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The purpose ofthis study was to establish an empirical link between transformational 

leadership and student achievement measured by the Florida Comprehensive 

Achievement Test. In addition, the relationship between transformational leadership and 

increased levels of teacher satisfaction, willingness to give extra effort, perceptions of 

principal effectiveness were examined. This study took place in 21 elementary inner-city 

schools of the Miami-Dade County Public Schools district. Two hundred ten personalized 

packets were delivered to the teachers of the selected schools. Two hundred and three 

answer sheets were returned to the researcher for a return rate of 97 percent. Data were 

collected from randomly selected teachers by voluntary completion of Bass and Avolio's 

Multifactor Leadership Questionnaire Form-5X (Short Form). The data were analyzed 

using Cronbach's alpha, Pearson correlation coefficients and multiple regression analysis. 

Transformational leadership was found to be linked to increased learning. In addition, 
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transformational leadership was also related to increased teacher satisfaction, greater 

perception of principal effectiveness, and increased teacher willingness to give extra 

effort. 

Moreover, two ancillary questions were explored. These questions related to gender, and 

school size. The question on gender could not be analyzed in light of the overwhelming 

majority of female principals and lack of reliability of gender. School size was not related 

to transformational leadership. 

Based on the above findings, the following conclusions can be made with regard to 

transformational leadership and its impact on elementary education. First, 

transformational leadership does improve student achievement in inner-city elementary 

schools. Second, inner-city elementary teachers consider transformational principals 

superior to non-transformational principals. Third, elementary inner-city teachers 

demonstrate increased levels of satisfaction, willingness to give extra effort, and a high 

perception of principal effectiveness for transformational principals. 

The practical applications of the findings of this study and the implications drawn for 

further theoretical consideration and research are significant for future school 

improvement. This study adds to an important line of research. The information available 

today about transformational leadership and its impact on student achievement may help 

schools improve the lives of their students and the social and political future of our 

World. 
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Chapter 1 

Introduction 

The inability to provide an equitable and effective education to inner-city students 

has been the object of criticism from many sectors of our society, and legislation has been 

enacted by the federal, state and local government in an attempt to bring about a positive 

change in student achievement for at least three decades (Hirsch, 2002; National 

Commission on Education, 1983; Sizer, 1996; Walberg, 1986). Low achievement in math 

and reading continue to hamper our public schools. The National Commission in 

Education (1983) reported that 13 percent of all 17 year olds in the United States can be 

considered functionally illiterate. It was estimated that functional illiteracy may comprise 

40 percent of minority students. With regard to reading, the Department of the Navy 

reported to the Commission that one-quarter of its recruits could not read at the ninth 

grade level, this being the minimum needed to understand written safety instructions. 

The media often reported the serious shortage of applicants for the position of 

principal. Many schools are forced to open at the start of the year with temporary 

principals as more vacancies are created due to retirement (Hertling, 2001). The National 

Association of Elementary School Principals in 1998 found that the 42 percent turnover 

of principals that has existed during the last 10 years is likely to continue into the next 

decade (Doud & Keller, 1998). 

There are parents who continue to be dissatisfied with their children's schools and 

principals. The Annual Gallup Poll with Phi Delta Kappan (Rose, Gallup, & Elam, 1997) 
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consistently finds parents are satisfied with their own school while being dissatisfied with 

schools in general. In the 2004 National Metlife Survey Press Release, it was reported 

that less than half of the parents chose positive words to describe their relationship with 

the principal at their child's school. Principals are rated as supportive by 49 percent of the 

parents, as mutually respectful by 48 percent, as friendly by 48 percent, and as 

collaborative by 31. Permission to use the above data was granted by National Metlife 

(Appendix A). 

The National Commission on Excellence in Education made it clear in 

Recommendation E that leadership at the school level was urgently needed to enhance 

student achievement. This Recommendation states: 

Principals and superintendents must play a crucial role in developing school and 

community support for the reforms we propose and school boards must provide them 

with the professional development and other support required to carry out their leadership 

role effectively (1983, p. 32). 

Recommendation E was sufficient cause to spur a debate, which is still going on 

today, whether top executives have significant impact on organizational outcomes. In 

education, it becomes crucial to identify those attributes that make a principal an effective 

leader, so that we may be able to confront the problems mentioned above in inner-city 

elementary schools: low achievement, turnover of principals, public dissatisfaction with 

schools and the like. It is then that we may be able to suggest what steps can be taken to 

improve these schools. 

Since the inception of A Nation at Risk, there has been no other initiative from our 

government to address the needs of all our students until the No Child Left Behind 
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(NCLB) Act, which President Bush signed into law on January 8, 2002. Mestinsek (2000) 

indicated that the desired results of the reforms mandated by A Nation at Risk have not 

been attained in our public schools as yet. Wolk (1993) expressed similar concerns 

stating that the challenges that our schools are facing today are far greater than ever 

before (p. xiii). 

The NCLB was the result of a recent shift, in educational thought and practice, 

toward the scientific paradigm which took place in England in the mid 1990s. The 

movement was centered around scientifically-based research in education policy and 

practice (Oakley, 2003). The positivist theory of educational reform was soon spread to 

Europe and the United States. Hence the term scientific-based reform permeated the 

NLCB document. The Act represents President's education reform plan and contains the 

most sweeping changes in the Elementary and Secondary Education Act (ESEA) since it 

was enacted in 1965. The Act contains the President's four basic education reform 

principles: a) stronger accountability for results; b) increased flexibility and local control: 

c) expanded options for parents, and an emphasis on teaching methods that have been 

proven to work (U.S. Department of Education, 2006). 

Principal Leadership 

In the past two decades, the major focus of reforms has been on the changing role 

of the principal. Many researchers consider the principal as the key agent for change in 

the school (Dow & Oakley, 1992; Liontos, 1992; Mestinsek, 2000; Sergiovanni, 1987, 

2001). The key to quality schooling is not only the quality of the leaders but also their 

style and role they play in the school (Hallinger & Heck, 1997; Leithwood, Begley & 

Cousins, 1990). School effectiveness research indicated that principal leadership was "an 
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essential ingredient in creating and maintaining an effective school" (Dow & Oakley, p. 

33). 

The principal as the instructional leader of the school was the focus of reform 

efforts of the 1980s. These efforts did not bring about the desired effects that the policy 

makers had expected. One reason was that the goals and administrative strategies were 

largely forced upon schools from higher authority organizations, such as the state boards 

of education, and the district superintendents (Rowan, 1990). Another reason for the 

failure of the movement was the unrealistic expectation of the principal to be an expert in 

all aspects of teaching and subject areas. The principal must now become the servant of 

collective vision and act as editor, cheerleader, problem solver, resource finder, and 

teacher aid (Poplin, 1992). The last reason for the failure of the instructional leadership 

movement was the fact that the focus was exclusively on instruction and student 

outcomes and ignored the needs of teaching staff and the school environment (Deal & 

Peterson, 1991, 2003; Sergiovanni, 1994). 

According to Mitchell and Tucker (1992), the failure of our schools to produce 

the desired goals, resulted in a swift shift from the management focus of the 1970s and 

1980s to restructuring and transformational leadership in the 1990s. Disillusioned by the 

failure of the "instructional leadership," researchers turned to the transformational 

leadership theory which was being tested in the business world. Many researchers 

(Leith wood, Begley & Cousins, 1991; Leith wood & Jantzi, 1990; Leith wood & 

Montgomery, 1982; Sergiovanni, 1990a, 1990b, 1994) affirmed that transformational 

leadership improves school communities and fosters greater teacher commitment. 
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Transformational leadership and increased teacher commitment can lead to better student 

achievement. 

Transactional and Transformational Leadership 

Transformational leadership was originated by Bums (1978) in his seminal work 

on leadership. Bums explains transforming leadership as when one or more persons 

engage with others in such a way that leaders and followers raise one another to higher 

levels of motivation and morality. Transforming leadership ultimately becomes moral in 

that it raises the level of human conduct and ethical aspiration of both leader and led, and 

thus it has a transforming effect on both (p. 20). 

Bums (1978) contrasted transformational leadership with transactional leadership. 

Transactional leadership has its roots in social exchange theory (Hollander, 1978; 

Hollander & Offerman, 1990). It is based on a series of exchanges between a leader and 

his/her followers. The leader provides certain benefits, such as guidance, definition and a 

paycheck, by directing followers towards an organization's goals. In return, followers 

provide a leader with "status, the privileges of authority, influence, and prestige" (Bass, 

1981, p. 254). This transactional exchange concept creates limits on how effective they 

will be towards goals achievement. To go beyond this level of followers' effort, 

satisfaction, and effectiveness, transformational leadership is needed (Bass, 1985; 

Yammarino & Bass, 1990). Bums and Bass believe that instead of the pursuit of extrinsic 

rewards such as a paycheck, a transformational leader helps followers develop intrinsic 

motivation for achieving the organization's goals. Through this motivation, followers are 

more committed and more willing to expend efforts beyond what is expected in order to 

achieve these goals (Leith wood & Jantzi, 2005). 
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Transformational Leadership and the School Setting 

Transformational leadership, examined initially in military and business settings, 

attested to stronger positive relationships between transformational leadership and 

performance, both in the military and non-military settings (Patterson, Fuller, Kester & 

Stringer, 1995). However, in the late 1980s, researchers began to focus on the leadership 

in educational settings. Bass (1985) used the Multifactor Leadership Questionnaire 

(MLQ) with educators in New Zealand, reporting a high positive relationship between 

transformational leadership and student performance. Leith wood and Jantzi ( 1990), in 

their study of Canadian Schools, also reported on transformational leadership and its 

benefits and found a similar correlation. 

There are numerous examples·of applications of transformational leadership in 

educational settings in the United States. For example, studies include: Hoover (1987), 

who surveyed private secondary schools in the Southwest and King (1989) who worked 

with an eclectic group of educators from K -12 and higher education in Louisiana; 

Hoover, Petrosko, and Schultz (1991) who conducted empirical testing; and, Evans 

(1996) who studied public elementary schools in Southwestern Michigan. In sum, 

researchers have concluded that there are similarities in transformational leadership, 

whether it is found practiced in the school setting or business world (Liontos, 1992; 

Poplin, 1992). This subject will be discussed in more detail in Chapter 2. 

Principal Leadership Style and Student Achievement 

Effective schools have been defined as institutions that display: a) a clear school 

mission; b) effective instructional leadership and practices; c) high expectations; d) a 

safe, orderly, and positive environment; e) maximum use of instructional time; f) frequent 
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monitoring of student progress; and g) positive home-school relationships (United States 

Department of Education, 2006). 

Effective school research found evidence of a link between principal leadership 

and student achievement. Many studies show a direct positive effect between principal 

leadership and student achievement (Andrews & Soder, 1987; Bossert, Dwyer, Rowan, & 

Lee, 1982; Brookover & Lezotte, 1977; Clark, Lotto, & McCarthy, 1980; Day, Harris, & 

Hadfield, 2001; Eddington & DiBenedetto, 1988; Edmonds, 1979; Forster, 1983; 

Gregory, 2003, Marcus et al., 1976; Ubben, Hughes, & Norris, 2001; Weber 1971). Some 

studies found no correlation between principal leadership and student achievement 

(Leithwood, Jantzi, Silins, & Dart, 1992; Slater, 1991; van de Grift, & Houtveen, 1999 ). 

Other studies suggest an indirect influence between principal leadership and student 

achievement (Jacobson, 1986; Leitner, 1994). 

Statement of the Problem 

The major focus of the American reform and restructuring movement of public 

education is improved student learning. The primary goal has been to increase student 

achievement. Although the debate continues as to what constitutes an effective school, 

most models list strong administrative leadership as a key factor. The role of the principal 

is no longer one of simple program manager. As schools continue to assume many of the 

functions once addressed by nuclear families and communities, the challenges grow. This 

complex, dynamic, education system calls for a new model of leadership. Many 

researchers suggest that the transformational leadership model is the most promising one. 

This study undertook to establish a link between transformational leadership behavior 
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and increased learning as measured by Florida's Comprehensive Achievement Test 

(FCAT). 

Purpose of the Study 

The purpose of this study was to determine if there is an empirical link between 

principal transformational leadership behavior and inner-city elementary school 

achievement as measured by the FCAT. Avolio and Bass (1988) premise is that 

transformational leadership, beyond that of transactional leadership, is defined by an 

incremental effect in goal attainment (achievement) and integration (satisfaction). 

The independent variables consisted of the nine factors of the transformational/ 

transactional theory of Avolio and Bass's ( 1988) Model which are: Transformational -

Idealized Influence (IIA), or Attributed Charisma, and Idealized Influence (liB), or 

Charisma-Behavior, Inspirational Motivation (IM), Intellectual Stimulation (IS), and 

Individualized Consideration (IC); Transactional - Contingent Reward (CR), 

Management-By-Exception-Active (MBEA), Management By-Exception-Passive 

(MBEP), and Non-Leadership: Laissez-Faire (LF). 

The dependent variables consisted of three factors as defined in Bass and Avolio' s 

1988 Model of the transformational theory which are: Extra Effort (EE), Effectiveness 

(EFF), and Satisfaction (SAT). 

In addition, a secondary purpose was to determine if transformational leadership 

will account for increased levels of teacher satisfaction, willingness to give extra effort, 

and subordinate perception of principal effectiveness. This study was conducted in 

selected inner-city schools in the Miami-Dade County Public Schools District (MDCPS). 
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The statistical analysis involved the control for variables that allowed us to assess 

the impact of the principal in the school. 

Significance of the Study 

This study is significant because it brings additional information regarding the 

relationship between principal's leadership orientation and student achievement to the 

body of research in the field of organizational leadership. It may also influence 

educational leadership research to look for better ways to improve leadership 

effectiveness. Higher education institutions may take into consideration the findings of 

this study when planning the training of potential school leaders. Moreover, school 

administrators may find additional information on the development of school culture. 

School staff development and in-service training programs may modify their instruction 

to improve leadership. Human resources personnel may use this information and findings 

to recruit and hire staff. In addition, The Miami-Dade County Public Schools district may 

benefit from the results and findings of this study in the area of assessment and planning. 

Finally, schools in general and inner-city elementary schools in particular may benefit 

since specific leadership behaviors have been found to be effective. 

Definitions 

Leadership: "The reciprocal process of mobilizing, by persons with certain motives and 

values, various economic, political, and other resources, in a context of 

competition and conflict, in order to realize goals independently or mutually held 

by both leaders and followers" (Bums, 1978, p. 425). 

Transformational Leadership: "The premise of transformational leadership is that, 

whatever the separate persons might hold, they are presently or potentially united 
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in the pursuit of 'higher' goals, the realization of which is tested by the 

achievement of significant change that represents the collective or pooled interests 

of leaders and followers" (Bums, 1978, p. 425). 

Transactional Leadership: "The underlying principle of the transactional leadership is not 

a joint effort for a person with common aims acting for the collective interests of 

followers but a bargain to aid the individual interests of persons or groups going 

their separate ways" (Bums, 1978, p. 425). 

Inner-City Title I Schools: Sixty-nine per cent of the students are on free or reduced lunch 

in the urban setting as suggested by the United States Department of Agriculture. 

This is the cut-off percentage used by Miami-Dade County Public School district 

to determine that a school is Title I. 

Effective Schools: In effective schools there is evidence of (a) a clear school mission; (b) 

effective instructional leadership and practices; (c) high expectations; (d) a safe, 

orderly and positive environment; (e) ongoing curriculum improvement; (f) 

maximum use of instructional time; (g) frequent monitoring of student progress; 

and (h) positive home-school relationships. Six of these recurring themes both 

support and extend the earlier research on effective schools which is explained 

later (United States Department of Education, 2006). 

Delimitations 

This research was conducted in one school district, Miami-Dade County Public 

Schools, Miami, Florida. It was limited to studying 21 inner-city schools in this school 

district. 
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Limitations 

This study was conducted in one school district and may not generalize to other 

populations. Another limitation is the choice of a single standardized test to measure 

school success. The FCAT is not the only measure of school success nor does it 

constitute a comprehensive measure of school success; however, it is the standard of 

measuring school success in the state of Florida as defined by the Florida State 

Department of Education. The last limitation is that the transformational leadership 

model does not include organizational learning. 

Chapter Summary 

The primary goal of the American restructuring movement of public education is 

improved student achievement. The role and style of the principal can no longer be 

defined in terms of a manager or an instructional leader. Many of the functions that were 

previously performed by the communities have now been assumed by our public schools. 

Many researchers suggest that transformational leadership is a promising new model. 

This study attempts to determine if there is a link between leadership and increased 

learning as measured by the Florida Comprehensive Achievement Test. 

The literature on the leadership roles of principals and effective schools is a guide 

to the changing complexion of American Public Education. A review of this literature in 

Chapter 2 indicates that the transformational model is indeed a promising one for the 

unique challenges of reform. Chapter 3 comprises the statistical method and design used 

in this study together with the instruments to collect the data. The validity and reliability 

of the instruments are also described. Chapter 4 comprises the statistical analyses 

concerning teacher perceived principal leadership orientation and its impact on student 
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achievement. Chapter 5 presents the findings, conclusions and recommendations derived 

from the study. 
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Chapter 2 

Literature Review 

The purpose of this chapter is to review various leadership and organizational 

theories as they developed from the beginning of the 20th century to the present. Under 

"Historical Perspectives of Leadership," a review was undertaken of the various 

definitions of leadership from classical times to the present. This will include the three 

main "generations" of theory: (a) Traits, (b) Behavioral theories, and (c) 

Transformational theories. Then a review of leadership theories as applied to education 

will follow grouped under the heading of Classical Organizational Theories. They are: (a) 

Human Relations Approach, (b) Behavioral Science Approach, and (c) Post Behavioral 

Theory. Under "Effective Schools and Instructional Leadership," the notion of school 

effectiveness and the principal's role will be discussed. Moreover, there will be a review 

of research that specifically concerns transactional and transformational theory and its 

importance in learning communities today. 

