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ABSTRACT 

This study investigated the leadership styles of 

elementary school principals from selected Southern Arizona 

school districts. A quantitative methodology was used to 

investigate possible differences in the styles of 

participants based upon socioeconomic context. Leadership 

style was determined using the Leadership Effectiveness and 

Adaptability Description (LEAD-SELF) instrument (Hersey & 

Blanchard, 1979). Possible relationships between selected 

contextual variables of the principal and his/her school 

community and leadership style were also examined. The 

constant comparative method was utilized to add further 

meaning, depth, and texture to the study goals. 

The data were collected from 47 elementary school 

principals from selected school districts in Southern 

Arizona. The data were analyzed using independent group t 

tests for possible differences in each of the leadership 

styles and style adaptability based upon the independent 

variable. The Pearson Product Moment Correlation was used 

to investigate possible relationships between selected 

principal and school demographic variables and leadership 

style. Finally, in-depth interviews were conducted with a 
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selected principal from each of the five participating 

school districts. 

The study suggested that there were no significant 

differences in leadership style or style adaptability 

between the two groups. There was a significant 

relationship between the delegating leadership style and 

school enrollment. Otherwise, none of the relationships 

between principal/school characteristics and leadership 

style/adaptability were significant. There were two 

additional findings. The first suggested a significant 

relationship between percentage of students on free and 

reduced lunch and percentage of minority students. The 

second finding suggested a significant negative 

relationship between percentage of students on free and 

reduced lunch and enrollment. The in-depth interviews 

revealed several emergent themes including the constancy of 

principals' core values, beliefs, and style of leadership. 

Another major theme was the importance of understanding the 

school community, situation and how this might impact 

practice and school programs. 

Recommendations that emerged from this study included 

training in situational leadership as important knowledge 

for leaders in all environments, the importance of high-
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relationship behavior in school leadership, possible impact 

of school environment upon leadership practice, and 

possible benefits of providing specialized training for • 

principals about effective practice based upon contextual 

variables. 
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CHAPTER 1 

INTRODUCTION 

In 1992, the American Association of School 

Administrators(AASA) produced a report entitled Making 

Schools Work for Children in Poverty. The document reported 

that 18.3% of school children in the United States live in 

poverty. For African-American and Hispanic students, those 

numbers escalate to 39.8% and 32.2%, respectively. These 

children make up a large component of our school 

population. The American public school has been hailed as 

a vessel of opportunity for children, regardless of race, 

class or socioeconomic status. However, poor children are 

far more likely to suffer developmental delay, be victims 

of violence, drop out of high school, be retained in grade, 

and give birth during their teen years (Miranda, 1991). 

Schools that serve significant numbers of students who come 

from high-poverty backgrounds face unique challenges and 

circumstances that may warrant specialized study. Some of 

the challenges faced by families in poverty include high 

mobility rates, environmental educational deprivation, 

greater likelihood of family trauma, and, often, survival 



in poverty while trying to master English as a second 

language. 

Schools that serve children in poverty often struggle 

to meet all of the extensive family, health, and social 

needs that are part of the environment. Higher-level needs 

such as academic achievement and self-actualization become 

secondary to those life necessities more often associated 

with survival. As a result of the daunting, multifaceted 

task associated with educating these children, our schools 

have sometimes been accused of setting a lower standard of 

achievement in poor schools. These schools are accused of 

"dumbing down" the curriculum because "those kids" aren't 

expected to achieve at the highest levels. The public 

school must be an even greater tool of opportunity for poor 

children than their middle-class counterparts because it 

may be the only or best chance they have to reach their 

full potential and escape from poverty into the middle 

class. President George W. Bush, in explaining his 

educational program, "No Child Left Behind," stated, "Some 

say it is unfair to hold disadvantaged children to rigorous 

standards. I say it is discrimination to require anything 

less" (as cited in U.S. Department of Education Community 

Update publication, September 2001, p. 1)). 
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There has been extensive study of the principalship 

and the principal's influence in creating an effective 

school. Therefore, it seems logical and meaningful to 

study effective principals of high-poverty elementary 

schools. It has been reported that schools that have 

strong principal leadership are more effective (Abrams, 

1998). Therefore, it seems significant to inquire about the 

nature and styles of leaders based on socioeconomic 

environmental context. The desired outcome is to compare 

leadership styles of elementary principals in lower 

socioeconomic (SES) environments with those of higher SES 

counterparts. Additionally, relationships between selected 

principal and school characteristics, as correlated to 

leadership style, are studied. 

Statement of the Problem 

"The culture of poverty generally does not place a 

great deal of emphasis on producing the kind of knowledge 

work products that are available in the traditional school" 

(Schlechty, 1997, p. 45). Payne (1998) further explained 

that people who live in poverty operate under a unique set 

of values, culture, and understanding. Only by attempting 

to explore these areas as a unique environmental setting 

can one create effective schools for children of poverty. 
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As the building leader of the school, the principal is in a 

position to impact the direction of the school, especially 

in the areas of leadership, school climate/culture, and 

instructional focus (Heck, 1993). Furthermore, Peterson 

and Lezotte (1991) found that underlying norms, values, and 

beliefs held by administrators were integral parts of 

school improvement and effective schools. 

The purpose of this study is to compare the leadership 

styles of elementary school principals in lower-SES areas 

with those of higher-SES colleagues. The study focuses on 

leadership style, as defined by Hersey and Blanchard (1993) 

in their situational leadership model. In this framework, 

leadership is defined as a decision-making process where 

the situation and maturity of the followers guide the 

process of directing the right combination of direction and 

support that is necessary for a particular situation 

(Blanchard, Zigarmi, & Zigarmi, 1985). 

The study has special relevance and meaning to the 

researcher. As an elementary school principal in a high-

poverty school, he would like to gain insights and 

knowledge about effective practices so that this school can 

be highly effective and provide hope and opportunity for 

the children who attend. A research topic may express 



something of the researcher's ontological or 

epistemological position (Mason, 1996). 

If there are, in fact, differences in leadership 

styles, this might suggest a need for further, in-depth 

study of effective leadership practices of the elementary 

principalship based upon these contextual variables. The 

study utilized the ex post facto design, which measured 

possible differences in leadership style and preferences 

for each of the four areas in the situational leadership 

model, telling, selling, participating and delegating. 

Additionally, possible group differences were investigated 

with regard to leadership style adaptability. The model, as 

explained in Blanchard et al. (1985), is rooted in 

contingency theory. Contingency theory involves at least 

four concepts: traits of leaders, characteristics of the 

situation, behaviors of the leader, and effectiveness of 

the leader (Miskel & Hoy, 1996). Each of the four 

situational leadership styles contains a combination of 

relative levels of action regarding direction and support. 

In order to determine which style to employ, the leader 

must understand the follower's level of development. 

Development involves the follower's relative competence and 

commitment. According to the situational leadership model. 



effective leadership is the practice of applying the 

appropriate style to the particular needs of the follower 

(Blanchard et al., 1985). 

To develop and study the problem further, a 

qualitative component utilizing the in-depth interview 

technique was used with selected principals. Finally, a 

Pearson Product Moment Correlation was used to study 

possible relationships between principal and school 

characteristics compared with the same four leadership 

styles as defined by the situational leadership model. 

Research Questions 

The following questions guided this study: 

1. Do Southern Arizona elementary school 

principals in selected high- and low-SES schools differ 

with regard to principals' "telling" leadership style? 

2. Do Southern Arizona elementary school 

principals in selected high- and low-SES schools differ 

with regard to principals' "selling" leadership style? 

3. Do Southern Arizona elementary school 

principals in selected high- and low-SES schools differ 

with regard to principals' "participating" leadership 

style? 



4. Do Southern Arizona elementary school 

principals in selected high- and low-SES schools differ 

with regard to principals' "delegating" leadership style? 

5. Do Southern Arizona elementary school 

principals in selected high- and low-SES schools differ 

with regard to leadership style adaptability? 

6. Is there a relationship between school and 

principal characteristics and the leadership styles of 

selected Southern Arizona elementary school principals? 

Research Hypotheses 

'The research questions presented in the previous 

section led to the following null hypotheses: 

Hoi. There is no statistically significant difference 

between the LEAD-SELF scores of selected Southern Arizona 

elementary school principals in high- and low- SES schools 

with regard to "telling" leadership style. 

HO2. There is no statistically significant difference 

between the LEAD-SELF scores of selected Southern Arizona 

elementary school principals in high and low SES schools 

with regard to "selling" leadership style. 

