of changes and 

influences created by the external environment in order to create flexible plans.  

Administrators will be in the best position to meet the needs of the community if the 

leaders of schools are able to view their organizations through multiple lenses with a 

single focus on what the organization does best: educate.  Such a large-scale 

transformation calls for effective leadership that is responsive to the best interests of both 

the school organization and the community.  Because the most complex and careful 

management strategies are no longer sufficient for operating the American school, 

administrators with strong artistic leadership skills who move beyond traditional 

instructional leadership and management-oriented strategies will best be able to lead 

schools. 

Arts-school administrators surveyed for this study agreed that all of the leadership 

practices included on the survey instrument were important enough to be exhibited on a 

very frequent basis.  Many of the practices included on the survey relate to the extent to 

which school-of-the-arts leaders both contribute to institutional success and motivate and 

support their teams to the same end. 

The area of advocacy was very telling as respondents noted the need for 

―protecting the arts from this current ‗audit culture‘ in education where what is measured 

is treasured.‖  Noted also was that ―finding artists who also qualify as teachers is a 

challenge and then make sure they meet the ‗highly qualified‘ status under NCLB.‖  
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These observations lead to the belief that school-of-the-arts leaders may have to interact 

more with their audiences than do typical Broadway actors. 

Administrators of Florida‘s schools of the arts scored significantly high in the 

practices of culture, order, and communication.  Although it is possible that a principal‘s 

practices of culture, order, and communication may be a determining factor in helping an 

administrator become successful, there is no evidence from this study that supports the 

idea that one or two practices alone can guarantee success. 

Recommendations for Policy, University Practices, and Future Research 

The overall purpose of this study was to examine the leadership practices 

common to administrators in Florida‘s schools of the arts.  The results of this study can 

provide administrators with tools to enhance their performance and positively affect the 

whole school.  The following studies are recommended. 

Recommendations for policy. Policymakers with an interest in the current 

effective practices of school leaders should consider the following recommendations for 

implementing and expanding leadership practices of persons pursuing advanced degrees 

or certification in leadership. 

• Create policies that provided the conditions, the authority, and the incentives 

leaders need to be successful in lifting the educational futures/fortunes of all 

children. 

• Require preparation programs to redesign course and curriculum to emphasize 

the connection between the arts and the organizational aspects of leadership. 
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• Through the Department of Education, create policies that encourage 

universities and providers of leadership preparation to include internships and 

professional development at schools of the arts. 

• Create curriculum policy that builds on the ―love of my school‖ traditionally 

found in schools of the arts for all schools. 

• Create financing policy that provides additional funding (FTE) for the 

additional requirements of staffing and maintaining an arts program. 

• Create policy that enforces the No Child Left Behind (NCLB)Act‘s denoting 

the arts as a core subject with the same status as math, language arts, social 

studies and science.  This is stated in NCLB but should continue to apply to 

states like Florida which recently received a federal waiver from NCLB. 

Recommendations for university practices. Universities need to help 

administrators and aspiring administrators thoroughly understand the necessary 

components of effective administrative functions.  By ensuring opportunities for 

leadership, postsecondary institutions can offset the lack of knowledge linked with 

experience in future administrators. 

• Develop curriculum offerings in leadership that provide instruction in 

management of arts programs. 

• Promote the value of a plus one contribution to leadership development where 

leaders not only demonstrate the instructional and managerial components of 

leadership, but also the artistic component. 

• Assist districts in creating preparation programs in instructional leadership 

that include working effectively with the community. 
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• Seek to add practicing school of the arts administrators to the educational 

leadership staff, especially in the leadership methods courses. 

• Give more attention to understanding funding practices related to public 

schools and focus on how school-of-the-arts administrators seek and gain 

monetary support from benefactors to sustain all aspects of programming. 

Recommendations for future research. This study identifies the factors that best 

explain practices of administrators in Florida‘s schools of the arts.  The findings offer 

insight for future studies.  Hence, further study/research is recommended. 

• Expand the research base beyond the state of Florida for this study to provide 

a greater number of participants to analyze the statistical data. 

• Perform qualitative in-depth case histories of successful administrators that 

examine their background, training career paths, and leadership practices to 

determine the skills needed to be a productive administrator. 

• Further research that would reveal the differences of subgroups‘ (teachers, 

students, and parents) responses to the leadership-practice survey. 

• Conduct a similar study that analyzes information on administrators in schools 

of the arts gathered from faculty and parents/community members. 

• Conduct a similar study collecting additional demographic information to see 

if there are other variables that provide different results. 