Historical Perspectives of Leadership 

Leadership, in general, has been given various definitions. Many renowned 

philosophers and thinkers from the Biblical times to the present have defined leadership. 

Bass (1990) states that "there are almost as many definitions as there are persons who 

have attempted to define the concept" (p. 11). Bass states that many commentators 

believe that the history of the world was shaped by the leadership of great men. The 

Great Man Theory views leadership within one person. "Without Moses, the Jews would 
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have remained in Egypt. Without Winston Churchill, the British would have given up in 

1940" (p. 37). 

The 18th century rationalists felt that luck had to be added to the personal 

attributes of great men who determined the course of history. The Russian Revolution 

would have taken a different course if Nikolai Lenin had been hanged by the Old Regime 

instead of exiled. Roosevelt, Gandhi, Mandela, and others, who have displayed great 

charisma in leading their nations at times of conflict, also represent the "Great Man" 

theory of leadership. 

Bass (1990) speaks of four aspects of leadership. First, leadership involves 

influencing others. Second, where there are leaders there are followers. Third, leaders 

come to the fore when there is crisis or a special problem. Fourth, leaders are people who 

have a clear idea of what they want to achieve and why. Leadership is also linked to some 

other role that a leader plays such as manager or expert. 

Reviewing the literature of leadership during the last three decades, we discover 

that there have been three main "generations" of theory: (a) Traits, (b) Behavioral 

theories, and (c) Transformational theories. As the research has proven, none of the above 

generations is mutually exclusive or totally time-bound from the other. 

Traits Theory 

The traits theory involves 47 physical and psychological characteristics which 

were identified by Stogdill (1974) in his review of 124 leadership studies conducted 

between 1904 and 194 7. Among those cited were: Chronological age, height, weight, 

physique, health, athletic prowess, appearance, fluency of speech, intelligence, 
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scholarship, knowledge, insight, originality, adaptability, initiative, responsibility, 

integrity, and others. After reviewing these studies, Stogdill concluded that, 

Leadership is not a matter of passive status or of the mere combination of traits, 

but rather a working relationship among members of a group, in which the leader 

acquires status through active participation and demonstration of his or her 

capacity to carry cooperative tasks to completion. (p. 7) 

Stogdill (1974) did a follow-up review of the research on leadership traits of 163 

studies conducted between 1949 and 1970. This search was centered on the effectiveness 

of leaders. Summarizing his review, Stodgill stated the following with regard to a trait 

profile that is indicative of successful leaders: 

The leader is characterized by a strong drive for responsibility and completion of 

tasks, vigor and persistence in the pursuit of goals, venturesomeness and 

originality in problem solving, drive to exercise initiative in social situations, self

confidence and a sense of personal identity, willingness to accept the 

consequences of his or her decisions and actions, readiness to absorb interpersonal 

stress, willingness to tolerate frustration, ability to influence other people's 

behavior, and the capacity to structure social interaction systems to the purpose at 

hand. (p. 87) 

Power. One of the most important traits of a leader is authority or power. Bums 

(1978) distinguishes two essential elements of power, motive and resource, which are 

interrelated. "Lacking motive, resource diminishes; lacking resource, motive lies idle. 

Lacking either one, power collapses. Because resource and motive are both needed, and 

because both may be in short supply, power is elusive and a limited thing" (p. 12). He 
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then defines power as a relationship "in which two or more persons tap motivational 

bases in one another and bring varying resources to bear in the process" (p. 15). 

Leaders behave according to what is expected of them and how they perceive 

their roles are defined. Those with skill on the use of power will embed that power in 

their communications with others and will use tactics to influence what happens (Bass, 

1990). Bass (1990) distinguishes two types of power: (a) personal power which is derived 

from one's person; (b) positional power which is derived from one's position. Personal 

power is subdivided to expert and referent. Expert power relates to knowledge and 

wisdom and referent power "is based on the desire of followers to identify with their 

leaders and to be accepted by them" (p. 235). Positional power is often identified with 

rewards and punishment and it may be cruel and subtle. According to Bass (1990), 

positional power is subdivided to reward power, coercive power, and legitimate power. 

Leaders manifesting reward power are expected to facilitate the attainment of desired 

outcomes of followers. Leaders manifesting coercive power are usually in control of 

granting or denying valued rewards or feared penalties. Leaders manifesting legitimate 

power are accepted by their followers when leaders "hold attitudes that conform to the 

norms of the group or organization" (p. 243). 

McClelland (2000) distinguishes three kinds of leaders based on the use of power: 

1. Affiliative Managers: They are capable of curbing their own impulses and 

using power for the benefit of the organization. They need to be liked more 

than they need to have power. They score high on inhibition. In other words, 

they are capable of curbing their own impulses and using power for the 

benefit of the organization 
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2. Personal Power Managers: The need of power outweighs the need to be liked. 

These managers score low in inhibition. That is they lack self-control and tend 

to act impulsively or arbitrarily. They are usually more effective than 

affiliative managers. 

3. Institutional Managers: Need to have power and to be able to influence others 

more than they need to be liked. Institutional managers care more about using 

power for the benefit of the organization than for their own pursuits. They 

score high on inhibition. As a result, they are the most successful of the three 

types at creating an effective environment. 

According to McClelland (2000), both ineffective and effective leaders have a 

high need for power. However, effective leaders differ in the use of power in two ways. 

a) leaders who desire power are concerned with the goals of the group. b) They are 

concerned with the needs and exercise power on behalf of others. They desire power to 

carry out their role effectively. McClelland calls this type of power "the socialized face of 

power" (p.103). Ineffective leaders who desire negative power have a need to dominate. 

They desire power to benefit themselves as opposed to benefiting the organization. 

Heifetz (1994, 2004) has also discussed, extensively, power as a form of 

leadership. He explains that authority is comprised of special powers given to a leader 

within the formal role. Managers or officers are believed to have the right to lead us and 

we obey them because we see their exercise of power as legitimate. We may fear them 

also for their power to dismiss us when we do not comply with their mandates. We may 

also follow them because they show leadership on occasions when they show the ability 

to handle crises or serve as the head follower, modeling the mt of teaching, and helping 
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others become better followers. This leads to a leadership style based on service and 

stewardship. 

The above views agree with the basic philosophy of transformational leadership 

(examined later) which defines the effective leader as the person who shares his/her 

power with his/her followers . Ultimately, this collaboration of leader and follower 

produces beneficial results for the organization be that the business or educational sector 

of our society. 

Behavioral Theory 

During the decade between 1950 and 1960 researchers realized that traits 

leadership was not adequate so they changed their direction of research from leaders' 

traits to leadership behavior. Different patterns of behavior were grouped together and 

labeled as styles. The Blake and Mouton's Grid (cited in Bass' Bass and Stogdill's 

Handbook of Leadership, 1990) was developed and used for management training. As a 

result, various ideas and schemes were developed to diagnose people's styles. 

Specifically, four main styles were defined: 

1. Concern for task. Concrete objectives are emphasized. 

2. Concern for people. People's needs, interests, problems, development, and 

others are the main focus. 

3. Directive leadership. Leaders make decisions for others and followers are 

expected to follow instructions. 

4. Participative leadership. Leaders try to share decision-making with others. 

(Bass, 1990, p. 483). These styles are contrasted in McGregor's Theory X and Theory Y 

and are explained later in Human Relations Approach. 
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The problem in the behavior theory research was that there were a lot of 

differences and inconsistencies between studies. Researchers did not look properly at the 

context or setting in which the style was used. This created uncertainty as to whether the 

same style would work well in different contexts, such as a gang or group of friends as in 

a hospital emergency room. The research showed that the styles that leaders espouse are 

far more affected by those with whom they are working and the environments in which 

they are operating than had been thought originally. 

Researchers realized that the behavioral theory had limitations. They changed 

their direction of research to look at the contexts in which leadership was exercised. 

Researchers thought that the leadership needed to be changed from situation to situation. 

Processes by which leaders emerged in different circumstances became the main 

direction of research for some while others turned to the way in which leaders and 

followers viewed each other in various contexts. Eventually, most writers turned to the 

idea of style, believing that style would change from situation to situation. This notion 

required leaders to develop an ability to work in different ways and adapt their style to 

suit the situation. As a result, researchers began to formulate the contingency theory. The 

main idea of this theory was that effective leadership was dependent on a combination of 

factors. Fiedler (1967, 1994) posited that effectiveness is dependent on two interacting 

factors: leadership style and degree to which the situation gives the leader control and 

influence. Further, there are three main ideas delineating contingency theory: First, the 

relationship that exists between leaders and followers. Leaders have the support of their 

followers if they are respected and liked. Two, leaders must explain the structure of the 

task that is to be performed. Leaders will be able to influence their followers if the task is 

19 



clearly spelled out as to goals, standards of performance, and methods to be followed to 

achieve the goals. Third, the position of power that is conferred upon the leader increases 

if the organization or group confers this power on the leader to bring about the desired 

outcomes (Fiedler, pp. 51-67). 

Transformational Theory 

Transformational theory, developed by Burns (197 8), is a two-fold theory of both 

transactional and transformational leaders. Bums (1978) defines transactional theory as 

trading one thing for another. In other words, the leaders exchange rewards for tasks 

performed, and punishment if tasks are not completed. He then defines transformational 

theory as a basis for effecting change. He states that "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. 47). One of the most 

important factors comprising the model of the transactional/ transformational leadership 

is Charisma or Idealized Influence. The term will be examined. 

Charisma. The term charisma was first used by Max Weber (1947). The word 

charisma comes from Greek which was used in the literature of early Christianity, and 

means a gift of grace. In this context, leaders with charisma become influential because 

they are perceived by followers to have special talents that can fulfill the unmet 

emotional needs of their completely trusting, overly dependent, and submissive followers 

(Bass, 1990, Harvey, 2001)). 

When does charisma arise? Charisma arises in times of crises in which people 

need to tum to someone to save them or to make their lives easier. The person with 

charisma will seek to convince others of his/her special gifts and of the solution to the 
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crisis. It does not necessarily mean that the problem is solved. The belief that people had 

in Martin Luther King, Jr. allowed him to take forward civil rights in the United States, 

but the problems were not solved by him (Bass, 1990). 

Another aspect of charismatic leadership is dependency. This renders the 

followers powerless, especially when people are placed on a pedestal and are allowed 

total control instead of facing up to people's situations and doing what is necessary to 

alleviate or solve their problems. Retrospectively, it might be that a scandal or incident 

reveals that the leader does not possess what people had attributed to hirnlher and this can 

backfire (Bass, 1990). 

Morality. Bums (1978) defines moral leadership as an elevating power driven by 

values and which is used to effect change. He posits that this leadership "operates at need 

and value levels higher than those of the potential follower, .... and it can exploit conflict 

and tension within a person's value structures" (p. 42). Further, he states that the leader's 

task is to make his/her followers feel "their true needs so strongly, so meaningfully, that 

they can be moved to purposeful action." (p. 44). Moral leadership honors personal 

integrity and responds to the needs of others in promoting justice as well as preventing 

harm (Sergiovanni & Starratt, 2002). 

Sergiovanni (1992) defines moral leadership as a tripartite skill composed of the 

head, the heart, and the hand. In this respect, "the head of leadership is shaped by the 

heart and drives the hand" (p. 7). He states that school leadership should be based and 

grounded on substance as well as based on an idea. He further posits that at its roots, 

school leadership should connect people to each other and their work following the rules 

of morality. The moral principles reviewed by Sergiovanni are 1) The principle of justice 
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which entails the treatment and respect for the integrity of the individual; everyone in the 

school community is treated with the same equality, dignity, and fair play. 2) The 

principle of beneficence which is expressed as the concern for the welfare of the school 

community (1992, pp. 105-1 06). Leaders should develop shared purposes, beliefs, values, 

and the concept of teaching and learning that build community, collegiality, character 

development, good communications, public relations, and using all possible community 

resources. 

Sergiovanni (1992) states that the school should be viewed as a moral community. 

These moral communities connect people from commitment to shared values and beliefs. 

These shared values and moral connections are a reflection of cultural norms as opposed 

to psychological needs. He concludes by suggesting that the principal should serve as the 

head follower modeling the art of teaching and helping others become better followers. 

This will lead to a leadership style based on service and stewardship. 

Classical Organizational Theory 

In order to be able to suggest a measure of organizational effectiveness, and speak 

of a model of effective organizational leadership in inner-city elementary schools, 

organizational leadership is traced from its development and refinement to the present 

time. 

The first studies in organizational theory were in the business sector during the 

years between 1944 and 194 7. At first, it was thought that the variables affecting 

organizational management (sales, earnings, and profit) were independent of the control 

of leaders (Lieberson & O'Conner, 1972). These variables were the general state of the 

economy, the company's primary industry, and the company's position within the 
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industry. However, this notion was later rebutted when it was found that the top 

management did influence the organizational structure and that "Organizational 

outcomes, both strategies and reflections, are viewed as reflections of the values and 

cognitive bases of powerful actors" (Hambrick & Mason, 1984). 

During this period the notion of scientific management was firmly entrenched in 

the thinking of early organizational behaviorists. Scientific management, which stressed 

order and predictability, was considered what the American business manager needed to 

handle the rapid growth in industry. Callahan (1962) listed four basic principles of 

scientific management: (a) they develop a science for each element of a man's work, 

which replaces the old rule-of-thumb method; (b) they scientifically select and then train, 

teach, and develop the workman, whereas in the past he chose his own work and trained 

himself as best he could; (c) they heartily cooperate with the men so as to ensure that all 

of the work is being done in accordance with the principles of the science that has been 

developed; and (d) there is an almost equal division of the work and the responsibility 

between the management and the workmen. The management takes over all work for 

which they are better fitted than the workmen, while in the past almost all of the work 

and the greater part of the responsibility were thrown upon the workmen. (p. 27). 

Scientific management brought about a period of change for American education 

(Dantley, 1990). In the educational field, the growth of school populations and curricula 

presented school principals with a new challenge. Dantley(1990) explains that to cope 

with public criticism of schools, clamoring for better materials and better methods of 

teaching, American educators were eager to follow the appealing mandates of the 

scientific management movement. Emerson (cited in Callahan's Education and the Cult 
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of Efficiency, 1962) listed 12 principles of efficiency: (a) high ideal; (b) common sense, 

good judgment; (c) competent counsel; (d) discipline; (e) fair dealing; (f) standard 

records; (g) planning; (h) standard conditions; (i) standardized operations; (j) standard 

instructions; (k) standard schedules; and (1) efficiency reward. Efficiency and cost 

effectiveness underlined the rational decisions of managers whose job was to supervise 

workers (Dantley, 1990, 2002). 

Human Relations Approach 

The lack of concern of scientific management for worker motivation clashed with 

the human relations movement of the last 60 years which argued that the workers were 

not motivated by only money but rather achievement, recognition, responsibility and 

advancement (Gallmeir, 1992; Herzberg, 1972; Maslow, 1954). Owens (1987) indicated 

that there are two definitions for human relations "one that refers to the interactions 

between people in all kinds of situations in which they seek, through mutual action, to 

achieve some purpose" (p. 18). The other, is a narrower and more precise term of human 

relations by Roethlisbergen and Dickson ( 194 7) who point out that the Hawthorne studies 

conducted proved without doubt, workers' perception of themselves, their colleagues, 

and the organization could also affect efficiency and productivity. The human relations 

movement was not opposing efficiency and effectiveness; rather it introduced a concept 

that would be a determinant factor in the leadership theories that followed. 

The human relations theory was taken one step further by Miles (cited in 

Gallmeir, 1992) who suggested that workers could contribute in three other areas of 

management: information, problem solving, and decision-making. This model was 

particularly suitable for education in view of highly trained personnel. 
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Theory X and Y were two of the most important theories that flourished during 

the 1960s (McGregor, 1966). Theory X is often referred to as the human relations model 

and theory Y as the human resources model (Sergiovanni & Elliott, 1975; Sergiovanni, 

2001). The underlying concept of these two theories is that management functions based 

on the assumptions they make about workers. Theory X promotes active supervision of 

workers who are seen to lack direction and responsibility (Gallmeir, 1992). Sergiovanni 

and Elliott (1975) list four assumptions that are basic to theory X. 

1. The average human being has a natural dislike of work and will avoid it if he 

can. 

2. Because of their inherent dislike of work, most people must be persuaded, 

rewarded, punished, controlled, coerced, and directed in order to get them to put forth 

satisfactory effort toward achieving work goals. 

3. The average person prefers to be directed, lacks ambition, wishes to avoid 

responsibility, and wants security above all. 

4. In sum, the average person is inherently self-centered, indifferent to 

organizational needs, and resistant to change by nature. (p. 91) 

Gezi (1990) adds that another under! ying principle of Theory X is that workers 

are to be rewarded when they produce adequately and punished if they do not. 