HO3. There is no statistically significant difference 
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between the LEAD-SELF scores of selected Southern Arizona 

elementary school principals in high- and low- SES schools 

with regard to "participating" leadership style, 

HO4. There is no statistically significant difference 

between the LEAD-SELF scores of selected Southern Arizona 

elementary school principals in high- and low- SES schools 

with regard to "delegating" leadership style. 

Hos There is no statistically significant difference 

between the LEAD-SELF scores of selected Southern Arizona 

elementary school principals in high- and low- SES schools 

with regards to leadership style adaptability. 

Hoe There is no statistically significant 

relationship between identified school and principal 

characteristics and the leadership styles of selected 

Southern Arizona elementary school principals. 

Significance of the Study 

This study of comparative principal practices in high-

and low-SES elementary schools is significant for the 

following reasons: 

1. Although studies have been done on principal 

effectiveness, few have specifically looked at the unique 

environment of high-poverty settings in the elementary 

school. The value of a proposed theoretical model of 



principal leadership processes is enhanced if it can be 

identified in responses from different populations (Heck, 

1993). 

2. The study provides updated information to previous 

studies, many of which are two decades old (e.g., Edmonds, 

1977). 

3. The investigation provides meaningful insights 

regarding effective principal practices in high- poverty 

schools, which could assist in preservice training of 

future elementary school principals for this specialized 

setting. 

4. This research provides data relative to effective 

instruction and instructional leadership in high poverty 

schools. 

5. This study provides information that can assist 

principals in helping children of poverty to have 

comparable opportunities for quality educational 

experiences, success in school, and high aspirations for 

their futures. 

6. There is little research that examines the 

interplay between internal processes and external 

conditions (Leithwood, 1994). 
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7. This study provides a comparative analysis of 

building leadership within separate contextual 

environments. 

8. Several previous studies have been undertaken 

regarding children from poverty, urban schooling, and 

neighborhoods of poverty (e.g., MacLeod, 1995). However, 

there has not been significant study about the role of the 

school principal in these neighborhoods. 

9. Richter (2000) conducted a study that compared the 

leadership styles of elementary school principals from 

high-SES exemplary elementary schools in Texas with those 

from corresponding low-SES schools. Exemplary was defined 

according to the standardized achievement levels of the 

Texas school accountability system. This study further 

developed the idea by replicating and expanding that study 

based upon a different geographic area, changing the 

restriction about exemplary status schools, and utilizing 

additional analysis methods. 

10. A pilot study (Valenzuela, 2002) further advanced 

the investigation of this area. The study investigated 

possible differences in leadership style of selected 

Southern Arizona elementary school principals based upon 

socioeconomic context of the school community. Comparable 



methodology to that employed in the full-scale study was 

used. This study had similarities to the aims of previous 

studies (Richter, 2000). However, it looked at a different 

population and, thus, helped in advancing knowledge in this 

area of research. 

Definition of Terms 

Analytic Induction. An approach to data collection in 

which data are collected and analyzed to develop a 

descriptive model that encompasses all cases of the 

phenomena (Bogdan & Bilken, 1982). 

Causal Comparative Method. '*^Aimed at discovery of 

possible causes and effects of behavior patterns or 

personal characteristic subjects in whom this pattern or 

characteristic is present with similar subjects in which it 

is absent or present to a less degree" (Borg & Gall, 1989, 

p. 537) . 

Constant Comparative Method. A qualitative research 

method similar to analytic induction in which the 

researcher analyzes data by coding and looking for emerging 

themes and concepts with multiple data sources (Bogdan & 

Bilken, 1982). 

Delegating. One of four leadership styles developed by 

Hersey and Blanchard (1979) in their situational leadership 
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model. It involves providing low levels of both direction 

and support, based upon the highly developed nature of the 

individual/group that is being led. 

Directive Leadership. A leadership style in which the 

leader largely provides specific task oriented focus for 

organizational team members without significant subordinate 

participation. 

Effective. "Having the intended or expected purpose" 

(The American Heritage Dictionary of the English Language, 

1981, p. 416). 

English Language Learner (ELL). A student who does not 

have English as his/her primary language and is engaged in 

the process of second language acquisition as part of the 

educational process. 

Ex Post Facto. "Another name sometimes used to 

describe the causal comparative method, used because causes 

are studied after they have presumably exerted an effect on 

another variable" (Borg & Gall, 1989, p. 537). 

Federal Food and Nutrition Program. A program, funded 

by the United States government, which provides free or 

reduced cost meals for children whose families are income 

eligible based upon poverty guidelines. This standard is 

utilized to gauge the level of poverty of a given district 



or community and allocate resources for targeted assistance 

programs. 

First-Order Changes. Change efforts that include 

clinical supervision of teachers in their classrooms, 

specifically as related to curriculum and instructional 

practices. 

Independent Groups T-Test. A statistical analysis 

that is typically used to analyze a relationship between 

two variables under very specific conditions: presence of a 

quantitative variable between subjects in design and use of 

only two levels (Jaccard & Becker, 1997). 

In-depth Interviews. A qualitative data-gathering 

method in which the researcher is engaged with the 

respondent for a face-to-face discussion of the 

respondent's perspective about the particular area of study 

(Taylor & Bogdan, 1975). 

Instructional Leadership. The area of educational 

stewardship that pertains to focusing attention on 

curriculum and teacher instructional practices. 

LEAD-SELF. An instrument developed by Hersey and 

Blanchard (1979) and used to measure specified aspects of 

leader behavior in terms of the Situational Leadership 

theoretical model (Greene, 1980). 
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Mobility. The number of students who change schools 

over a given period of time. 

Organizational Leadership. Conditions that explain 

more fully the various natural influences on all members of 

the organization (Carlson, 1996). 

Participative Leadership. A leadership principle that 

emphasizes the process of planning and states that those 

affected by planning should be involved in it (Carlson, 

1996). 

Participating: One of four leadership styles as 

described by Hersey and Blanchard's (1979) Situational 

Leadership Model. It involves providing a low level of 

direction, but a high level of support, based upon the 

developmental level of the follower. 

Pearson Product Moment Correlation. A mathematical 

analysis that is used to determine the extent of linear 

approximation between two variables (Jaccard & Becker, 

1997) . 

Poverty. Payne(1998) defined poverty as the extent to 

which an individual does without resources. Included in 

this definition are financial, emotional, mental, 

spiritual, and physical resources. 
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Qualitative Methodology. A research approach which 

seeks to discover and understand meanings related to a 

particular area of study. This method places less emphasis 

on a preconceived hypothesis and strives to develop 

descriptive and holistic data via a process of inductive 

analysis (Taylor & Bogdan, 1975). 

Quantitative Methodology: A traditional, positivistic 

approach to conducting research. This approach attempts to 

utilize objective approaches, which include standardized 

instruments, utilization of tested statistical methods, and 

interpretation of objective data (Borg & Gall, 1989). 

School Culture. "Collective programming of the mind 

that distinguishes members of one school from another" 

(Sergiovanni, 1999, p. 11). 

Second Order Changes. Those which involve building a 

shared vision, group decision making, and empowering people 

to achieve their shared mission (Leithwood, 1994). 

Selling. One of four leadership styles as described by 

Hersey and Blanchard's (1979) Situational Leadership Model. 

It involves a high level of direction and also a high level 

of support, based upon the developmental needs of the 

follower/group. 



Situational Leadership. A model of leadership, 

developed by Hersey and Blanchard (1979), which describes 

leadership as an adjustment of varying levels of direction 

and support, depending upon the level of development of the 

individual/group, as defined by competence and commitment. 

Telling. One of four leadership styles as described by 

Hersey and Blanchard's (1979) Situational Leadership Model. 

It involves providing a high level of direction and very 

little relationship or supportive behavior, based upon the 

relatively undeveloped maturity of the follower/group. 

Transformational Leadership. A dimension of leadership 

whereby the leader sparks higher level needs in members of 

the organization, which inspires them to accomplish the 

shared goals that have been determined (Bass, 1990) . 

Triangulation. The methodological practice of using 

multiple lines of sight in order to obtain a more 

substantive picture of reality (Berg, 1994). 

Organization of Remaining Chapters 

The second chapter provides a review of pertinent 

works of empirical literature related to the topic of 

study. It is divided into the following sections: 
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1. Review of some characteristics of effective high 

poverty schools 

2. Review of the elementary school principalship in 

high poverty schools. 

3. Review of effective leadership practices of 

principals in high poverty schools 

4. Review of the role of the school principal as 

related to curriculum and instruction. 

5. Review of the principal's role in building a 

positive and effective school climate in the high poverty 

setting. 