Conduct a study of the plus one model in other contexts such as magnet schools, 

science and technology schools, successful charter schools, etc., in order to 

see whether the context of schools of the arts is found in other subgroups of 

public schools. 
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Conduct a case study of any D or F school of the arts to see whether or not 

leadership practices are different from t he predominant A/B letter grade 

schools. 
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APPENDIX A: COVER LETTER TO ADMINISTRATORS 

January 24, 2011 

Dear Colleague, 

I am a doctoral student at Florida Atlantic University.  My dissertation topic is 

entitled ―Leadership Practices of Administrators in Florida‘s Schools of the Arts.‖  As an 

administrator in an arts school, you are in a unique position to provide data on the 

practices exhibited by administrators in these specialized schools.  Before I became Area 

Assistant Superintendent, I too, was a principal in my district‘s School of the Arts. 

The enclosed/attached survey consists of 21 multiple-choice questions and should 

take approximately 20 minutes to complete.  While this instrument is derived from the 

work on school leadership by Marzano, Waters, and McNulty, this is the first time that it 

is being used solely with administrators in schools of the arts. 

Please be advised that all responses will be confidential and that no individual 

will be identified from the analyses presented on the final report.  Each survey is coded to 

provide a means of controlling/tracking surveys that have not been returned.  The 

researcher will have the only copy of the survey log and this log will be destroyed at the 

completion of this study. 

Please complete the personal and professional background information and the 

brief online survey within 5 working days, and return them to the researcher.  I appreciate 

your help in this project.  Without colleagues like you, a research project of this type 

would not be possible. 

Again I reiterate that your comments will be confidential and provide important 

data on the leadership practices exhibited by administrators in Florida‘s schools of the 

arts. 

The necessary directions to complete the survey are included for your 

information.  If you have any questions or would like additional information regarding 

this study, please feel free to contact me at (772) 429-3910 or perryk@stlucie.k12.fl.us. 

 

Sincerely, 

 

Kevin G. Perry 

Area Assistant Superintendent 

St. Lucie County Public Schools 

mailto:perryk@stlucie.k12.fl.us
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APPENDIX B: PERMISSION TO USE THE INSTRUMENT 

 

 

 

4601 DTC Boulevard, Suite 500  Denver, CO 80237-2596 
303.337.0990  Fax: 303.337.3005  www.mcrel.org 

 

March 18, 2010 
 

Kevin G. Perry 
Area Assistant Superintendent 

School Board of St. Lucie County  
4204 Okeechobee Road 

Fort Pierce, FL  34947 
 

Dear Mr. Perry: 
 

McREL is pleased to grant you permission to  adapt for use as an instrument in your 
dissertation the 21 responsibilities described in Balanced Leadership: What 30 Years of 

Research Tells Us about the Effect of Leaders hip on Student Achievement . We ask that 
you provide a full scholarly citation to the sou rce of the material along with the statement 

“Copyright 2003. Adapted by permission of McREL.” We also request that you provide  
a us copy of your dissertation.  

   
This permission is limited to the use and mate rials stated in the above a paragraph. Any 

further use of our work requires prior written  permission from McREL.  

   

Thank you for your interest in our work.  

   

Sincerely,  

  
 

   

Maura McGrath  

Research Librarian  

Mid-continent Research for Education and Learning (McREL)  

4601 DTC Blvd., Suite 500  

Denver, CO 80237-2596  

P: 303.632.5558  

F: 303.337.3005  

mmcgrath@mcrel.org  

http://www.mcrel.org 
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APPENDIX C: SCHOOL-OF-THE-ARTS ADMINISTRATOR SURVEY 

 

3. PART I—PERSONAL AND PROFESSIONAL BACKGROUND INFORMATION

In order to gain an understanding of any professional career, it is useful to know something about the
background of those persons in the field.

2. What is your present position/title? 3. What is your gender?

4. What is the highest educational level/degree

you have obtained?

5. What is your ethnic/racial background?

Principal

Assistant or Vice Principal

Other (please specify)

Female

Male

Masters

Masters plus

Educational Specialist

Doctorate

Other (please specify)

Multiracial

Asian

African American

Indian

Hispanic

White

Other (please specify)

6. What is your age range? 7. How many years of

experience do you have as

an administrator?

8. How many years have

you been an administrator

at this school?
Under 30

31–40

41–50

51–60

61+

1–4

5–9

10–19

20+

1–4

5–9

10–19

20+
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9. What grade level is your school? 10. Is your school designated as a

Magnet?

11. What grade (A,B,C) has your school

received from the FLDOE for the past 3

years?

2009

2008

2007

12. Please provide the number of full-time

employees in each category.