Behavioral Science Approach 

Theory Y professes that workers are self-motivated and they seek competence and 

increased responsibility. Therefore, managers can accomplish the goals of the 

organization by helping their employees achieve their personal goals, which ideally 

should be closely related to organizational goals . Moreover, managers should accept and 
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value their employees (Gallmeir, 1992). One salient point in both the human relations and 

the human resources theories is that they assume competence of the individual as 

important for the success of the individual and of the organization (Gallmeir, 1992). 

Moreover, Theory Z which was introduced by Ouchi (1981) and referred to as the 

"Japanese" management style offers the notion of a hybrid management which is a 

combination of a strict American management style and a strict Japanese management 

style. Theory Z entails an organizational culture which mirrors the Japanese culture. In 

this respect, workers are more participative and capable of performing many and varied 

tasks: job rotation, broadening of skills, generalization versus specialization, and the need 

for continuous training of workers. This theory addresses higher order needs posited in 

Maslow's theory of human needs (cited in Sergiovanni, 2001). The following table 

adapted from Peter Venn (2003) further delineates a comparison and contrast of the 

management theories (XYZ). 
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Table 1 

Comparison and Contrast of Theories XYZ 

Management 
Concept 

Motivation 

Leadership 

Power & Authority 

Conflict 

Performance Appraisals 

Douglas McGregor 
(Theory X & Y) 

Tends to categorize people as one type 
or another: either being unwilling or 
unmotivated to work, or being self 
motivated towards work. Threats and 
disciplinary action are thought to be 
used more effectively in this situation, 
although monetary rewards can also be a 
prime motivator to make Theory X 
workers produce more. 

Theory X leaders would be more 
authoritarian, while Theory Y leaders 
would be more participative. But in both 
it seems that the managers would still 
retain a great deal of control. 

As mentioned above, McGregor's 
managers, in both cases, would seem to 
keep most of power and authority. In the 
case of Theory Y, the manager would 
take suggestions from workers, but 
would keep the power to implement 
decisions, 

This type of manager might be more 
likely to exercise a great deal of 
"Power" based conflict resolution style, 
especially with Theory X. Theory Y 
workers might be given the opportunity 
to exert "Negotiating" strategies to solve 
their own conflicts. 

Appraisals occur on a regular basis. 
Promotions also occur on a regular basis 

William Ouchi 
(Theory Y) 

Believes that people are innately 
self motivated to not only do their 
work, but are loyal towards the 
company, and will make the 
company succeed. 

Theory Z managers would have to 
have a great deal of trust that their 
workers could make sound 
decisions . Therefore, this type of 
leader is more likely to act as 
"coach", and let the workers make 
most of their decisions . 

The manager's ability to exercise 
power and authority comes from 
the worker's trusting management 
to take care of them, and allow 
them to do their jobs. The workers 
have a great deal of input and 
weight in the decision making 
process. 

Conflict in the Theory Z arena 
would involve a great deal of 
discussion, collaboration and 
negotiation. The workers would be 
the ones solving the conflicts, 
while the managers would play 
more of a "third party arbitrator" 
role. 

Theory Z emphasizes more 
frequent performance appraisals, 
but slower promotions. 

Note. From Peter Venn, (2003). The XY and Z of Management Theory. Retrieved July 
24, 2003, from http://members.tripod.com/PeterVenn/Brochure/complete/zyz.htm. 
Adapted with author's written consent (Appendix B) 
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The consolidation of schools and the influence of a business-like management 

paradigm forced principals to be more involved with operations than with instruction for 

the first 60 years of the 20th century. With the coming of the federally mandated 

programs like Title I, special education programs, and bilingual education initiatives, 

principals moved toward a program management role. During the 1960s and 1970s, these 

programs were accompanied by innovations in curricula, especially math and science. 

This shift from management of existing programs to management of changing programs 

put principals in the role of change agents (Ballinger, 1992). 

Effective Schools and Instructional Leadership 

In order that we may appreciate the importance of the principal's role in public 

schools, it is necessary to review the concept of "Effective Schools" because this body of 

literature stresses the importance of leadership. 

The notion of school effectiveness came into being 30 years ago (Scheerens & 

Bosker, 1997). According to researchers, the studies made prior to this time related to the 

effects of teaching in general and to the influence of different teaching methods on the 

performance of students; there was no reference to school effectiveness. The Coleman 

Report (Coleman et al., 1966), which dealt with equality of opportunities, created a lot of 

controversy in the academic world when it was published. It claimed that schools had little 

or no effect on student achievement once family background variables were controlled. The 

sharp reaction against it from the research community created the driving force behind the 

movement later named "school effectiveness" or "effective schools" (Jenks, 1972). 

Edmonds (1979) is most closely associated with the origin of this instructional leadership 

model due to his seminal work on poor, urban schools. Edmonds studied schools that 
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seemed to defy low achievement expectations, given their poverty level and urban settings. 

Building on Weber's (1971) earlier study of four city schools with higher-than-expected 

achievement, Edmonds identified key characteristics of effective schools. 

Since Edmond's original work, many researchers have studied the characteristics 

(often referred to as correlates) of effective schools. Steller (1988) listed the five most 

agreed upon factors: (a) strong instructional leadership by the principal, (b) clear 

instructional focus, (c) high expectations, (d) a safe, orderly atmosphere, and (e) frequent 

assessment of student learning. Much has been written about the correlates of strong 

instructional leadership. Steller and many others have attempted to define the behaviors of 

instructional leaders. They describe such leaders: 

Effective school principals are not good leaders in a general sense; they are strong 

instructional leaders with a compelling purpose. They are convinced that it is their 

destiny to get students reading, doing mathematics, and mastering the entire 

curriculum. Each accomplishment spurs them on to higher peaks. They challenge 

others to climb the same peaks and bask in the sunlight of success. (p. 20) 

In addition, Steller (1988) stated that such leaders have a strong vision, clear 

instructional focus and can establish a safe and orderly environment which focuses on 

achievement. Instructional leaders have an abundance of energy and are outcomes oriented. 

Gezi (1990) extended these ideas and described effective instructional leaders as assertive 

and directive, whose role should be elevated to that of a change agent. This concept 

includes flexibility, creativity and exploration of new alternatives to educating children, 

and must be an integral part of a school plan. Gibbs (1989) added the importance of 

instructional leaders providing guidance and encouragement to both students and staff, and 
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being the liaison between parents and staff. He also emphasized that principals must be 

knowledgeable about teaching and learning in order to be effective instructional leaders. 

Hill (2002) indicated that principals must be heavily involved in the school's instructional 

program. Many educational researchers noted that instructional leaders spend more time in 

classroom observations than in the office (Burnett & Pankake, 1990). Hallinger and 

Murphy (1986) added that instructional leaders must insist on a high degree of alignment 

among objectives, curriculum materials, and testing. In 1990, Leithwood, Begley, and 

Cousins reviewed 135 empirical studies conducted since 1974. They cited 22 studies that 

discussed elementary principals' impact on achievement in basic reading and math skills. 

They concluded that it is reasonable to say "principals are capable of having a significant 

influence on the basic skills achievement of students" (p. 10). Still, the authors expressed 

concern about the restricted range of these outcomes (basic skills) as opposed to outcomes 

that more accurately reflect the complex mission of the school. They suggested that 

attention must be paid to the effects of changed curriculum or innovative instructional 

practices on student outcomes. They caution that in schools where books are non-existent 

the provision of more books can lead to substantial increases in student learning. However, 

where schools are reasonably well equipped with texts, providing even more books is not 

likely to have much effect (p. 11). In addition, new and innovative methods of instructional 

practices may confuse the students and require more time to get used to them. 

The work of Leithwood, Begley, and Cousins (1990) contrasts with the research of 

Heck and Marcoulides ( 1990), who reviewed the literature on principal leadership and 

student achievement. The latter argued that that the former researchers "have not provided 

convincing empirical evidence to suggest that if principals increased the amount of time 
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they devoted to instructional leadership, a school would perform at a higher academic 

level" (p. 248). The authors expressed concern that most of the research studies have been 

correlational and therefore have not specified a causal relationship between principal 

instructional leadership behavior and school outcomes. The authors lamented the fact that 

most of the research has been focused on urban schools in large cities. 

These perceived shortcomings led to a study by Heck and Marcoulides (1990) of all 

elementary and secondary public schools in California that scored above or below their 

"comparison band" (similar to Indiana's leagues- each school was assigned to a league of 

25 similar schools) at 3rd, 6th, and 12th grade on the California Assessment Program 

(CAP). The sample of this study consisted of the principal and 6 teachers. The principal 

and 4 teachers were required to return the surveys and the principal had to have been in the 

school during the entire time of the study. Using these data, along with principals' and 

teachers' responses to an Instructional Activity Questionnaire, which measures 34 

instructional leadership behaviors of principals, they concluded that certain leadership 

behaviors do help children in both elementary and secondary schools. These are: high 

expectations of students and teachers, an emphasis on instruction, provision of professional 

development, and use of data to evaluate students' progress. While the authors cautioned 

that leadership does depend on context, they still asserted that principal leadership directly 

affects student achievement. 

By the mid 1980s it was clear that instructional leadership was "the new educational 

standard for principals" (Hallinger, 1992, p. 37). Most states offered professional 

development seminars or leadership academies to assist principals in becoming 

instructional leaders. Hallinger noted that few resources were set aside to coach or give on-
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site assistance which, he suggested, would be necessary for principals to truly change their 

behavior; as a result, they returned to their schools and reverted to traditional practices. 

Hallinger said that he did not blame the principals' behavior because a role change of this 

magnitude would take at least ten years to become institutionalized. He added, "The 

conditions necessary for professional change to occur were either absent or lacking 

important elements" (p. 44). Hallinger summarized that efforts were made to develop 

instructional leaders but practices did not really change. He stated that, like many 

educational initiatives, the instructional leadership model was not really implemented by 

any principals, and further asserted that our shifting priorities, such as improving school 

organization and student achievement, already render the model obsolete. 

Criticism on instructional leadership continued in view of the inability of research 

to document the processes leaders use to achieve their goals. Cuban (1984) noted: 

None of the richly detailed descriptions of high performers can serve as the 

blueprint for teachers , principals, or superintendents who seek to improve academic 

achievement. Constructing a positive, enduring school climate remains beyond the 

planner's plan. Telling principals what to say or do in order to boost teacher 

expectations of students or to renovate a marginal faculty into one with esprit de 

corps remains beyond the current expertise of superintendents or professors. Road 

signs exist, but no maps are yet for sale. (p. 132) 

In his recent book, How can I fix it? Finding Solutions and Managing Dilemmas: 

An Educator's Road Map (2001), Cuban sets up the "road map" for principals so that they 

may change and improve the school climate and student achievement of their schools. He 

proposes two types of change: incremental and fundamental. Incremental changes "aim to 
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improve the inefficiency and ineffectiveness of existing structures and cultures of 

schooling, including classroom schooling" (p. 43), and fundamental changes "aim to 

transform, to alter permanently" the social and educational structures of learning 

communities (p. 44). 

Dantley (1990, 2002) was critical of what he characterized as the overly simplistic 

notions in Effective Schools Research. He suggested that lists of desirable leadership 

behaviors are not helpful when confronting schools, which are complex, political, and in 

his view, focused on "perpetuating the present state of societal affairs" (p. 594). The model 

of principal as instructional leader exemplifies what Hallinger referred to as "the sluggish 

pace of change in schools" (cited in Lockwood, 1996, p. 32). Although many have 

challenged the appropriateness of the instructional leadership model, the fundamental ideas 

have been embraced and have become, according to Hallinger, "a kind of intellectual 

orthodoxy" (Lockwood, p. 32). 

Despite criticism of the instructional leadership model, there has been a positive 

ripple effect in that principals have moved from being exclusively managers to also being 

leaders. Hallinger said, "There is so much more recognition today that principals are 

ultimately responsible for the education of the children in the school" (cited in Lockwood, 

1996, p. 32). It is that belief that has allowed principals to move from managers to 

instructional leaders to transformational leaders who are leading the restructuring and 

renewal efforts of American education (Lockwood, 1996). 

The National Association of Elementary School Principals (NAESP, 2002) revisited 

the instructional leadership theory and re-affirmed that "Principals can no longer simply be 
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administrators and managers. They must be the force that creates collaboration and 

cohesion around school learning goals and the commitment to achieve those goals" (p. 1). 

NAESP identified six standards that principals should know and be able to do: 

1. Lead schools in a way that places student and adult learning at the center. 

2. Set high expectations and standards for the academic and social development of 

all students and the performance of adults. 

3. Demand content and instruction that ensure student achievement of agreed-upon 

academic standards. 

4. Create a culture of continuous learning for adults tied to student learning and 

other school goals. 

5. Use multiple sources of data as diagnostic tools to assess, identify and apply 

instructional improvement. 

6. Actively engage the community to create shared responsibility for student and 

school success. (p. 2) 

The principal ' s role has evolved from management goal setting to focusing on 

curriculum and instruction to most recently being a transformational leader, a concept that 

will be discussed later. 

Job Satisfaction 

One of the key factors in effective schools is teacher's job satisfaction. It is 

therefore important to discuss brietl y the notion of job satisfaction. Job satisfaction is the 

most frequently studied variable in the spectrum of organizational effectiveness. It is a 

core variable in research and theory of organizational phenomena, ranging from job 

redesign to supervision (Spector, 1997). 
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Although job satisfaction was not studied formally until the Hawthorne studies 

were reported in the early 1930s (Hoy & Miske!, 1987, 2001; Roethlisberger & Dickson, 

1947), the scientific managers had implicitly recognized this concept as very important in 

regard to worker fatigue. By 1972, the number of articles on job satisfaction published 

had risen to 3,350. Since then, there have been many more studies undertaken by various 

researchers on the topic. The question is why the concept of job satisfaction has attracted 

so much interest. First, the human relations approach convinced researchers and 

administrators that a happy worker is a productive worker; a notion which later research 

found to be inaccurate. Secondly, the publication of Work in America by the U.S. 

Department of Health, Education and Welfare (1973) intensified the study of job 

satisfaction because of the general concern for the quality of working life (Hoy & Miskel, 

1987, 2001). The first attempt to define job satisfaction was made by Robert Hoppock 

(1935). His definition of job satisfaction was "a combination of psychological, 

physiological, and environmental circumstances that cause a person to say 'I am satisfied 

with my job'" (p. 47). Until recent times, the concept of fulfilling one's personal needs 

permeated the minds of the theorists (Wolf, 1970). However, this approach has lost its 

primary focus as researchers shifted their attention from "needs" fulfillment to the 

cognitive processes. Their interest is strongly routed in the attitudinal perspective of the 

employee (Spector, 1997). There are two frequently used methods to assess job 

satisfaction: the single global rating and the summation score obtained from various job 

aspects or facets. The former is used when researchers focus on "attitudes," and the latter 

is used when researchers are interested in the aspects of jobs that create satisfaction or 

dissatisfaction (Spector, 1997). Interviews and questionnaires are the most common 
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methods used to measure job satisfaction. Some of the scales often used are: the 

Michigan Organizational Assessment Questionnaire satisfaction subscale (Camrnan, 

Fishman, Jenkins, & Klesh, 1979) and the Multifactor Leadership Questionnaire (MLQ) 

(Bass, 1990) used in this study. These two instruments are global rating measures for job 

satisfaction. The Job Descriptive Index (JDI) (Smith, Kendall, & Hulin, 1969) and the 

Job Satisfaction Survey (JSS) (Spector, 1997) are facet measures for job satisfaction. 

Various studies exploring the relationship of job satisfaction of employees and the 

relationship between subordinates and the organization have been linked to human 

motivation. Many work motivation theories are based on human needs. Two of the most 

influential theories on human needs were formulated by Maslow (1954) and Herzberg 

(1972). 

Maslow's theory. Maslow (1954) postulated that human behavior is motivated by 

the needs that the human being has. These needs are related to one another and are 

arranged in a hierarchy of prepotency (Hoy & Miskel, 1987, 2001). This means that the 

lower-order needs, physiological, safety and security, belonging, love, and social 

activities must be met before the higher-order needs of esteem and self-actualization can 

be considered. As Maslow refined and explained his theory, he indicated that "for the 

majority of people, needs at the first three levels are regularly satisfied and no longer 

have much motivational effect; however, satisfaction of esteem and self-actualization 

needs is rarely complete. The higher-level needs continually motivate" (Hoy & Miskel, 

1987, p. 129). This means that educational organizations must develop methods to satisfy 

more fully the higher-level of needs of students, teachers and administrators. This can be 

done by allowing all the stakeholders to be part of the organizational process of the 
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school, sharing in the vision and goals of the school community, gaining esteem, and 

"self-actualizing" themselves. Sergiovanni (1990a, 1990b) established a set of "value

added" dimensions which relate to success and elevated satisfaction within the staff. 

Followers respond to these dimensions "with passion and commitment and their 

performance is typically beyond that expected by subordinates" (p. 10). 