6. Review of literature about principal beliefs 

regarding the role of the school in helping children to 

overcome the challenges of poverty. 

7. Review of literature related to some historical 

highlights in the development of contingency theory, upon 

which Situational Leadership is based. 

8. Review of literature regarding practices in 

effective schools. 

9. A review of literature related to contextual 

leadership and the relationship between operating 

environment and leadership style. 



The third chapter addresses the rationale for the 

chosen design, describes the experimental methods, and 

addresses the overall process of data gathering and 

analysis. 

The fourth chapter reports the findings and includes 

an analysis of the research data that were collected. 

The fifth chapter provides a summary of the findings 

and emerging themes. It includes clarification of 

findings, resulting implications, and further 

recommendations based upon the data. 



CHAPTER 2 

REVIEW OF RELATED LITERATURE 

This chapter provides an overview of the literature 

regarding leadership, contingency theory, and effective 

high-poverty schools, especially as related to principal 

practices and resulting characteristics. The chapter is 

divided into sections which address historical aspects of 

Contingency Theory, Situational Leadership, overall school 

attributes, leadership practices, curriculum/instruction, 

principal beliefs about schooling the poor, and personal 

values/attributes. 

Contingency Theory 

On.e of the largely studied areas of leadership relates 

to the traits of effective leaders and also to how the 

leader interacts with given contextual situations that are 

encountered in the internal and external environment. 

Studies that have investigated these areas fall into the 

category of contingency theory. Stogdill (1948) found a 

number of personal traits that seemed to be consistently 

present in leaders. However, he concluded that the trait 

approach alone yielded negligible and weak results. 

Cartwright and Zander (1953) identified leadership 

behaviors in two sets of group functions, those related to 
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goal achievement and those connected to group maintenance, 

which involved strengthening the group itself. This 

general orientation is parallel to the two major dimensions 

in the model of Situational Leadership. 

One of the most well-known research inquiries in 

analysis of behaviors and leadership is the Ohio State 

Leadership Studies of the 1950s and 1960s. These studies 

focused on two primary areas related to the leadership 

task, initiating structure and consideration. Initiating 

structure includes any leader action that delineates the 

relationship between the leader and subordinates and 

clearly defines method, direction, and procedures for 

accomplishing the desired task. Conversely, consideration 

includes leader actions such as understanding, interest, 

friendship, compassion, involvement, trust, and respect 

(Miskel & Hoy, 1996) . 

Four major findings came from the Ohio State 

Leadership Studies (Halpin, 1966): 

1. Initiating structure and consideration are both 

important dimensions of effective leader behavior. 

2. Effective leader actions are associated with 

frequent behaviors on both dimensions. 



3. Superiors and subordinates evaluate leadership 

effectiveness differently. Superiors tend to focus on 

initiating structure; subordinates are more concerned with 

consideration attributes. 

4. There is only a slight relationship between how 

leaders say they should behave and how subordinates say 

they actually do. 

Although consideration seems to be most 

related with subordinate satisfaction and initiation 

appears to be closely tied to superior contentment, 

situational variables apparently affect the relationship 

between consideration and initiating structure and affect 

the criteria of organizational effectiveness as well 

(Miskel & Hoy, 1996). 

Fiedler (1967) focused on the task versus relationship 

nature of leadership behavior. The Least Preferred 

Coworker (LPC) instrument measured bipolar opposites of 

personal characteristics in someone with whom he/she would 

least prefer to work. These answers were descriptive of a 

respondent's preference for task accomplishment or 

maintaining strong interpersonal relationships. 

Furthermore, Fiedler's research studied leadership 

effectiveness, defined as the extent to which the group is 



able to accomplish its primary task, with regard to 

different contextual situations. He concluded that the 

most effective style is sometimes a function of the 

particular environment, such as the level of control, 

leader-member relations, and the task structure. Fiedler 

(1967) also found that leaders stayed close to their 

preferred leadership orientation (initiating or 

consideration) when they were most pressured or threatened. 

When the external environment was more comfortable, leaders 

appeared to be more willing to extend outside of their 

individual zones of preference. 

Situational Leadership 

Situational leadership is a leadership model that was 

originally developed by Hersey and Blanchard (1993). Its 

major underpinning was the concept that leadership is a 

combination of directive and supportive behaviors. 

Directive behaviors involve clearly telling people what to 

do, how to do it, when to do it, and then closely 

monitoring their performance. Conversely, supportive 

behavior involves listening to people, providing support 

and encouragement for their efforts, and then facilitating 

their involvement in problem solving and decisionmaking 

(Blanchard et al., 1985). Situational leadership suggests 



35 

that there is no one best style of leadership. However, 

the effective leader is able to apply the appropriate 

combination of direction and support to match the 

developmental need of the follower or following group. The 

developmental need of the follower is described in terms of 

level of maturity. Maturity has two primary components, 

competence and commitment. It is the task of the leader to 

identify the competence and commitment levels of the 

follower and utilize the matching style to meet that 

person's individual needs. 

It is noteworthy to mention that the terminology for 

leadership style as utilized in the LEAD-SELF document 

(Hersey & Blanchard, 1979) is parallel but different to 

that which is used in subsequent publications after the 

original development. For example, the LEAD-SELF uses the 

terms telling^ selling, participating, and delegating, 

whereas more recent publications about situational 

leadership use directing, coaching, supporting, and 

delegating. The terminology with regard to meaning and 

concept is interchangeable. Because the operational 

assessment tool for this study used the traditional terms, 

they were used throughout the study. 



Richter (2000) conducted a study in which the LEAD-

SELF was utilized. The purpose was to compare high- and 

low-SES "exemplary" elementary schools in Texas with regard 

to principal leadership style using the causal-comparative 

research design. This study found that principals had 

similar results for each leadership style. The two 

predominant styles utilized were the high relationship 

styles of selling and participating. The high task style of 

telling was used marginally by principals of low-SES 

exemplary elementary schools, but not by principals of 

high-SES exemplary elementary schools. This study expanded 

upon this previous research by examining leadership style 

for principals from high- and low-SES schools from a 

different geographic area, Southern Arizona. Furthermore, 

the sample subjects do not come only from schools deemed 

exemplary or distinguished in some extraordinary way. 

Additionally, the methods of Pearson Product Correlation 

and Constant Comparative qualitative interviews added 

further dimensions to this area of research. 

The Context of Poverty 

Another area to be discussed is the unique attributes 

of high-poverty schools, which suggest that they may 
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warrant unique study with regard to leadership, instruction, 

and overall organizational practice. Children from poverty 

operate under a different set of rules than children of the 

middle class. Their culture and experience teach a 

different set of values and norms. This includes 

vocabulary and the register of language. Experiences have 

taught them to strive for immediate gratification because 

they are not certain what the future holds. To teach them, 

educators must strive to gain an understanding of the 

forces that motivate their students. Likewise, children 

must be taught the hidden rules of the middle class and 

these must be shared as important linkages to social and 

economic mobility (Payne, 1998). In addition, these 

children are more likely to move frequently, suffer 

violence in their homes, be victims of abuse, suffer 

developmental delay, be malnourished, and be children of 

color. Hence, the school must be a source of community 

support, effective instructional practice, discipline, 

understanding, and high expectations. The impact of context 

on leadership style may suggest the need for additional 

study regarding the specific practices of principals in 

high poverty schools. 
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Characteristics of Effective High-Poverty Schools 

Fortunately, school variables and practices seem to 

play a greater independent role in poverty schools (Weber, 

1971). 

Historically, several major studies have sought to 

find common attributes of effective schools whose 

population was predominantly children and families of 

poverty. Weber (1971) found that high-achieving, high-

poverty schools had strong leadership in which the 

principal set the tone for the school. Among the 

commonalities of these schools were the following: 

1. High expectations for academic achievement. 

2. An orderly, quiet, and pleasant atmosphere. 

3. A strong emphasis on reading instruction. 

4. Frequent, careful evaluation of progress. 

5. Utilization of additional reading personnel and 

focused, intensive phonics instruction. 

6. Individualization of the instructional program. 

In 1974, a State of New York Office of Education 

Review further supported Weber's (1971) findings. First, 

it was found that there were school-based achievement 

differences in high-poverty schools. Secondly, 

administrative behaviors and policies appeared to impact 



achievement. Again, the strong emphasis on reading 

instruction emerged. Furthermore, an interesting 

perspective related to teacher attitudes became evident. 

Teachers in less-effective schools attributed child-reading 

problems to non-school factors, whereas teachers in more 

effective schools were less skeptical about their ability 

to have an impact on the learning outcomes of children. 