Administrators

Faculty

Clerical/Maintenance

Paraprofessional

K–5

K–8

6–8

9–12

Other (please specify)

Yes

No

Please check the selection ( Always, Often, Sometimes, Rarely, Never) which best describes you
in relation to the listed responsibilities:

13. For this section, please check the circle which best describes you in relation to the

listed responsibilities as defined below:

Responsibilities

The extent to which the administrator exhibits:

Always Often Sometimes Rarely Never

CULTURE (Fosters shared beliefs & a sense of community &

cooperation)

ORDER (Establishes a set of standard operating procedures &

routines)

DISCIPLINE (Protects teachers from issues & influences that would

detract from their teaching time or focus)

RESOURCES (Provides teachers with materials & professional

development necessary for the successful execution of their jobs)

CURRICULUM, INSTRUCTION, ASSESSMENT (Is directly

involved in the design & implementation of curriculum, instruction,

and assessment practices)
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13. (Continued) For this section, please check the circle which best describes you in

relation to the listed responsibilities as defined below:

FOCUS (Establishes clear goals & keeps those goals in the

forefront of the school’s attention)

KNOWLEDGE OF CURRICULUM, INSTRUCTION ASSESSMENT

(Is knowledgeable about current curriculum, instruction and

assessment practices)

VISIBILITY (Has quality contact & interactions with teachers &

students)

CONTINGENT REWARDS (Recognizes & rewards individual

accomplishments)

COMMUNICATION (Establishes strong lines of communication with

teachers & among students)

OUTREACH (Is an advocate & spokesperson for the school to all

stakeholders)

INPUT (Involves teachers in the design & implementation of

important decisions & policies)

AFFIRMATION (Recognizes & celebrates school accomplishments

& acknowledges failures)

RELATIONSHIP (Demonstrates an awareness of the personal

aspects of teachers & staff)

CHANGE AGENT (Is willing to & actively challenges the status quo)

OPTIMIZER (Inspires & leads new & challenging innovations)

IDEALS/BELIEFS (Communicates & operates from strong ideals &

beliefs about schooling)

MONITORS/EVALUATES (Monitors the effectiveness of school

practices & their impact on student learning)

FLEXIBILITY (Adapts his or her leadership behavior to the needs of

the current situation & is comfortable with dissent)

SITUATIONAL AWARENESS (Is aware of the details &

undercurrents in the running of the school & uses this information to

address current & potential problems)

INTELLECTUAL STIMULATION (Ensures that faculty & staff are

aware of the most current theories & practices & makes the

discussion of these a regular aspect of the school’s culture)
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Please rank order the top 10 most important responsibilities with number 1 being the most
important and number 10 being the least important (e.g., Affirmation #1, Communication #2,
Visibility #3, etc.).

14. Please rank order the top 10 most important responsibilities with number 1 being the

most important and number 10 being the least important (e.g., Affirmation #1,

Communication #2, Visibility #3, etc.).

CULTURE (Fosters shared beliefs & a sense of community & cooperation)

ORDER (Establishes a set of standard operating procedures & routines)

DISCIPLINE (Protects teachers from issues & influences that would detract from their teaching time or

focus)

RESOURCES (Provides teachers with materials & professional development necessary for the

successful execution of their jobs)

CURRICULUM, INSTRUCTION, ASSESSMENT (Is directly involved in the design & implementation of

curriculum, instruction, and assessment practices)

FOCUS (Establishes clear goals & keeps those goals in the forefront of the school’s attention)

KNOWLEDGE OF CURRICULUM, INSTRUCTION ASSESSMENT (Is knowledgeable about current

curriculum, instruction and assessment practices)

VISIBILITY (Has quality contact & interactions with teachers & students)

CONTINGENT REWARDS (Recognizes & rewards individual accomplishments)

COMMUNICATION (Establishes strong lines of communication with teachers & among students)

OUTREACH (Is an advocate & spokesperson for the school to all stakeholders)

INPUT (Involves teachers in the design & implementation of important decisions & policies)

AFFIRMATION (Recognizes & celebrates school accomplishments & acknowledges failures)

RELATIONSHIP (Demonstrates an awareness of the personal aspects of teachers & staff)

CHANGE AGENT (Is willing to & actively challenges the status quo)

OPTIMIZER (Inspires & leads new & challenging innovations)

IDEALS/BELIEFS (Communicates & operates from strong ideals & beliefs about schooling)

MONITORS/EVALUATES (Monitors the effectiveness of school practices & their impact on student

learning)

FLEXIBILITY (Adapts his or her leadership behavior to the needs of the current situation & is
comfortable with dissent)

SITUATIONAL AWARENESS (Is aware of the details & undercurrents in the running of the school &

uses this information to address current & potential problems)

INTELLECTUAL STIMULATION (Ensures that faculty & staff are aware of the most current theories &

practices & makes the discussion of these a regular aspect of the school’s culture)
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This section allows you to provide open-responses from your own perspective of leadership.

15. In my opinion the most important leadership practices for administrators of schools

of the arts include, but are not limited to the following:

16. In my opinion the following leadership practices are unique to the administration and

leadership of schools of the arts, namely:

17. As I observe the challenges faced by all administrators, there are some challenges

that schools of the arts administrators face that are not experienced by administrators of

regular schools. (Please agree or disagree and explain)

18. OTHER COMMENTS:

Please add any other comments you might want to make about administering a school of

the arts as compared to other schools:
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