Hertzberg's motivation-hygiene theory. Another popular theory applied to job 

satisfaction is the motivation-hygiene theory developed by Frederick Herzberg (1972). This 

theory, also known as two-factor theory, dual-factor theory, and Herzberg's theory, has 

been widely accepted by administrators. Its basic premise is that one set of rewards 

contributes to job satisfaction and a separate set to job dissatisfaction (Hoy & Miskel, 1987, 

2001). There are two groups of factors involved in this theory. One group of factors is 

called "motivators" and the other called "hygiene factors." The motivators produce 

satisfaction and comprise the following concepts: work itself, achievement, recognition, 

responsibility and advancement. The hygiene factors may produce dissatisfaction and 

comprise the following components: salary, possibility of growth, interpersonal 

relationships with subordinates and peers, supervision-technical, policy and administration, 

working conditions, personal life, and job security (Hoy & Miskel, 1987, 2001 ). As a 

result, job satisfaction occurs when motivators are relatively strong and hygiene factors are 

relatively weak. 

Post Behavioral Theory 

Post Behavioral Theory brings a new perception to the role of the school principal. 

School leaders are no longer viewed as mere reactive managers whose task is to implement 

mandates and policies sent down from higher levels of bureaucracy. Rather, today' s 
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principals have been empowered with the task of shaping their schools to become 

outstanding communities of learning. In this study, learning/organizational communities 

are defined as: "a group of people pursuing common purposes (individual purposes as well) 

with a collective commitment to regularly weighing the value of those purposes, modifying 

them when it makes sense, and continuously developing more effective and efficient ways 

of accomplishing those purposes" (Leithwood, Jantzi, & Steinbach, 1995). In learning 

communities, principals are engaged proactively, clarifying their own values, beliefs and 

positions in order to restructure and improve their schools. They are expected to empower 

organizational members, sharing power and decision making (Ubben, Hughes, & Norris, 

2001). 

The leader's role must be thoroughly considered in creating a learning organization. 

School leaders should consider themselves as "learning leaders" who are helping the 

members of the learning community develop their capacity to carry out the school mission. 

The key to this role is creating and maintaining a shared vision (Lashway, 1997; 

Leithwood, Jantzi, & Steinbach, 1995; Lipton & Melamede, 1997). In addition, leaders 

may use a variety of styles and strategies of leadership, including transformational, and 

participative to help accomplish the desired outcomes of the organization. Leaders must 

facilitate learning communities that are not only providing knowledge, but also guard and 

preserve the democratic rights of all within that context (Ubben, Hughes, & Norris, 2001). 

Transformational Leadership 

In the last two decades the role of the principal has been changing from 

instructional leader to transformational leader (Brandt, 1992). Educational researchers have 

outlined the differences between instructional leaders and transformational leaders. 
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Sergiovanni explained in an interview that if we have instructional leaders, they should be 

teachers; principals ought to lead the leaders (Brandt, 1992). Brandt (1992) also cites 

Leithwood as suggesting that a transformational leader is one who leads from the back of 

the band. Leithwood amplified this notion and asserted that the emphasis must shift from 

principals convincing teachers to work on a principal-identified problem to a problem 

identified by all stakeholders. Then it behooves everyone to find solutions to the problem, 

according to Hallinger (1992). 

In an interview with Lockwood (1996), Hallinger emphasized the importance of the 

community, teachers, and principal sharing responsibility and accountability. Gezi (1990) 

concluded that principals are not superheroes who can transform or restructure schools 

alone. In this respect, transformational leadership requires that leaders and followers work 

collaboratively, sharing in decision making, goal setting, and working together for the 

common good of the school community. 

Bums (1978) suggested that transformational leadership is an extension of 

transactional leadership and that they represent opposite ends of a leadership continuum. 

Bass (1985) challenged Bum's belief about transactional and transformational being at 

opposite ends of a continuum. Rather, Bass theorized that transformational leadership 

behaviors are built on a transactional base. Bass conceived of the augmentation effect 

which indicates that transformational leaders motivate others to perform beyond 

expectations. 

While the transactional and transformational forms of leadership theory were first 

identified by Bums, they were later extended considerably by Bass and his colleagues 

(Leith wood et al., 1992). Bass and Avolio (1990) suggested that transactional leadership is 
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necessary for the management of day-to-day operations but transformational leadership is 

what stimulates change. They stated that, "Many conceptual and empirical studies have 

now confirmed that transformational as compared to transactional leadership has greater 

impact on associates' motivation, self-efficacy and individual, group and organizational 

performance" (Avolio, Bass, & Jung, 1995, p. 34). They theorized that a transformational 

leader can inspire followers to accomplish things they never dreamed possible, "Rather, the 

new leadership adds the role of the transformational leader in enlarging and elevating 

followers' motivation, understanding, maturity, and sense of self worth" (Bass, 1997, p. 

130). 

The original transformational model (four areas) continues to be refined as more 

studies take place (Avolio & Bass, 1995). The goal of the researcher in this study was to 

define a model which accurately reflected what Avolio and Bass referred to as a full range 

of leadership styles and behaviors. The range extends from highly transformational 

behaviors to highly avoidant behaviors. Bass (1997) asserted that the research since 1980 

indicates that the best leaders are both transactional and transformational, "Thus, the 

transactional leader changes the organization" (p. 132). Bass believed that transactional 

leadership is necessary but not enough, "People jockey for positions in a transactional 

group, whereas they share common goals in a transformational group" (Bass, p. 131 ). The 

issue of self-worth of the follower is an interesting one. Bass (1997) suggested that 

transactional leaders who use the carrot and stick approach tend to have followers who feel 

like "jackasses". In contrast, the transformational leader motivates the followers by 

imbuing in them a sense of self worth and by inspiring commitment. Bass and Avolio 

(1994) originally divided transformational leadership behavior into four areas: Idealized 
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Influence (II) formerly called charisma, Inspirational Motivation (IM), Intellectual 

Stimulation (IS), and Individualized Consideration (IC). In their model, Transactional 

factors include Contingent Reward (CR) and Management-by Exception, Active and 

Passive (MBEA and MBEP). Laissez- Faire (LF) is considered a non-leadership factor. 

Idealized Influence is described as transformational leaders being admired role 

models to the followers. It can be both a behavior and an impact (on the follower), so it has 

been subdivided to Idealized Influence Attributed (IIA) and Idealized Influence Behavior 

(liB), hence the present instrument has five areas related to transformational leadership. 

Operationally, it means that transformational leaders put the needs of others above their 

own needs: "Followers identify with and emulate these leaders, who are trusted and seen as 

having an attainable mission and vision" (Bass & Avolio, 1990, p. 19). They are perceived 

as moral, ethical leaders who are not power hungry. 

Inspirational Motivation (IM) represents the transformational leader's ability to 

inspire others by creating a vision, communicating expectations, and arousing team spirit. 

(Bennis and Nanus, 1985, Sergiovanni, 1990a). The leader models enthusiasm through 

symbols and emotional appeals to achieve mutually agreed upon goals (Bass & Avolio, 

1990). 

Intellectual Stimulation (IS) is aroused by the transformational leader who 

challenges questions and encourages divergent thinking and creativity to solve problems. 

This championing of risk-taking and problem finding, defining, and solving is consistent 

with descriptions of outstanding business managers noted in Peters and Waterman's (1982) 

In Search of Excellence. 
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Individualized Consideration (IC) is enacted by the transformational leader's 

sensitivity to the individual's needs. Acting as a coach, the transformational leader realizes 

that various followers need different types of support. There is a high level of 

personalization and interaction between the transformational leader and the followers (Bass 

& Avolio, 1990). The growing emphasis on dealing with diversity underscores the need for 

all leaders to be sensitive to racial, cultural, ethnic, religious , emotional, and cognitive 

differences among their followers. The transformational leader, using Individualized 

Consideration, should be able to display such awareness and sensitivity. 

Bass and Avolio ( 1990) listed two basic components of transactional leadership (in 

the school context) as Contingent Reward and Management-By-Exception. The operational 

definitions of these concepts are that the principal tells teachers what to do in order to be 

rewarded (Contingent Reward) and only intervenes if standards are not being met 

(Management-By-Exception). Revision of the model has divided the Management-By

Exception factor into Active and Passive (MBEA and MBEP). The leader can actively 

monitor behavior to uncover errors and take corrective action (MBEA) or passively wait 

for mistakes to occur (MBEP). Laissez-Faire (LF), the non-leadership factor, indicates an 

absence of leadership and avoidance of interaction. There is no effort to motivate, reward, 

or even provide feedback to followers (Bass & Avolio). 

Transformational Leadership Applied 

Hoover, Petrosko, and Schultz (1991) sought to apply the tenets of the leadership 

model defined by Bass and others in the military and business world to the world of 

education. Studying 45 headmasters at private secondary schools in the southeastern United 

States, they hypothesized that similar transactional and transformational factors would 
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emerge. They used a random sample of 100 schools from a regional directory. From staff 

lists provided by schools, which agreed to participate, five teachers were randomly selected 

to complete the Multifactor Leadership Questionnaire Form 5X (MLQ-5X). Response rate 

was 67 percent. The researchers did not provide information about non-respondents. The 

results of their study suggest that the transformational leadership factors evident in the 

military and business worlds emerged in education, which confirmed Bass's model. 

Two recent meta-analyses of military and organizational psychology research have 

also confirmed a strong, positive relationship between transformational leadership and 

individual, and group performance. This relationship is stronger for transformational 

leadership than for transactional or laissez-faire leadership styles (Gasper, 1992; Patterson 

et al., 1995). The validity of the MLQ-5X instrument has further been confirmed by Lowe, 

Kroeck, and Sivasubramanian (1996) in a meta analysis of 33 independent empirical 

studies. A total of 200 studies have been undertaken in the business and educational world 

confirming the validity of the MLQ-5X (Short Form) (Avolio & Bass, 1988; Medsker, 

Williams, & Holahan 1994; Yammarino, Spangler, & Bass, 1993). 

Leithwood (1994) and his colleagues have been researching transformational 

leadership and school restructuring in the educational context since 1990. They have 

conducted seven quantitative studies using the same basic methodology and found that 

"transformational leadership practices, considered as a complete construct, had significant 

direct and indirect effects on progress with school restructuring initiatives and teacher

perceived student outcomes" (p. 506). They further concluded that transformational 

leadership must be enacted as a composite construct, not as several separate facets. They 

explained that concentrating on one aspect (such as Intellectual Stimulation), while 
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ignoring the others would not work. One of their studies measured student outcomes via 

perception. Anticipating the criticism, Leithwood (1993) argued against measuring student 

outcomes only via objectively scored tests. First, he indicated that such tests limit the 

definition of achievement to math and language skills, which is far too narrow. Second, 

although many educational researchers believe that teacher' judgments about student 

learning are inaccurate; there is no empirical evidence to support that point of view. The 

results of Leith wood's study "suggest that leadership processes as a whole, had modest but 

significant direct effects on most categories of teacher perceived outcomes" (p. 1 05). 

Lockwood's (1996) interview with Hallinger summarized his concerns that we persist in 

believing the principal's primary role should be one of instructional leader, despite the 

research on restructuring, which suggests that communities of leaders (teachers and 

principals), are more likely to increase student achievement. 

Many are arguing that old paradigms of leadership are insufficient in the face of the 

challenge of American education in this century (Avolio & Bass 2002; Ballinger, 1992; 

NAESP, 2002; Sergiovanni, 2001; Stone, 1987; Wiles & Bondi, 2000). Educators' 

challenges are more complex and dynamic today and leadership must come from teachers, 

parents, and the principal. This shared opportunity to address challenges of restructuring 

and renewal may best be addressed by transformational leaders. 

Integration of Transformational and Instructional Leadership 

During the last two decades, two primary images of school principalship have 

prevailed: instructional leadership and transformational leadership (Ballinger, 1992). As 

mentioned earlier, the instructional leadership failed to produce the desired outcomes in 
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view of the principal's inability to bring about the desired outcomes in student 

achievement. 

With the enactment of the No Child Left Behind Act of 2001 (H.R 1, 2001), there 

was a revived interest from the part of the researchers in the instructional role of the 

principals in view of the accountability principle promulgated by this document. This act is 

the most sweeping reform of the Elementary and Secondary Act (ESEA) since ESEA was 

enacted. It is based on four basic principles: strong accountability for results, increased 

local control, expanded options for parents, and an emphasis on teaching methods that have 

proven to work (President Bush signed this act into law on January 8, 2002). 

Researchers turned their attention to school leadership behaviors between principals 

and teachers. They asserted that the focus of the reform movement of the 1980s was to 

empower teachers as professional educators (Marks & Louis, 1997). Because teachers 

possessed critical information about their students and how they learn, teachers needed 

discretionary authority to make their own curricular and instructional decisions (Ballinger, 

1992). 

This would improve both teacher's work life and student achievement. In addition, 

functioning in leadership capacities (lead teachers, chair persons, etc.), teachers could 

shape the goals and cultures of their schools while being close to their ties with the 

classroom (Conley & Goldman, 1994). In this capacity, teachers would gain greater 

legitimacy as leaders (Little, 1988). To accomplish this task, scholars of education and 

other researchers turned to transformational leadership, which focuses on problem finding, 

problem solving and collaboration of all stakeholders in order to improve organizational 

performance (Hallinger, 1992). To achieve these results, transformational leadership seeks 
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to raise the participants' level of commitment by transcending their own self-interest for a 

larger good (Bass & Avolio, 1993; Burns, 1978). 

Moreover, researchers propose an integrated model of leadership which involves 

transformational leadership and shared instructional leadership. This model responds to the 

reforms introduced in the No Child Left Behind. Shared instructional leadership differs 

from the paternalistic, archaic model of instructional leadership in that the principal invests 

teachers with resources and instructional support and maintains congruence and 

consistency of the educational program (Conley & Goldman, 1994). Further, teachers 

participate in shared instructional leadership formally and informally. They assume 

leadership responsibility by interacting with other adults in the school community, 

encourage others to improve their professional practice, or learn together with their school 

colleagues (Moeller & Katzenmeyer, 1996). There is dialog between principal and teachers 

about alternatives rather than directives or criticism and work together as "communities of 

learners" for the good of their students (Blase & Blase, 1999). Principals do not direct 

others but create a school culture in which decisions are made collaboratively. This 

"facilitative" leadership exercises power through others, not over them (Conley & 

Goldman; Lashway, 1995). In doing so, principals become "leaders of learners." 

According to the model, effective principals work simultaneously at 

transformational and instructional tasks (Marks & Printy, 2003). The principal, as a 

transformational leader, elicits high levels of commitment from school personnel and 

develops organizational capacity for school improvement. As an instructional leader, the 

principal collaborates with teachers to accomplish organizational goals for teaching and 

learning. In sum, "the integrated model of leadership combines the transformational 
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influence of the principal with the shared actions of the principal and teachers (Marks & 

Printy, 2003). 

Chapter Summary 

Many of the researchers whose work has been cited in this review have concluded 

that school principals affect student learning (Heck & Marcoulides, 1990; Leithwood et al., 

1992). Several have found that transformational leadership, in particular, affects 

achievement (Hoover, Petrosko, & Schultz, 1991; Leithwood, 1994). Although various 

studies have confirmed the positive contributions of principals with a transformational 

orientation, very few focus on inner-city schools. This study focused on such schools. In 

addition, this research studied relationships established between principals' leadership 

styles and behavior. It also examined teacher satisfaction, willingness to give extra effort, 

perception of principal effectiveness, and their relationship to transformational leadership. 

The research design is presented in Chapter 3. 
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Chapter 3 

Methodology 

The purpose of this study was to establish an empirical link between principal 

leadership behavior and inner-city school achievement as measured by the Florida 

Comprehensive Achievement Test. To address the research questions, data were gathered 

from the Miami-Dade County Public inner-city elementary schools. The school was used 

as the unit of analysis to test the relationship between transformational leadership and 

student achievement. The teacher was also used as the unit of analysis to test the 

relationship between transformational leadership and teacher satisfaction of principal 

effectiveness, perceived principal effectiveness, and teacher willingness to give extra 

effort. The schools had a grade configuration of K-5 and principals of three or more years 

tenure. Ten teachers from grades 1-5 were selected at random and were asked to 

complete the Multifactor Leadership Questionnaire MLQ-5X (Short Form) to assess the 

leadership behaviors of their principal. 

Research Questions 

In this study, the following research questions were investigated: 

1. Is there a relationship between transformational leadership style and student 

achievement? 

2. Is there a relationship between transformational leadership style and teacher 

satisfaction? 
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3. Is there a relationship between transformational leadership style and perceived 

effectiveness of principars? 

4. Is there a relationship between transformational leadership style and teacher 

willingness to give extra effort? 

Ancillary Questions 

In addition, there were two additional ancillary questions that were also 

investigated in this study: 

1. Is there a relationship between transfonnationalleadership style and school 

size? 

2. Is there a relationship between transformational leadership style and principal 

gender? 

Sampling Methods 

Miami-Dade County Public Schools is the fourth largest district of our country 

and is the site of this research. In October of 2005, profile data indicated that MDCPS 

services 352,195 students, employs 20,319 teachers and receives additional support from 

12,700 volunteers, and 2,500 business partners. It is divided into three school areas 

comprised of six regional centers with 207 elementary schools. 