In 1977, Brookover and Lezotte reported their findings 

on school improvement initiatives. Many of the themes from 

previous studies came forth. Among them were a focus on 

reading and math objectives, a sincere belief that all 

children can learn, and a greater internal locus of 

control. However, they reported that the principals in 

these schools were assertive disciplinarians who assumed 

responsibility for achievement of stated objectives. 

Further, they reported that in high-poverty settings, 

teachers in the high-achieving schools might have been less 

satisfied than those in similar schools where success and 

goal attainment were not as prevalent. The tendency toward 

a more directive style might be related to this level of 

satisfaction. Again, Halpin (1966) found that superiors 

tended to focus on initiating structure and subordinates 

were more concerned with consideration attributes. 



Edmonds (1978) identified five factors that were 

chiefly responsible for the success of inner-city schools. 

They were style of leadership, instructional emphasis, 

school climate, teacher expectations, and procedures for 

monitoring student achievement. 

More recent studies have found remarkable similarities 

regarding those practices that seem to be most effective in 

creating exemplary educational programs for children of the 

poor. Payne (1998) studied frameworks for understanding 

poverty and put forth ideas for creating effective schools 

for economically disadvantaged children. First, the school 

must have highly skilled leadership, which understands 

issues regarding the poverty environment. Secondly, an 

orderly environment must be created. It must be quiet, but 

not oppressive. Furthermore, there must be clear emphasis 

on pupil acquisition of basic skills. Finally, frequent 

monitoring of academic progress is important 

Payne (1998) elaborated by putting forth specific 

school support systems and practices (p. 94-96): 

1. School homework support 

2. Supplemental school-wide reading support 

3. Looping (multi-year pupil assignment to a 

particular teacher). 
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4. Teaching coping and resiliency strategies to 

students. 

5. School-wide scheduling. 

6. Parent training and contact through video. 

7. Direct teaching of classroom survival skills such 

as self-discipline, procedures, and routines. 

8. Requiring daily goal setting. 

9. Team interventions to meet individual student's 

academic, emotional, and physical needs. 

In 1993, the Virginia Department of Education added 

recommendations for promoting learning for students at 

risk. These included preschool, class size reduction, and 

school-wide projects in prevention and support. 

It appeared that effective high-poverty schools were 

able to evaluate the conditions that existed in the 

families they served and put into place practices that did 

not accept their academic and experiential deficiencies 

but, rather, sought to fill those gaps and accelerate 

student learning. High-achieving schools and their 

principals seemed to refuse to make excuses for their 

students' disadvantaged backgrounds and, instead, focused a 

tremendous amount of time, energy, and resources that were 



geared at overcoming the given challenges and yielding a 

high level of achievement. 

Carter (2000) studied 21 elementary schools from 

across the country. They were all from high-poverty areas 

with demographic profiles that manifested the challenges 

that were faced there. However, these profiled schools 

were chosen because they had consistently demonstrated 

extremely elevated achievement levels on standardized 

assessments in their respective states. 

His findings included these common practices in the 

schools that were studied (p. 13). 

1. Parental Accountability-Extending the mission of 

the school to the home. This was done via regular 

communication, high expectations, and responsibility for 

the standards. 

2. Teacher quality was the single most accurate 

indicator of student educational attainment. Effective 

schools had excellent teachers. 

3. Regular Testing—The "anti-test prejudice" was 

singularly absent from high-performing schools. In 

effective schools, teachers took responsibility for their 

students' learning. 
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4. Basic Skills—High performing principals knew that 

children needed to be taught basic skills in sequence from 

elementary foundations to increasingly higher-order 

conceptual thinking. 

5. Money was focused on resources and materials that 

would improve student performance. 

Carter (2000) also found seven traits that were common 

to high-performing schools from high-poverty environments 

(pp. 8-11) . 

1. Principals must be free to implement these 

meaningful practices. 

2. Principals use measurable goals to establish a 

culture of achievement. 

3. Master teachers bring out the best in a faculty. 

4. Rigorous and regular testing leads to 

continuous student achievement. 

5. Achievement is the key to discipline. It is 

important to set an overall tone of 

confidence, order, and discipline. 

6. Principals work actively with parents. 

7. Effort creates ability. Extra learning 

opportunities are essential. 



These practices and commonalities, which were present 

in effective schools that served large numbers of 

economically disadvantaged students suggested that there 

may be correlated differences in the leadership styles of 

the respective principals based on the contextual 

environment and situational differences that were present. 

Much research has suggested that the principal has a major 

influence on the effectiveness of the school building 

(Carter, 2000; Sergiovanni, 1991). Sergiovanni proclaimed, 

"Principals are important! Indeed, no other school 

position has greater potential for maintaining and 

improving quality schools" (p. 99). Thus, if the school 

environment were different in a school with high numbers of 

economically disadvantaged students, then, perhaps, there 

may be corresponding differences in the principal's 

leadership style and situational approach that were 

necessary to provide effective direction in that particular 

setting. 

There have been additional recent studies that 

investigated the high-poverty setting as a unique 

environment. Goddard, Sweetland, and Hoy (2000) looked at 

how the academic emphasis of a school was related to 

student achievement. Academic emphasis was defined as 



setting high, but achievable goals, believing children can 

succeed, and creating an orderly environment. Teachers, 

students, and principals in this type of school pursued and 

respected academic success. 

The sample group was an urban school district in an 

urban Midwest town (N = 45). A Likert style survey 

instrument was used to measure academic emphasis and 

differences in state reading and math tests were analyzed. 

The findings revealed that the previously mentioned factors 

of academic emphasis had a significant impact on student 

achievement. 

There is also indication that teachers' perception 

about their potential to affect desired academic outcomes 

has an impact on student achievement in high-poverty 

schools. Goddard (2001) studied 52 elementary schools in a 

large Midwestern city. A collective efficacy questionnaire 

was administered to teachers (N = 452). Collective 

efficacy was defined as the perception of the teacher about 

his/her ability to execute the course of action necessary 

to have positive effects on student. The results of this 

study reported that that the relative level of teacher 

efficacy was significantly related to student achievement. 
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as defined by mean scores on that respective state's 

assessment. 

A report by the Council of Great City Schools (2002), 

a Washington, D. C. based network of urban districts, 

looked at case studies of how four urban school systems 

improved student achievement. The report first identified 

some of the unique challenges faced by these districts. 

These obstacles included low expectations, high student 

mobility rates, inexperienced teachers, political conflict, 

and a lack of supplies and resources. This report suggested 

using a common curriculum and connecting public recognition 

to attainment of academic goals. It also emphasized 

placing senior administrators on performance based 

contracts and promoting a stable tenure in the district 

supeirintendent. 

Contextual Leadership 

A general body of literature has studied the 

relationship between the organizational environment and its 

impact on effective leadership practice. Bolman and 

Deal(1991) addressed several variables that impacted 

organizational differences and structures. First, there 

was the impact of size of the organization as related to 

shape, character, and formal structure. Second, there was 



the core technology. This referred to what the 

organization actually did or produced. It was suggested 

that what was being produced affected how it would be done 

and how raw materials would be turned into finished 

products. Although this analogy from the business world is 

not directly transferable to a school setting, it seems 

reasonable to consider the concept that the experiential 

background of children will impact the programming and 

instructional delivery that would be required to achieve 

the desired outcome of a successful educational experience. 

Third, Bolman and Deal spoke directly about the influence 

of the environment. They proposed that organizations vary 

considerably in strategic approaches based on the nature of 

the product. Furthermore, it was suggested that "the 

boundaries between schools and environment are nebulous and 

permeable" (p. 70). The external world has a direct 

influence upon the culture and leadership practice of 

districts and schools. 

There are different types of environments with regard 

to turbulence, rate of change, allocation of resources, and 

access to resources (Emery & Trist, 1965). In order to 

survive, it is required that the organization be able to 

diagnose the nature of the internal and external 
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environment and be able to adjust strategies and approaches 

accordingly. 

The cultural environment and the nature of its 

characteristics form the activities of a given domain 

(Brown, Collins, & Duguid, 1989). To develop authentic and 

meaningful educational experiences, it is necessary for 

school leaders and communities to assess the nature of the 

cultural experiences from which their students come. 

Learning and cognition are situated and cannot be separated 

from experiential variables. 

In their work on social mediation of active learning, 

Salomon and Perkins (1997) suggested that in order to 

create a better learning system, it is important to bring 

in a facilitating social agent who understands the critical 

conditions of learning and is able to help meet those 

needs. Salomon and Perkins explained. 

It becomes unreasonable to separate 

cognition or motivation from the socially 

mediating context or, for that matter 

to separate individuals from their activities 

and the contexts in which they take place. . . 