The criteria selecting the schools were two. First, the schools had to be qualified 

as Title I schools. Second, the principals of the selected schools had to have had a 

minimum of three years tenure in their school to allow for their leadership orientations, 

educational agenda and influence to take effect. This concept is in accord with the 

research conducted by Heck, Marcoulides, and Lang ( 1991 ), Leitner ( 1994 ), Philbin 

(1997), and Wooten ( 1997). They stated that since the success of the school was to 
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measure improvement or decline in specific student academic areas, it seemed reasonable 

that the principal should have been in the school during the three years. Schools that met 

the above criteria were selected from different regional centers (school districts) so that 

the sample may be fully representative of Miami-Dade county Public Schools. 

Originally, the total sample size of the schools was 63. However, due to various 

administrative constraints, such as school board change of principals, school board policy 

restraints, and time conflicts, the number was reduced to 21. The size of the schools by 

enrollment ranged from 413 to 1254. On average, the research indicates that a small 

elementary school ranges from of 300 to 400 students and a large school from 700 to 750 

students (Cotton, 1996, Howley, 2000, Wasley, 2001). While the research has not defined 

a middle range ( 400-700), there were eight schools that fell under this category and 14 

schools that fell under the large size. 

Consequently, the sample of this study was reduced from 610 teachers to 203. 

To enhance the sample, two teachers per grade were chosen at random from class 

lists, grades 1-5, alternating names alphabetically. This totaled 10 teachers per school or 

210 for the 21 inner-city elementary schools of Miami-Dade County Public Schools. For 

this purpose, the Florida Department of Education web site and the principals of the 

selected schools were used. The teachers were required to have had a minimum one year 

experience in their respective school in this study, so that they had enough time to 

develop their own perceptions of the principal's leadership style. The one year minimum 

teacher criterion is in accord with the research conducted by Leitner (1994). 

There are two versions of the survey provided by the authors of the MLQ-5X 

(Short Form): One that may be completed by the principal (Leader Form) and one that 
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may be completed by the teacher (Rater Form). Further, the authors of the MLQ-5X 

(Short Form) haye also indicated that the teacher's version is more reliable in view of the 

bias involved when principals rate themselves (Bass & Avolio, 2000). Thus, the teacher's 

version was used in this study to be in accord with the authors' recommendation. 

Subsequently, the researcher distributed the instrument packet directly to the teachers. 

Data Collection and Procedure 

In order to conduct this study, a research application was submitted for approval 

to Florida Atlantic University Institutional Review Board (IRB) and to the Office of 

Evaluation and Research of the Miami-Dade County Public Schools (MDCPS). Upon 

approval from IRB (Appendix C) and MDCPS (Appendix D), the principals of the 

selected schools were contacted by letter and by phone (Appendix E) for approval to 

conduct research at their site. They were informed of this study and its purpose, assured 

of confidentiality and invited to submit questions to the researcher by phone, fax, mail, 

and e-mail. Subsequently, teachers were selected at random from class lists provided by 

the Florida Department of Education website or the principals of the selected schools. 

Next, 210 personalized packets were delivered to the teachers by the researcher. Packets 

contained a cover letter (Appendix F), the MLQ-5X (Short Form, Appendix G) survey 

instrument, a request to obtain the results of the study (Appendix H), an Open-Ended 

Question for respondents (Appendix I) and a return envelope. Teachers were given two 

weeks to complete the questionnaires. 

The survey used in this study is a two-page instrument and it requires less than 20 

minutes to complete (Bass & Avolio, 2000; Hoy 2001). Each survey was coded so that 

the researcher would know which school the response was from and whom not to send a 
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second reminder. The use of a coded survey for this purpose has been shown to have little 

or no adverse effect on the return rates as long as the cover letter clearly indicates that the 

code will be used exclusively by the researcher to sort out the surveys and will be 

destroyed as soon as the data have been analyzed (Dillman, 2000). In the cover letter 

addressed to the respondents of the surveys, instructions were given not to write their 

name on any part of the survey to preserve anonymity. This is in accord with Wallen and 

Fraenkel' s research ( 1991) who stressed the importance of confidentiality. In addition, an 

addendum required by the Institutional Review Board of Florida Atlantic University and 

relating to the anonymity and protection of human subjects was attached to the survey 

(Appendix J). 

Furthermore, Wallen and Fraenkel ( 1991) stated that upon collection of the surveys, the 

researcher should make sure that the name of the respondent is safely guarded by assigning a 

number to each form. In this study, for example, for school number one, two teachers per 

grade, 1-5, were pre-coded 241-242, 243-244,245-246, 247-248, 249-250. This totals 10 

surveys per school or 210 surveys for all as per Table 2. 
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Table 2 

Encoding of Schools 

School 1st Grade 2nd Grade 3rd Grade 4th Grade 5th Grade 

241-242 243-244 245-246 247-248 249-250 

2 341-342 343-344 345-346 347-348 349-350 

3 441-442 443-444 445-446 447-448 449-450 

4 541-542 543-544 545-546 547-548 549-550 

5 641-642 643-644 645-646 647-648 649-650 

6 741-742 743-744 745-746 747-748 749-750 

7 841-842 843-844 845-846 847-848 849-850 

8 941-942 943-944 945-946 947-948 949-950 

9 1041-1042 1043-1044 1045-1046 1047-1048 1049-1050 

10 1141-1142 1143-1144 1145-1146 1147-1148 1149-1150 

II 1241-1242 1243-1244 1245-1246 1247-1248 1249-1250 

12 1341-1342 1343-1344 1345-1346 1347-1348 1349-1350 

13 1441-1442 1443-1444 1445-1446 1447-1448 1449-1450 

14 1541-1542 1543-1544 1545-1546 1547-1548 1549-1550 

15 1641-1642 1643-1644 1645-1646 1647-1648 1649-1650 

16 1741-1742 1743-1744 1745-1746 1747-1748 1749-1750 

17 1841-1842 1843-1844 1845-1846 1847-1848 1849-1850 

18 1941-1942 1943-1944 1945-1946 1947-1948 1949-1950 

19 2041-2042 2043-2044 2045-2046 2047-2048 2049-2050 

20 2141-2142 2143-2144 2145-2146 2147-2148 2149-2150 

21 2241-2242 2243-2244 2245-2246 2247-2248 2249-2250 

Follow-Up Procedure for Non-respondents 

Research has shown that in any survey there will be non-respondents (Dilman, 2000; 

Wallen & Fraenkel, 1991). These researchers suggested that to deal with this situation 

effectively a rigorous procedure should be followed in every stage of the survey process. 
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Subsequently, in order to decrease the number of non-respondents in this study, four phases of 

follow-up were put in effect. Each phase of follow-up is explained in more detail in Table 3. 

Table 3 

Follow-Up Phase 

Phase Date Description Contact Procedure 

I. January 17,2005 Telephone call Contact Administrative 
Assistant 

2. January 29, 2005 Follow-up letter to teachers Call Administrative 
Replacement survey packets sent Assistant 

3. February 5, 2005 Follow-up letter to teachers Call Administrative 
Assistant 

February 15, 2005 Follow-up letter to teachers Call Administrative 
Assistant 

4. March 15, 2005 Follow-up letter to teachers Contact Administrative 
Assistant 

Note: See Appendixes K, L, M, N. 

Following the recommendations made by Dillman (2000), one week after the 

initial mailing a telephone call was made to the schools to confirm receipt of the surveys. 

Subsequently, a follow-up letter was sent to the teachers encouraging them to complete 

the questionnaire and to mail them directly to the researcher (Table 3). 

When considering implementation procedures of this study, a decision had to be 

made whether the principals of the sample schools would be directly involved in any way 

with this study. Research conducted by Bass and Avolio (1990 p. 6) indicated that 

consistently inflated supervisory ratings took place when the raters were contacted by the 

leader of the organization. In order to avoid this possible confounding effect, the 
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principals of the schools in this sample were not involved in the distribution or collection 

of the questionnaires. 

Instrumentation 

To determine the principals' leadership orientation, the Multifactor Leadership 

Questionnaire Form 5X (MLQ-5X Short Form), a revision of a previous version 

developed by Bass (Bass & Avolio, 1994), was used. As mentioned earlier, this 

instrument measures three types of leadership behavior: transformational, transactional, 

and non-leadership. 

There are five dimensions in transformational leadership: Idealized Influence II 

(A), or Attributed Charisma, Idealized Influence II (B), or Charisma-Behavior, 

Inspirational Motivation (IM), Intellectual Stimulation (IS), and Individualized 

Consideration (IC). Idealized influence examines two facets: behavior and impact as they 

relate to the follower. The first two dimensions were derived from Charisma which was 

divided into two separate dimensions to better describe this leadership factor (Bass & 

Avolio, 1994 ). 

The transactional leadership is divided into three factors: Contingent Reward 

(CR), Management-By-Exception-Active (MBEA), and Management-By-Exception

Passive (MBEP). 

Non-leadership relates to only one factor: Laissez-Faire (LF). In addition, the 

MLQ-5X (Short Form) also measures followers' perceptions of leaders' effectiveness 

(EFF), their satisfaction with the leader (SAT), and their willingness to give extra effort 

for the leader (EE). Avolio, Bass, and Jung (1995) maintained that the MLQ-5X has been 

used by more than 200 researchers since 1990. This has also been confirmed by various 
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researchers cited in Chapter 2. Descriptive statistics from nine studies representing 2,154 

subjects are listed in Table 4 below. The reliability of the instrument exceeds the cutoff of 

.70 as suggested by Fomell and Larker (1981). 

Table 4 

Descriptive Statistics and Reliability Scores for MLQ-5X (Short Form) 

Scale Mean SD Reliability 

Idealized Influence II (A) 2.56 .84 .86 

Idealized Influence II (B) 2.64 .85 .87 

Inspirational Motivation 2.64 .87 .91 

Intellectual Stimulation 2.51 .86 .90 

Individual Consideration 2.66 .93 .90 

Contingent Reward 2.20 .89 .87 

Management-by-

Exception (Active) 1.75 .77 .74 

Management -by-

Exception (Passive) 1.11 .82 .82 

Laissez-faire 0.89 .74 .83 

Extra Effort 2.60 1.16 .91 

Effectiveness 2.62 .72 .91 

Satisfaction 2.57 1.28 .94 

Note. From B. M. Bass and B. J . Avolio, (2000). Multifactor Leadership Questionnaire 
(2nd ed.). Redwood City, CA: .Mind Garden, Inc. 

The authors of the instrument used two powerful confirmatory analyses Partial 

Least Square (PLS) and Linear Structural Analysis (LISREL) to refine the instrument and 

select 45 items to include in the MLQ-5X (Short Form). These items represent the needed 
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content and the best fit (Avolio, Bass, & Jung, 1995). Table 5 shows the questionnaire's 

factors and the number of questions related to each concept. 

Table 5 

MLQ Factors and Number of Questions 

Scale 

Transformational Leadership 

Idealized Influence II (A) 

Idealized Influence II (B) 

Inspirational Motivation 

Intellectual Stimulation 

Individualized Consideration 

Transactional Leadership 

Contingent Reward 

Management-by-Exception (Active) 

Management-by-Exception (Passive) 

Non-Leadership 

Laissez-faire 

Outcome Factors 

Extra Effort 

Effectiveness of Leaders 

Satisfaction with Leader 

Number of Questions 

4 

4 

4 

4 

4 

4 

4 

4 

4 

3 

4 

2 

Note. From B. M. Bass and B. J. Avolio, (2000). Multifactor Leadership Questionnaire 
(2nd ed.). Redwood City, CA: Mind Garden Inc. 

Nine of the 12 subscales of the MLQ-5X (Short Form) listed above were 

computed into 3 separate variables. The first five subscales were summed to give rise to 

the Transformational score. The following three subscales were summed to give rise to 
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the Transactional score. The last subscale corresponded to Laissez-fa ire. The three new 

variables comprised the overall concept of transformational leadership. They were used 

to test Hypothesis 1, which involves the relationship between transformational leadership 

style and student achievement. 

Hypothesis 2, 3, 4, which involve teacher satisfaction, perceived principal 

effectiveness and teacher willingness to give extra effort, and the two ancillary questions 

were tested using the nine subscales of the MLQ-5X (Short Form). The nine subscales 

are: Idealized Influence II (A), or Attributed Charisma, Idealized Influence II (B), or 

Charisma-Behavior, Inspirational Motivation, Intellectual Stimulation, Individual 

Consideration, Contingent Reward, Management-by-Exception Active, Management-by-

Exception Passive, and Laissez-faire. 

The dimensions included in each subscale of the MLQ-5X (Short Form) are as 

indicated in Table 6. 

Table 6 

Subscales and Dimensions of the MLQ-5X (Short-Form) 

Idealized Influence II (A), or (Attributed Charisma) 
J. Instilling pride in followers 
2. Benevolence to all 
3. Building mutual respect 
4. Confidence and power 

Idealized Influence II (B), or Charisma-Behavior 

I. Values and beliefs 
2. Strong sense of purpose 
3. Moral orientation 
4. Leadership and management 

Table 6 (continued) 
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Inspirational Motivation 

I Optimism and positive demeanor 
2 Solving problems with enthusiasm 
3. Common vision 
4. Confidence in goal achievement 

Intellectual Stimulation 

1. Re-examination of assumptions 
2. Problem solving 
3. Helping with problems 
4. Showing satisfaction for completed assignments 

Individual Consideration 

l. Teaching and coaching 
2. Respect for individuality 
3. Clear goals and rewards 
4. Development of employee strengths 

Contingent Reward 

l. Providing assistance 
2. Achieving performance targets 
3. Achievement and rewards 
4. Expressing satisfaction for met expectations 

Management-by-Exception Active 

l. Focus on irregularities and mistakes 
2. Full attention to mistakes and failures 
3. Keeping track of all mistakes 
4. Attention directed toward failures 

Management-by-Exception Passive 

l. Avoidant of problems 
2. Lack of-involvement 
3. Lack of-prevention measures 
4. Attention to serious problems only 
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Table 6 (continued) 

Laissez-fa ire 

1. Non-involvement in important issues 
2. Absent when needed 
3. Lack of decisiveness 
4. Lack of response to urgent questions 

Extra Effort 

I. Motivating to do more 
2. Encouragement for success 
3. Inducement for work 

Effectiveness 

1. Effectiveness in providing help 
2. Effectiveness with higher authority 
3. Effectiveness with job requirements 
4. Leadership of effective group 

Satisfaction 

1. Displaying satisfying leading methods 
2. Displaying satisfying collaboration 

Validity and reliability of the MLQ-5X (Short Form) have been tested following a 

great number of research programs, dissertations and other research projects in the United 

States and in various foreign countries as described in Bass's (2000) technical report. 

Hypothesis Testing 

The Multifactor Leadership Questionnaire Form 5X (Shmt Form), as mentioned 

previously, measures transformational leadership. The MLQ-5X (Short Form) consists of 

five subscales measuring transformational leadership, three subscales measuring 

transactional leadership and one subscale for laissez-faire leadership, subordinate 

satisfaction, leader effectiveness, and subordinate willingness to give extra effort. The 

answers on the questionnaire are rated from 0 (not at all) to 4 (frequently, if not always). 
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The sum of each subscale was averaged to yield a subscale score. The transformational 

leadership score was derived by averaging the scores of Idealized Influence II (A), or 

Attributed Charisma, Idealized Influence II (B), or Charisma-Behavior, Inspirational 

Motivation, Intellectual Stimulation, and Intellectual Consideration. The transactional 

leadership score was derived by averaging the subscales of Contingent Reward, 

Management-By-Exception (Active), and Management-By-Exception Passive. The 

Laissez-faire leadership score was derived from one subscale 

Four hypotheses and two ancillary questions were examined in this study. 

H1 There is no relationship between transformational leadership style and student 

achievement. 

Hypothesis 1 dealt with the relationship between the teachers' perceived 

leadership style of their principal as measured by the MLQ-5X (Short Form), and student 

achievement as reported by the school scores on the Florida State annual School 

Accountability Report (2004). Regression analysis was used. 

H2 There is no relationship between transformational leadership style and teacher 

satisfaction. 

H3 There is no relationship between transformational leadership style and teachers' 

perceived effectiveness of principals. 

There is no relationship between transformational leadership style and teacher 

willingness to give extra effort. 

Hypotheses 2-4 were designed to ascertain the relationship between 

transformational leadership and increased teacher satisfaction, perceived leader 
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effectiveness, and follower willingness to give extra effort. Regression analyses were 

used here as well. 

In addition, two ancillary questions were tested. The null hypotheses were as follows: 

H.5 There is no relationship between transformational leadership style and school 

size. 

H.6 There is no relationship between transformational leadership style and principal's 

gender. 

The ancillary questions were tested using regression analysis. 

An additional open-ended question was explored in this study, which is as 

follows: Tell me about your school. Is there anything not addressed in the survey that is 

important to understanding leadership at your school? (Appendix 1). This question was 

added to allow teachers to express themselves freely on any concerns they had on 

principal leadership in their school. 

To test the above hypotheses various regression and correlational analyses were 

run to determine the degree to which the four predictors, adaptation (effectiveness), goal 

attainment (achievement), integration (satisfaction), and latency (extra effort) affect 

student achievement. The goal of correlational studies is to understand the patterns of 

relationship among variables. Regression analysis, on the other hand, provides a model 

that can predict more accurately the variance between the dependent variable and the 

independent variables. 

The method used in this study was the descriptive survey technique. Smith and 

Glass ( 1987) indicated that survey research aims at describing "characteristics or 

variables in populations by directly examining samples" (p. 226). Once the desired 
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population has been identified, and a sample of the population has been selected, the 

researcher can send them a questionnaire and use an analysis method that provides a valid 

assessment of the variables specified in the research problem. The researcher then can 

make inferences about the population based upon data analysis from the sample. 

Student achievement was based on the school scores reported on the annual 

School Accountability Report published by the Florida State Department of Education for 

the years 2001-2002, 2002-2003, and 2003-2004. According to this report, school scores 

are based on a point system. Schools are awarded one point each for each percent of 

students who score high on the FCA T and/or make annual learning gains. The primary 

measure of student's achievement in Florida is the FCAT (Florida Comprehensive 

Assessment Test) of the Sunshine State Standards. Student scores are classified into five 

achievement levels, with 1 being the lowest and 5 being the highest. 

Schools earn one point for each percent of students who score in achievement 

levels 3, 4 or 5 in reading and one point for each percent of students who score 3, 4, or 5 

in math. The writing examination is scored by at least two readers on a scale of 1 to 6. 

Annual learning gains can also be measured since reading and math examinations are 

given to grades 3-10. Accordingly, schools earn one point for each percent of students 

who make learning gains in reading and one point for each percent of students who make 

learning gains in math. Special attention is given to the reading gains of students in the 

lowest 25 percent in levels 1, 2, or 3 in each school. Schools earn one point for each 

percent of the lowest performing readers who make learning gains from the previous 

year. It takes at least 50 percent to make "adequate progress" for this group (Florida 
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Department of Education, 2004). The guidelines for individual school performance level 

are described in Table 7 below: 

Table 7 

Grading Florida Public Schools 2003-2004 

A B c D E 

41 0 points or more 380 points or more 320 points or more 280 points or more Fewer than 
280 points 

Meet adequate Meet adequate Meet adequate Test at least 90% 
progress of lowest progress of lowest progress of lowest of eligible or 
25% in reading 25% in reading 25% in reading students 

within two years within two years Less than 90% 
Gains for lowest 25% of eligible 
Are within I 0 points Test at least 90% Test at least 90% students 
of gain for all students of eligible of eligible 

students students 
Test at least 95% of 
eligible 
students 

Note. Adapted from Florida State Department of Education Web Site (2004). Grading Florida 
Public Schools 2003-2004. Retrieved July 24, 2004 from 
http://www.fim.edu/doe/schoolgrades/pdf/guide04.pdf 

Chapter Summary 

In sum, this chapter described the steps that were taken to conduct this study. It 

included a detailed description of the null hypotheses, variables measured, sampling 

method, and statistical analysis procedures used. Chapter 3 was organized into eight 

sections: (a) research questions, (b) ancillary questions (c) sampling methods, (d) data 

collection and procedure, (e) follow-up procedure for non-respondents, (f) 

instrumentation, (g) hypothesis testing, and (h) chapter summary. 

Chapter 4 presents the results of data analysis for the study. Topics include 

descriptive statistics of the selected schools, descriptive statistics of leadership style, 
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student achievement data, and results of detailed statistical procedures performed on the 

hypotheses in this study. 
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Chapter 4 

Results 

The purpose of this chapter is to report the results of the statistical analyses 

performed on teacher perceived principal leadership orientation and its impact on student 

achievement in select inner-city elementary schools of MDCPS. The first section relates 

to the sampling procedure and the teachers' responses to the questionnaire. The second 

section discusses statistical results for each of the research questions and related 

hypotheses. The last section summarizes the findings of this study. 

Sampling Procedures 

The original sample in this study included 63 inner-city elementary schools in MDCPS 

with principals of three years of tenure or more. Through contacts with the Evaluation and 

Research Office of Miami-Dade County Public Schools district, however, it was revealed that 

42 schools were non-usable sites. As shown in table 8 below, there were 16 principals who 

were transferred from the sample schools on January 3, 2005. On the same date, 18 sample 

schools were placed under superintendent's supervision for underachievement. During the first 

week of January, 2005, eight principals from the sample schools refused to participate in the 

study. This reduction resulted in 21 schools eligible for this study. 

The total number of schools in this study decreased from 63 to 21. This reduction 

produced a potential sample of 210 teachers. Ultimately, 203 teacher's responses were 

received. This represents a 97% response rate. 
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The study was conducted in 21 inner-city elementary schools of the MDCPS district 

with grade configuration K-5 and with principals who had been leaders in residence for at least 

three years. The random sample was selected from the six regional centers of the MDCPS 

district and represents 11 percent of the 198 inner-city elementary schools in this district. 

Table 8 

Non-Usable School Sites 

Description 

Change of Principals- Transfers- January 3, 2005 

School Board Policy Restraints - Placed on Red Zone 

Time Conflicts and Restraints - Principals Declined 

Frequency 

16 

18 

8 

The distribution of the participating schools is explained in Table 9 below: 
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Table 9 

Distribution of Participating Schools by Region 

School Region I Region II Region Ill Region IV Region V Region VI 

1 X 

2 X 

3 X 

4 X 

5 X 

6 X 

7 X 

8 X 

9 X 

10 X 

11 X 

12 X 

13 X 

14 X 

15 X 

16 X 

17 X 

18 X 

19 X 

20 X 

21 X 

Preliminary Analysis 

Data from the survey of the Multifactor Leadership Questionnaire 5X (Short Form) 

(Bass & Avolio, 2000), were computed into subscale means. The MLQ-5X (Short Form) 

means of transformational and transactional leadership were computed from the average 

of their subscales. Transformational Leadership includes Idealized Influence II (A), or 

Attributed Charisma, Idealized Influence II (B), or Charisma-Behavior, Inspirational 

Motivation, and Individual Consideration. Transactional Leadership includes Contingent 

Reward, Management-by-Exception-Active, and Management-by-Exception-Passive. 

Laissez-faire, Satisfaction, Effectiveness, and Extra Effort were measured by a single 

68 



item (Table 10). All items were measured on a Likert-type scale which ranged from 0 

(not at all) to 4 (frequently, if not always). The data was computed by school for the first 

hypothesis, and by teacher for the remaining three hypotheses. 

Statistical procedures were performed using the school as the unit of analysis with 

the teacher as a nested factor. For this procedure, the school scores from the annual 

School Accountability Report of the Florida State Department of Education (2002-2004) 

were used. In addition, the teacher was also used as a unit of analysis to test the 

relationship between transformational leadership and outcome factors. 

The reliability of the instrument was checked by calculating Cronbach's Alpha for 

each subscale of the instrument. All values were at or above .86 as can be seen from 

Table 10. The values were similar to those stated by Bass & Avolio (2000) for the MLQ-

5X and presented in Chapter 3 (Table 2). 
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Table 10 

Descriptive Statistics and Reliability Scores for MLQ-5X (Short Form)-Researcher's Study 

Scale Mean SD Reliability 

Idealized Influence II (A) 2.95 0.82 0.86 

Idealized Influence II (B) 3.01 0.69 0.87 

Inspirational Motivation 3.25 0.74 0.86 

Intellectual Stimulation 2.65 0.83 0.86 

Individual Consideration 2.50 0.90 0.86 

Contingent Reward 3.05 0.77 0.86 

Management-by-Exception (Active) 1.97 0.95 0.90 

Management-by-Exception (Passive) 1.02 0.74 0.90 

Laissez-fa ire 0.59 0.67 0.90 

Extra Effort 2.86 0.93 0.86 

Effectiveness 3.10 0.86 0.86 

Satisfaction 2.98 0.94 0.87 

The Pearson correlation coefficients for the subscales were calculated and are 

presented in Table 11. They were similar to those reported by Avolio, Bass and Jung 

(2000). A strong and positive correlation was found between the subscales of 

transformational leadership. The values ranged from .762 to .922 with an average of .844. 

Contingent Reward was positively correlated with the transformational subscales with a 

range of .817 to .916. However it had lower correlation with its companion transactional 

scales with a value of .638 for Management-by-Exception Active and -.208 for 

Management-by-Exception Passive. A plausible explanation for that is that some of the 

items of the Contingent Reward scale might be interpreted as applicable in cases of 
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exchanges which are elevating; thus the elevating exchanges indicative of 

transformational leadership are measured as transactional instead. In addition, 

Management-by-Exception Active had very low correlation with the transformational 

leadership subscales with values ranging from .474 to .580. Management-by-Exception 

Passive and Laissez-faire were more strongly, negatively correlated with the 

transformational leadership subscales. Management-by-Exception Passive ranged from

.020 to- .168. Laissez-faire ranged from- .074 to- .350. 

Transformational leadership subscales were strongly and positively correlated 

with the subscales of subordinate satisfaction with leader, willingness to give extra effort, 

and perceived leader effectiveness. Satisfaction ranged from .616 to .853. Extra effort 

ranged from .830 to .922. Effectiveness ranged from .744 to .938. All correlations were 

significant (p <.05) with the exception of those between Management-by-Exception 

Passive and Laissez-faire and the rest of the subscales (p >.05). The correlation between 

Management-by-Exception-Passive and Laissez-faire was significant (p <.05). The 

reason for this correlation is the non-leadership characteristic of both. 

71 



Table 11 

MLQ-5X (Short Form) Subscale Correlations 

Variables r,p,n Char lint lmc lsti Icon Crew Mbea Mbep Lfai Exef Effe Sati 

Idealized Influence II (A) 

Idealized Influence II (B) 

Inspirational Motivation 

Intellectual Stimulation 

Individual Consideration 

Contingent Reward 

Pearson Correlation 

p 

N 

Pearson Correlation 

p 

N 

Pearson Correlation 

p 

N 

Pearson Correlation 

p 

N 
Pearson Correlation 

p 

N 

Pearson Correlation 

p 

N 

Manage·b·Exception Active Pearson Correlation 

p 

N 

Manage·trException Passive Pearson Correlation 

p 

Laissez·faire 

Extra Effort 

Effectiveness 

Satisfaction 

N 

Pearson Correlation 

p 

N 

Pearson Correlation 

p 

N 

Pearson Correlation 

p 

N 

Pearson Correlation 

p values 

N 

Hypothesis Testing 

1.000 .867 

.000 

21 21 

.867 1.000 

.000 

.882 

.000 

21 

.787 

.000 

21 21 

.787 1.000 

.000 

.922 

.000 

21 

.799 

.000 

21 

.831 

.000 

.867 

.000 

21 

.647 

.000 

21 

.862 .482 

.000 .027 

21 21 

.835 .580 

.000 .006 

21 21 

.916 .555 

.000 .009 

21 

.882 

.000 

21 

.922 

.000 

21 

21 

.799 

.000 

21 

.847 

.000 

21 

21 21 

.762 

.000 

21 

.879 

.000 

21 21 

.867 

.000 

21 

.862 

.000 

21 

.482 

.027 

21 

·.059 

.799 

21 

·. 186 

.418 

21 

.889 

.000 

21 

.884 

.000 

21 

.824 

.000 

21 

.831 1.000 .888 .520 

.835 

.000 

21 

.580 

.006 

21 

·.053 

.819 

21 

·.074 

.748 

.000 

21 

.762 

.000 

21 

.916 

.000 

21 

.555 

.009 

21 

· .168 

.467 

21 

·.350 

.120 

21 21 

.854 .830 

.000 .000 

21 

.788 

.000 

21 

.616 

.003 

21 

21 

.938 

.000 

21 

.853 

.000 

21 

.000 .016 

21 21 21 21 

.879 1.000 .817 .474 

.000 

21 

.888 

.000 

21 

.520 

.016 

21 

·. 106 

.646 

21 

·. 166 

.473 

21 

.922 

.000 

21 

.884 

.000 

21 

.739 

.000 

21 

.000 .030 

21 21 21 

.817 1.000 .638 

.000 .002 

21 

.474 

.030 

21 

·.020 

.930 

21 

·.078 

.738 

21 21 

.638 1.000 

.002 

21 21 

·.208 ·.034 

.366 .884 

21 21 

·.253 ·.082 

.268 .722 

21 21 21 

.871 .864 .489 

.000 .000 .024 

21 

.744 

.000 

21 

.618 

.003 

21 

21 21 

.900 .536 

.000 .012 

21 21 

.732 .282 

.000 .215 

21 21 

·.059 ·. 186 

.799 .418 

21 21 

·.053 ·.074 

.819 .748 

21 21 

·. 168 ·.350 

.467 .120 

21 21 

·.106 ·. 166 

.646 .473 

21 21 

. 020 ·.078 

.930 .738 

21 21 

·.208 ·.253 

.366 .268 

21 21 

·.034 ·.082 

.864 .722 

21 21 

1.000 .788 

.000 

21 21 

.788 1.000 

.000 

.889 .884 .824 

.000 .000 .000 

21 21 21 

.854 .788 .616 

.000 .000 .003 

21 21 21 

.830 .938 .853 

.000 .000 .000 

21 21 21 

.922 .864 . 739 

.000 .000 .000 

21 21 21 

.871 .744 .618 

.000 .000 .003 

21 21 21 

.864 .900 . 732 

.000 .000 .000 

21 21 21 

.489 .536 .282 

.024 .012 .215 

21 21 21 

·.152 ·.233 ·.146 

.511 .309 .527 

21 21 21 

·.271 ·.336 ·.292 

.235 .137 '199 

~ ~ 21 ~ ~ 

·.152 ·.271 1.000 .865 .703 

.511 .235 .000 .000 

21 21 21 21 21 

·.233 ·.336 .865 1.000 .884 

.309 .137 .000 .000 

21 21 21 21 21 

·.146 ·.292 .703 .884 1.000 

.527 .199 .000 .000 

21 21 21 21 21 

H1. There is no relationship between transformational leadership style and 

student achievement. 

The first hypothesis, written in null form, dealt with the relationship between 

transformational leadership style and student achievement. Research Question 1 was: Is there a 
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relationship between transformational leadership style and student achievement? To answer 

this research question, Hypothesis 1 was tested. 

This hypothesis was examined using regression analysis. Student achievement 

was measured by the school scores reported on the annual School Accountability Report 

of the Florida Department of Education (2001-2004) shown in Table 12. 
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Table 12 

Summary of Student Achievement Scores by School 

School %Meeting %Meeting L. 25% Making %Meeting %Meeting %Meeting Total 

Number H.S Reading G. Reading G. Reading H.S Math G. Math H.S Writing S. Score 

2 59.67 62.67 63.67 64.33 83.00 87.67 421 .00 

3 68.00 68.66 69.67 63.00 72.00 77.00 418.33 

4 56.33 62.00 62.33 52.00 73.66 84.33 390.66 

5 57.00 65.00 56.67 60.33 84.00 94.00 417.00 

6 71.67 68.00 65.33 66.67 70.00 89.67 431.33 

7 60.67 60.33 58.67 55.00 77.33 87.67 399.67 

8 64.33 63.67 65.33 48.67 78.00 89.33 409.33 

9 77.33 67.33 73.33 83.00 76.00 91.00 468.00 

10 53.33 61 .00 60.67 55.00 74.67 79.67 384.33 

11 70.33 68.66 64.00 74.67 81 .00 86.67 445.33 

12 55.33 63.33 61 .33 47.33 69.67 81 .00 378.00 

13 64.00 69.00 68.67 64.00 65.33 90.33 421 .33 

14 41 .00 55.67 59.67 40.67 71.00 81.67 349.67 

15 43.67 59.33 51 .67 41 .00 74.00 84.00 353.67 

16 59.33 61 .00 72.00 60.67 69.67 82.67 405.33 

17 44.00 56.67 56.66 35.00 70.33 85.67 348.33 

18 37.33 56.33 64.33 30.67 65.67 76.33 330.67 

19 45.33 59.00 66.33 41 .33 67.67 84.67 364.33 

20 50.67 58.00 58.00 48.67 68.00 82.33 365.67 

21 51 .00 62.67 59.00 49.67 68.33 84.67 375.33 

0 Note. Individual school scores are based on the school years 2001-2002, 2002-2003, 
2003-2004. 
bNote. G= Gains L= Lowest, S= School, H S= High Standards. 

The sum of each subscale of the MLQ-5X (Short Form) was averaged to yield a 

subscale score. The transformational leadership score was derived by averaging the scores of 

Idealized Influence II (A), or Attributed Charisma, Idealized Influence II (B), or Charisma-

Behavior, Inspirational Motivation, Intellectual Stimulation and Individual Consideration. 

The transactional leadership score was derived by averaging the subscales of Contingent 

Reward, Management-by-Exception Active, and Management-by-Exception Passive. The 

Laissez-faire leadership score was derived from one subscale score. 
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The means and standard deviations of the student achievement by school, for 

transformational leadership, transactional leadership, and laissez-faire in this analysis are as 

indicated in Table 13. 

Table 13 

Means and Standard Deviations (Transformational, Transactional, and Laissez-faire) 

Average of School 
Score 2002 - 2004 

Transformational 

Transactional 

Laissez-faire 

Mean 

395.4444 

2.8779 

2.0235 

.6091 

Std. Deviation N 

35.79360 21 

.42979 21 

.25987 21 

.37081 21 

As can be seen from Table 13 and Figure 1, the mean for transformational 

leadership is higher than the mean for transactional leadership, and laissez-faire. 
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Figure 1. Plot of means (Transformational, Transactional, and Laissez-faire). 