Cognitive activity, goal, social interactions, 

and learning materials are seen as a merged 
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unit uniquely situated in a particular context. . . 

Thus, talk about stand-alone learner and 

decontextualized learning becomes as pointless 

as the attempts to define lungs and muscles 

without a reference to the living body within 

which they both exist and function, (pp. 8-9) 

Effective Leadership Practices 

Previous researchers have suggested that the principal 

in a high-poverty school operates in a distinctly unique 

environment. This requires specialized skills which may be 

markedly different than those needed to be successful and 

effective in a higher-socioeconomic-level school. For 

example, effective high-poverty schools seem to have 

principals who operate on watchfulness, protectiveness, and 

"top/down" control in relation to middle and upper 

socioeconomic counterparts (Edmonds, 1978). Blase (1993) 

put forth the following underpinnings of leadership 

characteristics of effective principals in similar 

settings. 



1. Control—Compliance elicited via a "give and 

take process. 

2. Rewards—Regular and persistent efforts to 

recognize demonstration of those practices that appear to 

be in accordance with site goals. 

3. Clear communication of expectations. 

4. Support—Protection of staff instructional time. 

5. Formal authority. 

6. Modeling—Leading by example. 

7. Being a visible presence on campus. 

These are attributes that could be reflected in a 

principal's leadership style. Indeed, there appears to be 

a definitive association of these behaviors with the 

practice commonly referred to in the empirical literature 

as transactional leadership. Perhaps the demands of the 

urban principalship require that a more traditional, 

positional method of strong leadership be demonstrated. 

This is certainly not to imply that transformational 

leadership is of less significance, but only that those 

attributes of transactional leadership may be more 

important in a high-poverty school than in others. 

Similarly, Edmonds (1977) found that low-socioeconomic 

schools have benefited from moderately authoritarian 



principals who emphasized routines leading to goal 

attainment, believed all children could and would learn, 

mobilized consensus on school goals, and disagreed with 

supervisors (if necessary) on choices of key school issues. 

The LEAD-SELF identifies leadership style preferences and 

could be helpful in discerning differences that might be 

associated with differences in the principal's work 

environment. Another key ingredient to success is the 

passion and enthusiasm of the principal. "When it comes to 

encouraging quality, passion at the top counts as much as 

engineering precision at the bottom" (Bass & Avolio, 1994, 

p. 139). Effective principals are passionate, committed, 

and extremely driven individuals who are on a mission and 

have a very high purpose in their professional lives. 

Carter (2000) explained, "Effective principals reject the 

8:00-3:00 job mentality and they expect the same of 

teachers" (p. 18). 

Effective principals in high-poverty schools appear to 

place great emphasis on the importance of clear purpose, 

values, and rituals. Bennis (1989) noted that it was not 

enough for a leader to do things right; he/she must do the 

right thing. Further, Bennis believed character and 

purpose were more vital in a leader than drive, skill, or 
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competence. An effective principal must stand for 

something, a greater sense of purpose than merely operating 

a school. He/she must be passionate about the belief that 

all children can learn and achieve academic goals at a very 

high level. Leaders in excellent companies talk openly and 

without embarrassment about their core beliefs, and they 

don't tolerate deviance from the company standard (Deal & 

Kennedy, 1982). "Strong culture companies spell out, often 

in copious detail, the routine behavioral rituals they 

expect from their employees" (Deal & Kennedy, 1982, p. 15). 

A unique distinction between effective leadership and good 

management is the clearly articulated beliefs and sense of 

mission that guide the leader in the execution of his/her 

duties (Bennis, 1989). The questions in this study revolve 

around the possibility that beliefs and practices used to 

achieve this purpose may be different based upon the 

leader's contextual environment. 

Although there may be a more authoritative or 

directive element regarding effective building leadership 

in the high poverty school, key components of success 

include motivating team members to accomplish the shared 

goals of the organization (Bass, 1990) . Obviously, this 

cannot take place if the leader does not possess a clearly 



articulated, focused, and meaningful vision. Peterson and 

Lezotte (1991) spoke of the transformational nature of 

school improvement. They stressed the following key 

attributes of meaningful school improvement efforts: 

1. Importance of rituals, shared values, assemblies, 

and norms. 

2. Emphasis on continuous improvement. 

3. Curriculum must be deeply understood and refined. 

These attributes may be general with regard to sound 

practice in all schools. However, the orientation and 

situational approach may be different in different school 

contexts. 

If effective practice contains key elements of 

transformational leadership, it is necessary to summarize 

this framework. Bass (1994) wrote at length about a type 

of leadership that involved recognizing and awakening a 

higher need in the follower. This complex and difficult-

to-measure attribute of leadership seemed to be a critical 

link in true leadership, related to developing shared 

norms, values, and beliefs that raised a higher level of 

consciousness, morality, and motivation. 

Leithwood (1994) identified several dimensions to 

define transformational leadership, especially as related 
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to the school setting. First, the transformational leader 

articulates a clear vision and sense of purpose. Secondly, 

he/she fosters acceptance of group goals. The leader 

recognizes the need to have a shared sense of direction and 

agreed upon goals to make meaningful organizational 

progress. Furthermore, the transformational leader 

provides an appropriate model to guide change. The leader 

provides intellectual stimulation to shape reform, promote 

discussion, and, ultimately, frame an agreed-upon 

foundation of shared norms and purpose. Perhaps this could 

be done in the elementary school setting by providing staff 

members with articles, study sessions, forums, and other 

opportunities to discuss theories about instruction, 

curriculum, and other effective school practices. Finally, 

Leithwood concluded that the principal must be a provider 

of individual support for attainment of agreed upon goals. 

The transformational leader must be skilled at locating the 

resources of time, money, and opportunity to shelter the 

teachers and other staff members from outside factors that 

prevent them from focusing on moving toward implementation 

of the vision for the school. 

In summary, it appears that the urban school 

principalship involves components of both transformational 



and transactional leadership. Bass and Avolio (1994) stated 

that different situations might call for emphasis on one 

style over another. Perhaps this is true in studying the 

high-poverty principal as a separate entity and also within 

the context of the urban principalship in and of itself. 

The Principal as Instructional Leader 

Principals who work with children in poverty face 

unique circumstances that are not faced by principals in 

more affluent communities. Some of these include health 

care deficiencies, poor attendance rates, high mobility 

rates, many immigrant and minority families, and 

environmental deprivation regarding experiential 

opportunities. With these seemingly insurmountable 

obstacles, it is easy to understand how the principal can 

become entangled in the organizational and bureaucratic 

components of the job. However, this is an all-too-common 

misnomer that prevents the school from raising student 

academic achievement (Bliss, 1991). When principals are 

more involved, it seems to stem from the political and 

social ramifications of low-test scores and poorly educated 

students (Danridge, Edwards, & Pleasants, 2000). In this 

qualitative study, Danridge et al. followed the experiences 

of two urban school principals as they assumed 
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responsibility for an ineffective high-poverty school. They 

found that the focus on literacy, instructional components, 

and curricular issues was critical for success. As stated 

by one of the subjects in the study, Mr. Williams' 

I expected teachers to help students to do better on 

the test, but I really didn't know how to tell them to 

do so. It's a very complicated issue. I can't just 

go into the classroom with the magic cure; we have to 

all put our heads together and think how we are gonna 

help these kids to better. So I can't just 

concentrate on the administrative end; I really have 

to work hard on the instructional end as well. (p. 6) 

Other researchers have supported this critical 

need for effective high poverty principals to emphasize the 

instructional leadership factor of the job. According to 

Edmonds (1977), principals of low socioeconomic schools 

that achieve at a high level focus significant amounts of 

time on leadership of the instructional program. Effective 

principals gather and use data to support academic 

achievement for all students (Osterman & Crow, 1997; 

Peterson & Lezotte, 1991). Although this practice may be 

effective and not specifically descriptive of only the 

principal in a high-poverty school, there may be 
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differences in the manner or style in which principals 

achieve this important outcome. 

Instruction is an area of education where principal 

leadership seems to have a profound impact. Yet, many urban 

principals find themselves unable to dedicate sufficient 

time to this important task. They become embroiled in 

logistical and organizational tasks such as conflict 

resolution, crisis management, organizing, budgeting, 

paperwork, and generally tending to the never-ending 

demands of working in such a dynamic and often turbulent 

environment. There seem to be direct and significant 

implications of working to shift greater emphasis to the 

instructional realm of the school leadership spectrum. One 

of the questions in this study was whether different 

environmental contexts were related to measurable 

differences in the preferred leadership style of the school 

principal. Wellisch (1978) found that there are three areas 

in which principal practices can positively affect school 

effectiveness. 