In order to investigate the relationship between transformational leadership and 

student achievement, a regression analysis was run (Table 14 and Table 15)). In this 

analysis, the total model, R2 = .644, F (3, 17) = 10.236, p<.001. predicted a significant 

amount (64%) of the variation in student achievement. The Adjusted R2 (.581) showed 

little shrinkage upon generalization to the population. This means that 58 percent of the 

variability of student achievement could be explained by transformational leadership. The 

Adjusted R2 value has been used instead of the R2 value because the former is an unbiased 

estimator of the population and is a more stable metric upon replication. In light of this 

information, the null Hypothesis 1 was rejected. 
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Table 14 

Model Summary of Transformational Leadership!Transactional/Laissez-faire and Student 
Achievement 

R R Square Adjusted R2 Std. Error of the Estimate p 

.802 .644 .581 23 .17533 .000 

Table 15 

Model Summary of Transformational!Transactional/Laissez-faire Leadership and 
Student Achievement 

F Change dfl dj2 

10.236 3 17 

Hypotheses 2, 3, and 4 complement Hypothesis 1 by testing the impact of 

transformational leadership on the teaching staff. These hypotheses were tested using 

regression analysis as well. 

H2• There is no relationship between transformational leadership style and 

teacher satisfaction. 

Research Question 2 was: Is there a relationship between transformational 

leadership style and teacher satisfaction? To answer this question, we tested the 

second null hypothesis. 

Again, the means of the transformational leadership subscales (Table 16) were the 

highest with the exception of Contingent Reward (Transactional leadership) which was 

the second highest. 
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Table 16 

Descriptive Statistics of Transformational/Transactional/Laissez-faire Leadership 
Subscales 

Mean Std. Deviation N 

Satisfaction 2.9754 .94201 203 

Idealized Influence II (A) 2.9495 .81537 203 

Idealized Influence II (B) 3.0123 .69241 203 

Inspirational Motivation 3.2537 .73772 203 

Intellectual Stimulation 2.6539 .83288 203 

Individual Consideration 2.5049 .89794 203 

Contingent Reward 3.0505 .77170 203 

Management-by-Exception Active 1.9745 .94630 203 

Management -by-Exception Passive 1.0296 .73650 203 

Laissez-faire .5878 .66887 203 

Extra Effort 2.8613 .93033 203 

Effectiveness 3.0961 .85922 203 

The Model Summary for this procedure is listed in Table 17 and Table 18. This 

model, R2=.649, F (11,191) =32.152, p <.001), predicted a significant amount of variance 

(65%) between transformational leadership style and satisfaction. The value of the 

Adjusted R2 was .629. As in Hypothesis 1, the Adjusted R2 in this analysis showed little 

shrinkage indicating that 63 percent of the variability in satisfaction could be explained 

by the transformational subscales. Therefore, there is a strong, correlation between 

transformational leadership style and teacher satisfaction. Hence, the null hypothesis 2 

was rejected. 
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Table 17 

Model Summary of Transformational/Transactional/Laissez-faire Leadership and 
Teacher Satisfaction 

R R Square Adjusted R Square Std. Error of the Estimate p 

.806 .649 .629 .57367 .000 

Table 18 

Model Summary ofTransformational/Transactional/Laissez-faire Leadership and 
Teacher Satisfaction 

FChange df1 dj2 

32.152 11 191 

H3. There is no relationship between transformational leadership style and 

perceived effectiveness of leaders. Research Question 3 was: Is there a 

relationship between transformational leadership style and effectiveness? 

The descriptive statistics for Hypothesis 3 are listed in Table 16 and are the same as 

stated in Hypothesis 2. 

The model summary for this procedure is listed in Table 19 and 20. This model, 

R2 = .824, F (11,191) = 81.466, p<.001, indicated a very strong, correlation (82%) 

between transformational leadership and perceived effectiveness. The value of the 

Adjusted R 2 was .814. This showed little shrinkage indicating that 81 percent of the 

variability in effectiveness could be explained by transformational/transactional/laissez-

faire leadership. Therefore, the null Hypothesis 3 was rejected. 
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Table 19 

Model Summary ofTransformational/Transactional/Laissez-faire Leadership and 
Effectiveness 

R R Square Adjusted R Square Std. Error of the Estimate p 

.908 .824 .814 .37037 .000 

Table 20 

Model Summary ofTransformational/Transactional/Laissez-faire Leadership and 
Effectiveness 

FChange dfl dj2 

81.466 11 191 

~. There is no relationship between transformational leadership style and 

teacher willingness to give extra effort. Research Question 4 was: Is there a 

relationship between transformational leadership style and teacher willingness to 

give extra effort? 

The descriptive statistics for Hypothesis 4 are listed in Table16 and are the same as 

stated in Hypothesis 2. The regression analysis for Hypothesis 4 is shown in Table 21 and 

Table 22. The model, R2 = .713 F (11,191) =43.129, p<.001, showed that a strong, correlation 

(71 %) exists between transformational leadership and follower willingness to give extra effort. 

The value of the Adjusted R2 was .696. This indicated that 70 percent of the variability 

between transformational leadership style and teacher willingness to give extra effort could be 

explained. Therefore, the null Hypothesis 4 was rejected. 
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Table 21 

Model Summary of TransformationaliTransactional/Laissez-faire Leadership and 
Extra Effort 

R R Square Adjusted R Square Std. Error of the Estimate p 

.844 .713 .696 .51259 .000 

Table 22 

Model Summary ofTransformationaliTransactional/Laissez-faire Leadership and Extra 
Effort 

FChange df1 dj2 

43.129 11 191 

Ancillary Questions 

H5. There is no relationship between transformational leadership style and 

school size. 

Question 1 was: Is there a relationship between transformational leadership style 

and school size? 

A regression analysis was used to test the above hypothesis. The result of this 

analysis was not significant. The R2 was .604, the Adjusted R2 was .011 and p=.507. 

Therefore, there was no relationship between school size and transformational style 

leadership. The null Hypothesis 5 was not rejected. 

H6. There is no relationship between transformational leadership style and 

principal's gender. 

Question 2 was: Is there a relationship between transformational leadership style and 

principal's gender? 
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There were 18 female principals and 3 male principals in this sample. The 

researcher was not able to run an analysis in light of the overwhelming majority of 

female principals in the sample. 

Open-ended question: Tell me about your school. Is there anything not addressed in the 

survey that is important to understanding leadership at your school? There were no responses 

submitted by the teachers. Perhaps, this was due to the overwhelming work schedule of the 

teachers with the preparation of the students for the FCAT tests. 

Chapter Summary 

This study, explored the relationship between principal leadership style and 

student achievement using a random sample of 21 inner-city elementary schools of 

MDCPS. Additional research questions dealt with the size of school, and gender and their 

relationship to transformational leadership. Eight schools were removed from the study 

due to time conflicts and restraints confronting principals. Survey responses were 

received from 203 teachers of the remaining 21 schools corresponding to a 97 percent 

response rate. The Multifactor Leadership Questionnaire-5X (Short Form) measured 

three leadership styles: transformational, transactional and laissez-faire. It also measured 

three outcome factors: effectiveness, satisfaction and extra effort. Student achievement 

was measured by the Florida Comprehensive Achievement Test (FCA T). Student scores 

in reading, math and writing, computed into school scores and reported on the annual 

School Accountability Report of the Florida Department of Education, were used in this 

study. The grades corresponded to the years 2001-2002, 2002-2003, and 2003-2004. 

Leadership data from 21 schools indicated that transformational leadership 

subscales had the highest correlations over transactional and laissez-faire subscales. The 
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only exception was contingent reward which correlated highly with the other subscales as 

well. There were no schools whose principals were categorized as dominantly 

transactional or laissez-faire leaders in the study. 

Multiple regression analyses were used to test the six hypotheses under study. The 

first four hypotheses were rejected confirming prior research on the highly positive effect 

of transformational leadership style. The fifth hypothesis (ancillary question 1) that 

concerns the relationship between transformational leadership style and school size was 

not significant. The sixth hypothesis (ancillary question 2) that concerns the relationship 

between transformational leadership style and gender could not be explored in light of the 

overwhelming majority of female principals. 

The outcome variables measured by the MLQ-5X were tested with regression 

analyses that included all transformational leadership style subscales. These were: 

Idealized Influence II (A), or Attributed Charisma, Idealized Influence II (B), or 

Charisma-Behavior, Inspirational Motivation, Intellectual Stimulation, Individual 

Consideration, Contingent Reward, Management-by-Exception Active, Management-by

Exception Passive, and Laissez-faire. All of these subscales were shown to have strong, 

relationships with teacher's perceptions of the principal's effectiveness, satisfaction with 

the principal's leadership styles and their willingness to put forth extra effort, with the 

exception of the last three. Management-by-Exception-Active had a moderate correlation 

and Management-by-Exception Passive and Laissez-faire had a negative relationship 

with all the outcome variables. 
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The final chapter deals with the discussion of findings, conclusions and 

recommendations for future research and will conclude with an overall summary of the 

study. Table 19 summarizes the results of the hypothesis testing. 

Table 23 

Summary of Hypothesis Testing 

Null 

Hypothesis 

Hs 

Description 

There is no relationship between 
transformational leadership style and 
student achievement. 

There is no relationship between 
transformational leadership style and 
teacher satisfaction. 

There is no relationship between 
transformational leadership style and 
perceived effectiveness of leaders. 

There is no relationship between 
transformational leadership style and 
teacher willingness to give extra effort. 

There is no relationship between 
transformational leadership style and 
school size. 

There is no relationship between 
transformational leadership style and 
principal's gender 
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Rejected 

Failed to reject 
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Chapter 5 

Discussion, Conclusions and Recommendations 

The purpose of this study was to determine if there is an empirical link between 

principal transformational leadership behaviors in inner-city elementary schools 

achievement as measured by the FCA T. Furthermore, this study reviewed the previous 

literature and research on transformational leadership and effective schools where 

transformational leadership was discussed in terms of its emergence and development. 

The move toward transformational leadership in the educational setting was examined, 

along with the literature that supported this shift. 

The study used both regression and correlational designs to examine relationships 

between principal leadership style and student achievement in a random sample of 21 

schools, representing approximately 11 percent of Miami-Dade County Public Schools' 

inner-city elementary school population. The instrument used to identify teachers' 

perceptions of their principal's leadership style was the Multifactor Leadership 

Questionnaire (Bass & Avolio, 2000). A mail survey was used to collect data in the 

spring of 2005. The response rate was 97 percent. 

The main focus of the statistical analyses was on the relationship between 

transformational leadership style and student achievement in selected inner-city 

elementary schools. In addition, the relationship between transformational leadership 

style and the three outcome factors, satisfaction, effectiveness, and extra effort was also 

tested. Four hypotheses and two ancillary questions were analyzed. The results indicated 
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that the first four hypotheses were statistically significant. One of the ancillary questions 

was found to be not significant and the second one could not be analyzed due to the fact 

that there were insufficient male principals to provide a reliable analysis. 

Discussion of Findings 

Hypothesis 1 tested the relationship of transformational leadership style and 

student achievement. For this purpose, the Florida Comprehensive Achievement Test was 

used for statistical analysis. The student scores for reading, math, and writing, grades 3-5, 

were computed and converted to overall school scores by the Florida State Department of 

Education covering the span of three years, 2001-2004. The results of the regression 

analysis revealed a significant relationship between transformational leadership style and 

student achievement, R2 = .644, F (3, 17) =10.236, p <.001. 

Various studies also show a direct positive effect between principal and student 

achievement. In this respect, the study joins previous research in confirming that 

transformational leadership style does have a direct positive effect on student 

achievement (Andrews & Sodder, 1987; Avolio, Bass, & Jung 1995). Hoover, 1987; 

King, 1989; Leithwood, 2005. 

Hypothesis 2 tested the relationship between transformational leadership style and 

teacher job satisfaction. The statistical analysis using regression revealed a high 

correlation between transformational leadership style and teacher satisfaction, R2 = .649, 

F (11, 191) = 32,152, p < .001. This finding provided strong evidence that 

transformational leadership style is linked with greater satisfaction. 

The literature review has indicated that the teaching profession does not provide 

many extrinsic rewards . Teaching satisfaction is derived from intrinsic rewards 
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(Sergiovanni, 1990). Sergiovanni and Starratt (2002) explained that intrinsically 

satisfying work makes sense because it leads to higher levels of commitment and 

performance. Thus transformational leadership with its ability to engender employee 

satisfaction is an excellent model of school leadership. Bums (1978) conceptualized the 

transformational leader as one who motivates followers to work for transcendental self

actualization rather than safety or security. Bass and Avolio (1990) stated that 

transformational leadership is more satisfying to employees because it encourages self

actualization. Leithwood (1990) emphasized the critical importance of job satisfaction. 

The ability to engender greater employee satisfaction is a positive quality for any leader. 

The effects of satisfied followers undoubtedly influence many facets of an organization. 

Satisfied employees may be even more important in a low socioeconomic environment 

where there is added stress to teachers. Teacher attrition, teacher burnout, and few teacher 

applicants characterize many urban schools systems (Doud & Keller, 1998). Therefore, 

the implication of the link between increased teacher satisfaction and transformational 

leadership model is quite appropriate for the elementary principal. 

Hypothesis 3 tested the relationship between transformational leadership and 

perceived effectiveness of leader. Again, there was high correlation between 

transformational leadership style and effectiveness of leader. The regression analysis 

revealed a statistically significant relationship between the two variables, R2 = .824, F 

(11, 191) = 81.466, p<.001. This analysis provides strong evidence that transformational 

leadership style is linked with greater leader effectiveness. 

The findings are consistent with previous research (King (1989; Liontos (1993) 

which indicated strong correlations between transformational leadership style and 
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effectiveness of top performing principals. The teachers' perception of principal 

effectiveness is important to their confidence in the principal and support of the school 

mission. This is in accord with the findings of Philbin ( 1997) and Lowe, Kroeck and 

Sivasubramaniam (1996). 

Hypothesis 4 tested the relationship between transformational leadership style and 

teacher willingness to give extra effort. The regression analysis of these two variables 

revealed a significant relationship between transformational leadership style and teacher 

willingness to give extra effort, R2 = .713 F (11 ,191) =43.129, p<.001. This analysis 

provides strong evidence that transformational leadership style is linked with greater 

teacher willingness to give extra effort. 

The strong relationship between transformational leadership style and teacher 

willingness to give extra effort is important as restructuring public education is an 

uncertain and ambiguous task. To effect change a balance of faith in the system will be 

required by all shareholders. With no specific roadmaps in sight, educators on the path of 

successful schools, will need "to chart their own courses" based on the unique context of 

their local systems (Cuban, 1984, 2001). Such courses require the extra effort correlated 

with transformational leadership. Principals alone will not be able to accomplish school 

reform and restructuring. It is the teachers, those closest to the students, who will be the 

ones to implement changes. Leaders capable of inspiring commitment and increasing 

teacher satisfaction will motivate teachers to take these risks and go through the 

uncomfortable change process. Satisfaction does not imply "smug complacency", rather a 

feeling of professional accomplishment (Bass & Avolio, 1993). 
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Hypotheses 2, 3, and 4 cut across contextual indices, (i.e., district size, needs of 

students, pressures from the district office, community and staff), which makes their 

findings even more significant. They provide a solid endorsement of the transformational 

model. The findings also confirm previous research that transformational theory 

correlates highly with the outcome factors. 

The first ancillary question investigated the relationship between size of school 

(as measured by enrollment) and transformational leadership style. Much has been 

written about the common sense advantages of smaller schools, be they elementary or 

secondary. Several authors suggested that smaller schools are more likely to be 

communal rather than bureaucratic (Cotton, 1996; Sergiovanni, 1993). This connection 

between smaller schools and a communal atmosphere pointed towards an environment in 

which transformational leadership style was more likely to flourish than in larger schools. 

Despite this seemingly logical connection, no relationship was found between school size 

and transformational leadership style in this study. 

A possible explanation is that the school sizes were not sufficiently different. 

Another explanation for this finding is that transformational leadership style stresses the 

involvement of all stakeholders in a school community. As such, transformational 

principals transcended problems confronting large schools and were able to carry out 

their mission with success. 

The second ancillary question referred to the relationship between 

transformational leadership style and gender. Bass and Avolio (2000) indicated that 

women were found to be more transformational than their male counterparts. However, 
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this question could not be analyzed in this study due to the overwhelming majority of 

female principals and lack of gender balance. 

Conclusions 

There are three conclusions drawn from this study: First, transformational 

leadership style improves student achievement. This study confirmed previous research 

(Bass, 1990, Leithwood, Jantzi, Silins, & Dart, 1992 Sergiovanni, 1990,) that 

transformational leadership style does produce the desired results when it is practiced in 

inner-city elementary schools. 

Strong principal transformational leadership style is characteristic of effective 

schools. This implication justifies the practice of this style of leadership in education. In 

other words, this study lends support to educators (Leithwood, 2006, Leithwood, Jantzi, 

Silins, & Dart 1992; Sergiovanni 1990, 2001) who advocate that transformational 

leadership style should become the dominant practice in school administration. 

Strong principal transformational leaders increase the likelihood of achieving 

excellence in our schools. This implies that transformational leadership can assist schools 

as they move towards becoming more effective. This provides support for 

transformational leadership theory. According to theory, strong transformational leaders 

provide the basis for motivating both leaders and followers to higher levels of 

performance, thereby creating effective organizations (Bass, 1985; Bennis & Nanus, 

1985; Burns, 1978; Leithwood, Jantzi, Sillins, & Dart 1992; Sergiovanni, 1990a). 