1. How strongly administrators feel about 

instruction. 

2. Regular communication about ideas regarding 

instruction. 
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3. Assuming personal responsibility for the 

instructional program and focus. 

The literature has suggested that there is a 

significant difference in achievement and overall success 

between those schools where the principal places strong and 

committed emphasis on curriculum and instruction and those 

where a smaller percentage of time is devoted to this task. 

Building an Effective School Climate 

Many studies have examined the role of the school 

principal and his/her impact on the building of an 

effective school culture that is conducive to safety, 

order, and meaningful learning experiences for children 

(Carter 2000; Abrams, 1998). However, in high-poverty 

schools, the principal has the potential be an even more 

critical link in this outcome. Effective lower-

socioeconomic (SES) schools appear to look different than 

middle-SES schools. According to Edmonds (1977), the 

middle SES schools generally have expanded curricula 

offerings beyond basic skills, de-emphasized extrinsic 

rewards, hired more experienced teachers, and raised 

teacher responsibility for instructional leadership. If 

this is the case, then the high-poverty principal must 

demonstrate strong leadership in setting a positive tone in 



these areas. The principal must begin by acknowledging the 

current conditions in the environment and take steps to 

meet those needs, Payne (1998) listed the following 

student behaviors directly associated with poverty: 

1. Disorganization. 

2. Completing only part of an assigned task. 

3. Lack of ability to follow directions. 

4. Putting hands on other people. 

5. Tendency toward physical aggression. 

6. Vulgar language. 

7. Anger. 

8. Arguing loudly with the teacher. 

9. Laughing when being reprimanded/disciplined. 

The research literature suggests that an effective 

leader must begin by acknowledging the students' reality. 

He/she must strive to create an environment that teaches 

and reinforces what Payne (1998) referred to as the "values 

of the middle class" (p. 61). These are the ideals that 

are necessary for these children to overcome their current 

circumstances and aspire to succeed in mainstream America. 

Basic steps can be taken to facilitate the process of 

creating an effective school culture. First, successful 

principals develop and reinforce tightly held values and 



operating norms for many areas of the school function. 

Creating discipline and order should be seen as a form of 

teaching and part of the instructional program. Structure 

and choice need to be part of the discipline approach 

(Payne, 1998). Secondly, quality high-poverty schools 

emphasize character education and recognition programs. 

Efforts to recognize students via programs that reinforce 

the values and norms that are espoused serve to engrain 

these expectations as part of the school culture. Low-SES 

schools have placed high emphasis on social skills 

(Edmonds, 1977). These schools are "hands-on," and school 

staff may spend a significant amount of time making home 

visits to address such issues as school attendance and 

truancy or student health issues. The school might 

establish a positive reinforcement program to highlight the 

importance of excellent school attendance. In these 

efforts, school principals reach out to parents to bring 

disenfranchised people into the mainstream and partnership 

of children's educational experiences. Some other examples 

of parent empowerment and participation include offering 

language classes, parenting training, job training skills, 

and family literacy opportunities. Furthermore, principals 

look to local business as partners in success. They are 
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asked to donate time and resources to help recognize these 

values. 

In summary, effective school principals in high-

poverty schools seem to be passionate people of conviction 

who are skilled at creating practices that meet the needs 

of that particular school. Additionally, these practices 

may be markedly different than what might be deemed 

successful in higher economic areas. Examples include an 

emphasis on basic skills, use of extrinsic rewards, and the 

overall level of structure in the school. This does not 

suggest that these practices are uniquely exclusive to this 

student population. However, the hypothesis that is being 

investigated relates to the possibility that the leader's 

approach to achieving these outcomes might be different as 

related to environmental differences in the school context. 

Beliefs About School Role in Overcoming Poverty 

Connell (1999) conducted a study in New York where she 

analyzed the attributes of high achieving elementary 

schools in high-poverty neighborhoods. Some of her 

findings included principal beliefs about the school role 

in overcoming the challenges and circumstances of poverty. 

Ten schools in New York City participated in this case 

study. First of all, principals recognized that being 



highly successful in a high-poverty school required 

tremendously hard work on the part of everyone on the 

school staff. Therefore, good principals strove to support 

the staff in their challenging work. Examples of this 

support included getting teachers all of the physical tools 

they needed, e.g., teaching materials, furniture, and 

equipment. It also related to making sure the physical 

plant was in excellent operating condition. Because people 

"live" at the school, the principal worked to make it as 

comfortable as possible. Secondly, principals at 

successful schools had a plan, and they believed that the 

school could be instrumental in the effective 

implementation of this plan. In the study, there were 

several domains where the principals reported that the 

school's role could positively impact student growth and 

overall success: 

1. Teacher selection and support-Principals believed 

that their ability to hire, train, support, and retain 

quality teachers was one way in which the school could be 

successful-

2. These principals believed that one way the 

school could help create a school culture where students 

could overcome poverty was by "selling ideas, excitement, 
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and commitment" (p. 19). "Good principals are very good 

dramatizers. They make a big deal out of the routine. 

They can make improving student attendance seem like a life 

or death matter"(p. 19). 

3. The principal created an orderly school and school 

day. "One principal told us that she had only two goals, 

order and quality instruction" (p. 20). 

4. The principal must be a model of caring and respect 

for all. 

The principal has to express care for the students. 

Teachers need this reinforcement and to know that 

someone else besides themselves care about the 

students. They will go along with a crazy principal 

that makes them half-nuts and is not fun to work with, 

so long as they get a sense that the principal thinks 

that students are important and what they do as 

teachers is important, (p. 21) 

The literature suggests some other key beliefs that 

are common to principals in elementary schools that have 

been successful. First, they seem to have a strong 

internal conviction about the importance of getting an 

education and the power of such an experience to transform 

one's life, even if that life is currently in a state of 



poverty, with the associated difficulties. This belief is 

important because an education is the key to getting and 

staying out of poverty. Many stay in poverty because they 

don't know that there is a choice, and if they do know, 

they have nobody to teach the hidden rules or provide 

resources (Payne, 1998). 

Effective schools do not use poverty as an excuse for 

diluting the curriculum and expecting less from the 

students. This "no-excuses" mentality is important in 

preparing students to compete at a high-level and in 

preparing them for success at all levels. As stated by 

Schlechty (1995), "The business of schools is to invent 

high quality, demanding work for all students. This calls 

on them to engage facts and understandings whose 

perpetuation is essential to the survival of the common 

culture" (p. 61). 

One of the beliefs of a successful school leader must 

relate to the need to teach students about the hidden rules 

of the middle class, not in denigration of their own but, 

rather, as another set of rules that can be used if they so 

choose. The hidden rules include ideas such as 

achievement, self-governance, thinking about the future, 

formal language register, and work (Payne, 1998). 
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Perhaps the most important concept related to the 

school role in overcoming poverty is a sincere belief in 

the power of the school to create positive change. The 

principal must believe that school factors are more 

important than exterior variables in affecting the 

achievement of minority group students. That belief then 

permeates the entire school community. This leads to the 

notion of differential sensitivity to school variations 

with the low-achieving students having the greatest 

sensitivity (Edmonds, 1977). In other words, if one 

believes that one's actions will make a positive 

difference, then those actions are more likely to be 

pursued with the zest, passion, and enthusiasm that are 

necessary for them to materialize. This sentiment can best 

be summed up in the following statement: 

While recognizing the importance of family background 

in developing a child's character, personality, and 

intelligence, I cannot overemphasize my rejection of 

the notion that a school is relieved of its 

instructional obligations when teaching the children 

of the poor. I reject such a notion partly because I 

recognize the existence of schools that successfully 

teach basic school skills to all children. Such 
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success occurs partly because these schools are 

determined to serve all of their pupils without regard 

to family background. At the same time, these schools 

recognize the necessity of modifying curricular 

design, text selection, and teaching strategy, in 

response to differences in family background among 

pupils in the school. (Edmonds, 1977, p. 31) 

As Edmonds (1978) suggested, equality of educational 

opportunity must imply a strong effect of schools that is 

independent of a child's immediate social environment. 

This implication, which is not always valid in American 

schools today, must be embraced by principals as leaders if 

high-poverty schools are to serve the purpose of being 

great liberators of our children who find themselves in the 

grip of poverty. This does not suggest that the practices 

described in this chapter are uniquely exclusive to this 

student population. However, the hypothesis that is being 

investigated relates to the possibility that the leader's 

approach to achieving these outcomes might be different as 

related to environmental differences in the school context. 