Moreover, in effective schools, the teachers' perceptions of their principal's 

transformational leadership behavior are highly correlated. This confirms that strong 

transformational leaders create organizations where both leaders and followers are 
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transformed and united in purpose (Bums, 1978; Bennis & Nanus, 1985; Sergiovanni 

1990a). 

Second, the study concludes that transformational leadership is a predictor of 

teacher satisfaction, principal effectiveness, and teacher willingness to give extra effort. 

Teachers surveyed in the study perceive their principals as being strong transformational 

leaders. Teachers satisfied with the leadership of transformational principals are willing 

to give extra effort. 

Third, the study concludes that Bass's (1985) transformational leadership is a 

reasonable base for research on leadership in inner-city elementary schools. By definition 

a theory should identify both variables and intercorrelationship among those variables. 

Theories are tentative and cannot remain static. Each time new empirical evidence is 

offered the theory must be reviewed to see if it agrees with the evidence (Wooten, 1997). 

To verify applicability of the Multifactor Leadership Questionnaire to school settings, 

Evans (1996) conducted research in 18 Michigan elementary schools. Then, he compared 

the results of his study to Avolio & Bass's (1988) results from industry and military 

settings. His findings revealed that there was sufficient similarity between subordinate 

responses regarding leader behaviors to conclude that Bass ' s ( 1985) MLQ-5X (Short 

Form) model was appropriate for elementary school use. Wooten (1997) reported similar 

results in her study of transformational leadership using the MLQ-5X (Short Form) 

instrument. The results of this study confirm that transformational theory and the MLQ-

5X (Short Form) provide a reasonable basis for research in inner-city elementary schools. 
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Recommendations for Practice, Policy, and Future Research 

1. In view of the fact that transformational leadership is a relatively new concept 

to the field of education, school districts are encouraged to develop professional 

development programs and pre-service/in-service activities that will educate principals on 

the components of transformational leadership. 

2. Principal assessment centers are encouraged to provide on-the-job-simulations 

that focus on transformational leadership. 

3. Principal evaluation procedures at the district level should reflect 

transformational leadership behaviors. 

4. It is recommended that colleges and universities modify their principal 

preparation programs to include transformational leadership. 

5. In view of the fact that teacher satisfaction is related to transformational 

leadership, transformational principals should be placed in schools where there is a high 

rate of teacher attrition and burnout. 

6. It is recommended that the study be replicated using student achievement 

scores for a period of five years to establish more reliable student learning trends. 

Examining achievement over time rather than relying on a single FCAT administration 

would be beneficial. 

7. Conduct a study in inner-city elementary schools in other parts of the United 

States and the World. 

8. It is recommended that low-performing inner-city schools be included in 

future studies of principal leadership behaviors. 
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Closing 

This study established a link between transformational leadership and increased 

student achievement, and revealed strong correlations between transformational 

leadership and teacher satisfaction, perceived effectiveness of the principal and teacher 

willingness to give extra effort. This is in accord with what researchers have been 

advocating for the last two decades and endorses the appropriateness of the 

transformational model for high poverty elementary principals in urban settings. 

The practical applications of the findings of this study and the implications 

drawn for further theoretical consideration and research are significant for future school 

improvement. This study contributes to an important area of research. The information 

available today about transformational leadership and its impact on student achievement 

may help schools improve the lives of their students and the social and political future of 

our nation and the rest of the World. 
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Mr. Bonaros, 

You may cite information from The MetLife Survey of the Amer~n Teacher: 
An Examination of School Leadership in your doctoral dissertation as long 
as you correctly attribute the informatin to The·MetLife Survey of the 
American Teacher: An Examination of School Leadership. 

Best of luck to you In your studies. - Caroline 

"Demetrios 
Bonaros" To: 
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Dear Miss Campanelli, 
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Miami-Dade County Public Schqols:. 
giving our students the world 

Office of Prog,..m Evaluation 
Executive Diroctor 
Dr. Robert A. Collins 
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Demetrios J . Bonaros 
1900 S. Ocean Blvd . 14N 
Pompano Beach, FL 33062 

Dear Mr. Bonaros: 

Miami-Dadf County School Board 
Mr. Frank J. Bolai'los, Chair 

Dr. Robert B. Ingram, Vice Chair 
Mr. Agustin J. Barrera 

Ms. Evelyn Langlieb Greer 
Ms. Perla Tabares Hantman 

Dr. Martin Karp 
Ms. Ana Rivas Logan 

Dr. Marta Perez 
Dr. Solomon C. Stinson 

Dr. Rudolph F. Crew 
Superintendent 

of Schools 

I am pleased to inform you that the Research Review Committee of the Miami-Dade 
County Public Schools (MDCPS) has approved your request to conduct the study, "A Study 
of Transformational Leadership and Student Achievement in Inner-City Elementary 
Schools ." The approval is granted with the following conditions: 

1. Participation of a school in the study is at the discretion of the principal. A copy of 
this approval letter must be presented to the principal. 

2. The participation of all subjects is voluntary. 

3. The anonymity and confidentiality of all subjects must be assured . 

4 . The study will invoi•Je approximately 630 MDCPS elementary school teachers . 

5. Disruption of the school's routine by the data collection activities of the study must 
be kept at a minimum. 

6. The MDCPS internal school mail system cannot be used in conducting the study. 

It should be emphasized that the approval of the Research Review Committee does not 
constitute an endorsement of the study. It is simply a permission to request the voluntary 
cooperation in the study of individuals associated with the MDCPS. It is your responsibility 
to ensure that appropriate procedures are followed in requesting an individual's 
cooperation, and that all aspects of the study are conducted in a professional manner. 
With regard to the fatter, make certain that all documents and instruments distributed within 
the MDCPS as a part of the study are carefully edited. 

1500 Biscayne Boulevard, Suite 225 • Miami, Florida 33132 
305-995-7501 • FAX 305-995-7571 • bcollins@dadeschools.net 
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The approval number for your study is 1131. This number should be used in all 
communications to clearly identify the study as approved by the Research Review 
Committee. The approval expires on June 30, 2006. During the approval period, the study 
must adhere to the design, procedures and instruments which were submitted to the 
Research Review Committee. If there are any changes in the study as it relates to the 
MDCPS, it may be necessary to resubmit your request to the committee. Failure to notify 
me of such a change may result in the cancellation of the approval. 

If you have any questions, please call me at (305) 995-7501 . Finally, remember to forward 
an abstract of the study when it is complete. On behalf of the Research Review 
Committee, I want to wish you every success with your study. 

Sincerely, 

\ . '\>_ 
~..,._, 'ij · :_.,('~~ 

Joseph J. Gomez, Ph.D. 
Chairperson 
Research Review Committee 
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I APPROVAL NUMBER 1131 APPROVAL EXPIRES: 6-30-061 
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January 3, 2005 

Dear Principal : 

This is a request to conduct research at your school ; approval has been granted by the MDCPS 
Research Review Committee, code #1131 . The research I am conducting is for the completion of my 
dissertation at Florida Atlantic University in Organizational/Educational Leadership. My study is a 
comparison of leadership styles and their impact on school organization. What I need from your school is 
ten teachers from grades 1-5 to complete one questionnaire, the Multifactor Leadership Questionnaire 
(MLQ-5X-Short Form). 

The scope of this study is to survey inner-city elementary schools. I will deliver the questionnaires 
to selected schools with pre-addressed and stamped envelopes so that they can be mailed back to me. The 
total time for the completion of the survey should not exceed 20 minutes. 

The following statements should answer questions and concerns about the research: 

I. There should be no impact on instructional time. It takes approximately 20 minutes to 
complete the questionnaire. 

2. The survey can be placed directly in teacher's mail box with a return envelope when 
completed. 

3. No school will be identified in the research. In the conclusion of my dissertation 
recommendations will be made concerning leadership that can have a possible impact on the 
overall district. 

4. I would like to conduct this research as early in the month of January, 2005 as possible. 

5. With exception of a pencil , no supplies are required. 

6. I have included a copy of the approval to conduct research in the inner-city elementary 
schools of the Miami-Dade County Public Schools. 

7. Having been involved in various educational capacities in the last 27 years , I can fully 
appreciate the time demands placed on school staff and will do everything possible to limit 
any intrusion. I will be contacting you in the beginning of the second week of January, 2005 
to get your response and to proceed with the distribution of the questionnaires . 

If you need any additional information regarding this research, please contact me at the following 
numbers: (954) 783-6811 or (954) 646-0636 and email : bonarosd@bellsouth.net. 

I thank you in advance for your time and consideration to support this project. 

Sincerely, 

Demetrios J. Bonaros 

Enclosure 
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January I 0, 2005 

Dear Participant: 

I am a student at Florida Atlantic University where I am completing my Doctorate 
in Organizational/Educational Leadership. I am in the process of writing my dissertation on leadership and 
student achievement. 

In this respect, I am requesting that you please take 15-20 minutes to complete the enclosed 
questionnaire, the Multifactor Leadership Questionnaire (MLQ), which relates to Principal leadership 
orientations. When you have completed this questionnaire, please place it in the enclosed pre-addressed and 
stamped envelope and mail it to my address. Please do not enter your name or any information that would 
identify you, your school, or your school's principal. This research is designed to identify leadership 
behaviors that may be associated with the school's organization and progress. It is not an evaluative 
measure on school leadership. In addition, the code number on the answer sheet is for statistical analysis 
only and does not compromise your anonymity. 

If you wish to receive the results of the study, expected at the end of May 2005, please complete 
the enclosed sheet. 

If you have any questions concerning this research, please contact me at: Phone, cellular, fax and 
email I greatly appreciate taking your valuable time to complete this survey. Thanks again. 

Sincerely, 

Demetrios J. Bonaros 

Enclosure (4) MLQ-5X Short Form), Scoring Key, Open-Ended Question, Request for the Results of the 
Study. 
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Multifactor Leadership Questionnaire-5X (Short Form) 
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Due to copyright restrictions imposed by the author, the Multifactor Leadership 
Questionnaire (Short Form) can not be reproduced. 
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Request for Results 

Optional 

Please send me the results of the study. 

Name __________________________________ __ 

Street __________________________________ __ 

City & Zip Code. ______________________________ _ 

All names will be confidential. 
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QUESTION: Tell me about your school. Is there anything not addressed in the 

survey that is important to understanding leadership at your school? 

ANSWER: ____________________________________________ __ 

130 



Appendix J 

Addendum to the Survey 

131 



IMPORTANT 

Title of Research Study: A study of transformational leadership and student achievement in inner-city elementary 
schools. 

Investigator: Demetrios James Bonaros. 

Purpose: The purpose of this research is to establish an empirical link between transformational leadership and student 
achievement. 

Who to contact with questions: Demetrios James Bonaros- Phone-Cellular-Fax 

By completing this survey you are freely consenting to participation. Should you not want to answer a question that is 
fine. 

You are free to stop at any time. 
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January 29, 2005 

Dear Participant: 

Three weeks ago, I was given permission by your principal to deliver I 0 copies of the MLQ-5X 
(Short Form) questionnaire and a scoring key, to your school for completion by teachers selected at 
random from grades 1-5. 

To date, I have not received your response. While I realize this task is added to the full schedule 
you already have, I am asking that you complete only the questionnaire which takes a few minutes. Please 
do not complete the scoring key as this can be done at this end. The questionnaire is crucial to completing 
my degree requirement and graduating at the end of this semester. Won ' t you please help me in this 
respect? I would be very appreciative. 

The original cover letter reads as follows : 

I am a student at Florida Atlantic University where I am completing my Doctorate 
in Organizational/Educational Leadership. I am in the process of writing my dissertation on leadership and 
student achievement. 

In this respect, I am requesting that you please take 15-20 minutes to complete the enclosed 
questionnaire, the Multifactor Leadership Questionnaire (MLQ), which relates to Principal leadership 
orientations. When you have completed this questionnaire, please place it in the enclosed pre-addressed and 
stamped envelope and mail it to my address. Please do not enter your name or any information that would 
identify you, your school , or your school ' s principal. This research is designed to identify leadership 
behaviors that may be associated with the school's organization and progress. It is not an evaluative 
measure on school leadership. In addition, The code number on the answer sheet is for statistical analysis 
only and does not compromise your anonymity. 

If you wish to receive the results of the study, expected at the end of May 2005 , please indicate so 
on the questionnaire. 

If you have any questions concerning this research, please contact me at: Phone, cellular, fax, e
mail. I greatly appreciate taking your valuable time to complete this survey. Thanks again. 

Sincerely, 

Demetrios J. Bonaros 

Enclosure (2) 
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February 5, 2005 

Dear Participant: 

Three weeks ago, with the permission of your principal, I delivered ten copies of the MLQ-5X 
(Short Form) questionnaire and a scoring key to your school for completion by ten teachers selected at 
random from grades 1-5. 

To date, I have not received your response and I am writing again because of the importance that 
your opinion has for developing an accurate picture of your school. Although I have received the responses 
from other teachers in your school, it is only by hearing from everyone contacted that I can be sure that the 
results truly reflect the leadership style of the school. This questionnaire is also crucial to completing my 
Ed. D degree requirement and my graduation. I am enclosing another copy of the questionnaire. Please do 
not complete the scoring key as this will be done at this end. Won't you please take 5 minutes out of your 
busy schedule to help me in this respect? I would be very appreciative. 

The original cover letter reads as follows: 

I am a student at Florida Atlantic University where I am completing my Doctorate 
in Organizational/Educational Leadership. I am in the process of writing my dissertation on leadership and 
student achievement. 

In this respect, I am requesting that you please take 15-20 minutes to complete the enclosed 
questionnaire, the Multifactor Leadership Questionnaire (MLQ), which relates to Principal leadership 
orientations. When you have completed this questionnaire, please place it in the enclosed pre-addressed 
and stamped envelope and mail it to my address . Please do not enter your name or any information that 
would identify you, your school, or your school's principal. This research is designed to identify leadership 
behaviors that may be associated with the school's organization and progress . It is not an evaluative 
measure on school leadership. In addition, the code number on the answer sheet is for statistical analysis 
only and does not compromise your anonymity. 

If you wish to receive the results of the study, expected at the end of May 2005, please indicate so 
on the questionnaire. 

If you have any questions concerning this research, please contact me at: Phone, cellular, fax , e
mail. I greatly appreciate taking your valuable time to complete this survey. Thanks again. 

Sincerely, 

Demetrios J. Bonaros 

Enclosures (3) 
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February 15, 2005 

Dear Participant: 

Three weeks ago, with the permission of your principal, I delivered ten copies of the MLQ-5X 
(Short Form) questionnaire and a scoring key to your school for completion by ten teachers selected at 
random from grades 1-5 . 

To date, I have not received your response and I am writing again because of the importance that 
your opinion has for developing an accurate picture of your school. Although I have received the responses 
from other teachers in your school, it is only by hearing from everyone contacted that I can be sure that the 
results truly reflect the leadership style of the school. This questionnaire is also crucial to completing my 
E.D degree requirement and my graduation. I am enclosing another copy of the questionnaire. Please do not 
complete the scoring key as this will be done at this end. Won't you please take 5 minutes out of your busy 
schedule to help me in this respect? I would be very appreciative. 

The original cover letter reads as follows: 

I am a student at Florida Atlantic University where I am completing my Doctorate 
in Organizational/Educational Leadership. I am in the process of writing my dissertation on leadership and 
student achievement. 

In this respect, I am requesting that you please take 15-20 minutes to complete the enclosed 
questionnaire, the Multifactor Leadership Questionnaire (MLQ), which relates to Principal leadership 
orientations. When you have completed this questionnaire, please place it in the enclosed pre-addressed 
and stamped envelope and mail it to my address. Please do not enter your name or any information that 
would identify you, your school , or your school's principal. This research is designed to identify leadership 
behaviors that may be associated with the school's organization and progress. It is not an evaluative 
measure on school leadership. In addition, the code number on the answer sheet is for statistical analysis 
only and does not compromise your anonymity. 

If you wish to receive the results of the study, expected at the end of May 2005, please indicate so 
on the questionnaire. 

If you have any questions concerning this research, please contact me at: Phone, cellular, fax, e
mail. I greatly appreciate taking your valuable time to complete this survey. Thanks again. 

Sincerely, 

Demetrios J. Bonaros 

Enclosure (2) 
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March 15, 2005 

Dear Participant: 

I sincerely apologize for the intrusion again and I hope that the FCAT tests have gone well in your 
school. 

However, I have not received your response to the questionnaire I sent you as yet. While I realize 
this task is added to the full schedule you already have, I am asking that you complete only the 
questionnaire which takes a few minutes. Research such as the one I am conducting is helping to improve 
educational leadership and the educational process in general. In this respect, the findings of my research 
will be submitted to the Office of Evaluation and Research upon completion of the study. It is also essential 
to the completion of my degree. Won' t you please help me in this respect? I would be very appreciative and 
God bless. 

If you have any questions concerning this research, please contact me at: (954) 783-6811 (collect) 
or (954) 646-0636, email: bonarosd@bellsouth.net. I greatly appreciate taking your valuable time to 
complete this survey. Thanks again. 

Sincerely, 

Demetrios J. Bonaros 

Enclosure (I) 

P.S. A new copy of the questionnaire is enclosed. 
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