Summary 

This chapter outlined theories and research that 

provide a solid foundation for understanding key ideas 



related to this study. The major research areas that were 

reviewed were contingency theory, contextual leadership, 

and effective schools. There was emphasis on those 

practices that have indicated possible effectiveness for 

children from high-poverty backgrounds. Specific theories 

and conceptual areas related to the particulars of this 

investigation were also explored. These included 

situational leadership, characteristics of effective high-

poverty schools, instructional leadership, and 

organizational climate. 
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CHAPTER 3 

METHODOLOGY 

This chapter outlines the design methods that were 

utilized in this study. The following sections are 

included: overview, research design, population sample, 

instrumentation, data collection procedures, data analysis 

procedures, limitations of the study, and summary. 

Overview 

In today's high-stakes educational arena, standards, 

accountability, and high achievement are the norm. 

Although equal expectations are in place for all students, 

meeting the standards is a more difficult task for those 

children who come from disadvantaged backgrounds. Emery and 

Trist (1965) spoke about the causal texture and contextual 

dependence of organizational environments. There is 

certainly a level of divergence in the environments of low 

and high-SES schools. Differences that are often 

associated with schools that operate in high-poverty 

environments include family mobility, attendance issues, a 

greater number of limited English proficient students, 

family stability, and access to community resources. Thus, 

the questions being posed relate to investigating the 

behaviors and leadership styles of elementary school 



principals in low-SES schools and comparing them with those 

of school leaders from more affluent settings. If 

differences can be identified, further study of the high-

poverty principalship from the perspective of leadership in 

this particular context would be significant and 

meaningful. 

Research Questions 

The following research questions guided this study: 

1. Do Southern Arizona elementary school principals 

in selected high- and low-SES schools differ with regard to 

principals' "telling" leadership style? 

2. Do Southern Arizona elementary school principals 

in selected high- and low-SES schools differ with regard to 

principals' "selling" leadership style? 

3. Do Southern Arizona elementary school principals 

in selected high- and low-SES schools differ with regard to 

principals' "participating" leadership style? 

4. Do Southern Arizona elementary school principals 

in selected high- and low-SES schools differ with regard to 

principals' "delegating" leadership style? 

5. Do Southern Arizona elementary school principals 

in selected high- and low-SES schools differ with regard to 

leadership style adaptability? 
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6. Is there a relationship between school and 

principal characteristics and the leadership styles of 

Southern Arizona elementary school principals? 

Pilot Study 

There are many advantages to conducting a pilot study 

prior to engaging in the full-scale research project. Borg 

and Gall (1989) described the following gains that may help 

to strengthen the scholarly study by conducting a pilot 

investigation: 

1. It permits preliminary testing of the hypotheses 

that leads to more precise hypotheses in the main study. 

2. It often provides ideas, approaches, and clues not 

foreseen prior to the pilot study. 

3. It permits a thorough check of the planned 

statistical and analytical procedures, thus allowing an 

appraisal of their adequacy in treating the data. 

4. It greatly reduces the number of treatment errors 

because unforeseen problems revealed in the pilot study may 

be overcome in redesigning the main study. 

5. It may save a major expenditure of time and money 

on the research project that will yield nothing. 
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6. In many pilot studies it is possible to get 

feedback from research subjects and other persons involved 

that leads to important improvements in the main study. 

7. In the pilot study, the research worker may try 

out a number of alternative measures, and then select those 

that produce the best results for the main study with some 

tentative evidence that they would be productive, (pp. 77-

78) 

A pilot study was conducted as part of this project 

(Valenzuela, 2002). This study involved three major 

components. First, the LEAD instrument was distributed to 

eight Southern Arizona elementary school principals. Four 

were from low-SES schools as described in this chapter, and 

four represented high-SES schools. The principals were 

from three Southern Arizona school districts. The document 

was color coded, so that SES was the only identifiable 

trait upon return of the instrument to the researcher. The 

data were scored by the researcher and analyzed using 

independent group t tests. Secondly, two principals from 

two different districts were interviewed using the 

interview questions from the qualitative component of this 

study. The purpose of was to gain insight about the 

questions' clarity and also to learn about the interview 
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protocol and process. Finally, the questions were shared 

with two assistant superintendents and a principal, two of 

whom completed doctorate degrees that incorporated similar 

qualitative methods. These individuals were asked to 

provide written feedback to the researcher regarding 

question clarity, conciseness, and correlation to the 

research questions. This was designed to refine the 

questions further. 

Significant refinements were made in the experimental 

focus and design as a result of conducting the pilot study. 

First, it was determined that the data collection could be 

done more efficiently by attending a scheduled principal's 

meeting, as opposed to mailing the survey. This yielded a 

high return rate in which all eligible participants in the 

five districts participated. Secondly, review of the 

process allowed the researcher to further develop the 

study. It was decided to attach a profile, which would 

request selected demographic information about each 

respondent and his/her school. This data was used to 

analyze contextual variables in relation to each of the 

four leadership styles as determined in the LEAD-SELF. The 

addition of this section helped to look at the study 

questions about the possible relationship between 
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environmental context and leadership style through a 

different perspective and approach. As a result of this 

change, the sixth research question was added which stated, 

"Is there a relationship between school and principal 

characteristics and the leadership styles of selected 

Southern Arizona elementary school principals?" The 

analysis with the Pearson Product Moment Correlation was 

incorporated. Finally, the pilot study impacted the 

qualitative portion of the study. The in-depth interview 

questions were modified based upon understandability and 

clarity, as perceived by the principals who participated in 

this part of the pilot study. The responses of the three 

evaluators that reviewed these in-depth interview questions 

further assisted in focus and refinement of the questions 

(Valenzuela, 2002). 

The pilot study served in numerous ways to strengthen 

the study foundations and operation. First, the data 

collection procedures were changed. It was decided that 

data would be gathered at a faculty meeting, instead of 

mailing out questionnaires. Since the sample size was 

initially relatively small (N = 47), any further reductions 

attributed to return rate would be would further hamper 

analytical validity and power. Second, the pilot study 



allowed for testing that the instruments and methods would 

operate as planned. The small-scale study also reinforced 

that the LEAD-SELF could be statistically analyzed as 

proposed. Third, pilot study helped to formalize the 

interview script and routine for the interviews and helped 

to establish consistency in protocol for this component. 

Additionally, there were question modifications that 

developed from the pilot study. For example, the initial 

interview questions number five and six looked as follows: 

5. What are 1-2 leadership practices that you 

feel have been effective in your school? 

What has our role been in the success of 

these initiatives? 

6. Can you talk about a new program or practice 

that was adopted at your school? What were 

the steps that you took to implement this 

change? 

After receiving feedback in the pilot study that those 

questions were too restrictive and guiding, the 

questions were synthesized into the following modified 

version: 



5. Can you tell me about a new school 

initiative or program that was led by you? 

What were the steps that you took to 

implement this new program or concept? 

Research Design 

The primary research design that was employed in this 

study was causal comparative. This is often referred to as 

ex post facto research. 

The causal-comparative method is aimed at the 

discovery of possible causes and effects of behavior 

patterns or personal characteristics by comparing 

subjects in whom this pattern or characteristic is 

present with similar subjects in which it is absent or 

present to a lesser degree. (Borg & Gall, 1989, p. 

537) 

Concerns about ex post facto research must be 

adequately addressed. It is difficult to establish 

causality based on the collected data because in research 

of a social or behavioral nature, it is very difficult to 

control for all of the potentially significant variables 

that might affect the outcome. These are sometimes called 
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confounding or disturbance variables (Jaccard & Becker, 

1997). 

The independent variable in this study was the 

percentage of economically disadvantaged students who were 

enrolled in the school. The dependent variables were the 

four leadership style categories as identified by the 

Leadership Effectiveness and Adaptability Description 

(LEAD) instrument: telling, selling, participating, and 

delegating (Hersey & Blanchard, 1979). 

The study compared subjects and utilized independent 

groups t tests to analyze possible significant differences 

in means. An omega-squared test was be done to determine 

the strength of the relationship for the independent 

variables. 

Other Contextual Variables 

The primary contextual variable that was investigated 

in this study was socioeconomic status in the principal's 

school community. However, after conducting a detailed 

pilot study, it was decided to incorporate other variables 

related to the principal's personal profile and additional 

environmental factors that were present in his/her 

community (Valenzuela, 2002). 
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Even though these variables were not the primary focus 

of the research questions, there has been suggestion that 

environment and social context are significant 

considerations in analyzing educational processes (Brown 

et. al., 1989; Salomon & Perkins, 1997). It was hoped that 

this expanded study would provide a deeper understanding 

and further investigate possible relationships between the 

principal and school context and each of the four 

leadership styles. 

Eight descriptive variables were selected as 

representative of principal and school characteristics. 

They were also selected due to the relative ease of 

soliciting this information from the study participants at 

the time of data collection. The information that was 

requested from the individual principals was age, gender, 

years of experience as an elementary school principal, and 

years of service at the current school. This data was used 

to investigate potentially significant trends in leadership 

style related to unique attributes of the principal. The 

requested responses related to the school environment were 

free and reduced program percentages, student enrollment, 

percentage of students from ethnic minority groups, and 

size of the school. This information was used to study 



possible relationships between representative factors to 

the specific work environment and each of the leadership 

styles. Furthermore, one of the requested pieces of 

information was the percentage of students who participated 

in the free and reduced meal program. This criterion was 

used to separate data groups into the respective categories 

of high- and low-SES in the first part of the study. This 

additional method allowed for investigation of the 

potential impact of socioeconomic status on leadership 

style through a different methodological lens. 

Pearson Product Moment Correlation 

A Pearson Product Moment Correlation was also utilized 

in this study. The purpose of this analysis was to 

determine the extent of relationship between variables 

(Jaccard & Becker, 1997). In utilizing this methodology, 

the researcher further investigated the topic of contextual 

variables and how they might be related to the principal's 

leadership style and adaptability, as defined by the LEAD-

SELF instrument. One of the variables was the relationship 

between socioeconomic status and number of responses for 

each leadership style. This allowed for the research 

questions to be evaluated through a different 

methodological lens. It provided meaningful data related to 



the same research questions. The inclusion of other 

contextual variables besides community socioeconomic status 

provided data regarding the nature of leadership style and 

its relationship to other environmentally based variables. 

District Profiles 

The five districts that participated in this study 

represented a diverse range in regards to demographics. 

District A is a K-12 unified school district that is 

located in a small town along the international border. 

The student enrollment is approximately 6400. The district 

has six elementary schools, two middle schools, and a high 

school. Additionally, it has a special needs preschool and 

Head Start program. All of the schools receive federal 

funds under the Title I program. Over 80% of the students 

qualify for free or reduced meals under the federal meal 

program. Ninety-six percent of the student population is 

from an ethnic minority group, primarily Hispanic. 

District B is located in an urban area of 750,000 

people. The community served by this district is largely 

blue-collar and has a large minority population. It serves 

approximately 15,000 students, of which 90% are ethnic 

minorities. The district contains 13 elementary schools, 

four middle schools, and two high schools. They also have 



an alternative high school and preschool program. 

Approximately 75% of the students participate in the free 

and reduced meal program. All of the district's elementary 

schools are designated as Title I schools. The district 

encompasses 100 square miles and there is still significant 

room for further residential development and growth. 

District C is a large unified district that contains 

wide diversity in its demographic profile. Parts of the 

district boundaries are located in an urban area of a large 

city of approximately 750,000. However, other students 

reside in small, generally affluent suburban town. It has 

11 elementary schools, two K-8 schools, three middle 

schools, three high schools, a center for students with 

special needs, and two alternative programs for at-risk 

students. The district serves over 16,000 students. Only 

five of its 11 elementary schools qualify as Title I 

schools. This designation is based on the socioeconomic 

level in the school community. District C covers 109 square 

miles. One of the elementary schools, a K-8 school, and a 

high school have all been constructed within the last ten 

years. There is a definite contrast in socioeconomic 

context of the community within the district from one 
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geographic end to the other. The current percentage of 

students from ethnic minority groups is 37%. 

District D is a relatively small school organization 

of 6000 students. It covers 13 square miles in a lower-

and middle-class section of a large metropolitan area. The 

district consists of six elementary schools, one junior 

high school, one high school and two alternative education 

programs. Additionally, the district has two preschool 

programs and Head Start sites at three locations. Overall, 

62% of students qualify for the free and reduced meal 

program and approximately 40% of the attendees belong to 

ethnic minority groups. Five of the schools participate in 

the federal Title I program. The district is located in a 

relatively low industrial base area and has a relatively 

high concentration of mobile home parks and apartments. 

Despite a challenging demographic situation, the district 

enjoys a long tradition of community support, as evidenced 

by multiple strong passages of override and bond elections 

in recent years. All schools in this district have been 

state and nationally recognized and many individual 

employees have received prestigious awards for excellence. 

District E has an internal contrast in demographics. 

Approximately one-half of the geographic area and school 
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sites are located in a middle- and upper-middle class 

suburban area near the same metropolitan area as the 

majority of the other participating districts. The other 

section is a largely rural area where farming and 

agriculture are major parts of the community. District E 

enrolls 12,000 students and has room for continued growth. 

It has built two new schools in the last ten years. The 

school organization is composed of 11 elementary schools, 

two middle schools, and two high schools. Furthermore, 

there are six preschools and two alternative schools. The 

district has an average free and reduced lunch count of 34% 

and there are five elementary schools that are designated 

as Title I schools. District E is spread out over a 

relatively large geographic area of 550 square miles. 

Profile of Participants 

Forty-seven elementary school principals (36% male, 

64% female) who worked in Southern Arizona public school 

districts participated in the study. Four of the districts 

were from a rather large metropolitan area, and the fifth 

was from a small city along the international border. 

Their ages ranged from 30-59 years (M = 45.85, SD = 6.71). 

Their experience levels varied from 1 to 26 years (M = 

6.17, SD = 5.66) with 1 to 15 years in their current 



schools (M = 4.10, SD = 3.30). The enrollment sizes of 

their current schools ranged from 270 to 1500 students (M = 

607.06, SD = 194.33), and the percentage of minority-

student enrollment ranged from 6 to 99.8 (M = 53.72, SD = 

32.94). Percentage of students who qualified for the 

federal food and nutrition program varied from 3 to 98.9 (M 

= 59.3, SD = 31.95). Additional data regarding the profile 

of participants within the specific independent variable of 

socioeconomic status of the principal's school community 

were collected (see Table 1). For purpose of this study, 

schools with greater than or equal to 50% of students who 

qualify for the free/reduced program (F/R) were classified 

as low socioeconomic (SES) schools. Likewise, those 

schools with less than 50% were identified as high SES. 

Population Sample 

The target population was elementary school principals 

in five Southern Arizona districts and their leadership 

styles. Data regarding other variables (correlated with the 

leadership style), such as ethnic diversity in school 

population, years of service as a principal, gender, school 

enrollment size, age, and years at the school, were also 

collected. 
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Table 1 

Demographic Profile of Study Participants 

High SES Low SES Total 
Demographics M SD M SD M SD 

Age 46.7 6.34 45.2 6.99 45.9 6.71 

Enrollment 677.5 258.3 559.3 118.3 607.1 194.3 

F/R 24.7 14.91 82.9 13.10 59.4 31.96 

Minority 
Enrollment 

25.9 19.49 72.6 26.15 53.72 31.95 

Yrs. As 
Principal 

7.5 7.23 5.3 4.20 6.17 5.70 

Yrs. At 
School 

4.1 3.34 4.1 3.33 4.1 3.30 

note. No. schools in high SES = 19, in low SES = 28 

The LEAD-SELF (Hersey & Blanchard, 197 9) was 

voluntarily administered to the elementary school 

principals in the selected school districts (N = 47). This 

12-question, multiple-choice, self-administered instrument 

was designed to identify a principal's relative preferences 

toward various leadership styles. It also measured the 

respondent's adaptability to other leadership styles as 

warranted by the specific situation. 
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Instrumentation 

Hersey and Blanchard (1993) suggested that leadership 

is situational and dependent upon the specific context in 

which one finds himself/herself. They reported that there 

is no one best style of leadership. This conceptual 

framework is a derivative of previous work in the area of 

contingency theory, such as the studies of Fiedler (1967) 

and the Ohio State University studies by Halpin and Winer 

(1952) . These studies divide leadership behavior into two 

basic dimensions, initiating structure and consideration. 

The LEAD-SELF (Hersey & Blanchard, 1979) had in its premise 

that leadership is situational in nature. Leaders adjust 

to the nature of a given context and employ the appropriate 

combination of direction and support to address the needs 

of the followers effectively. Because it was designed to 

identify primary leadership style and adaptability in the 

respondent, the LEAD-SELF is an appropriate instrument to 

differentiate between possible differences in school 

building leaders based on a proposed hypothesis that 

suggests possible differences in leadership behaviors and 

style based on environmental factors related to the poverty 

level of the principal's school community. 
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Development of the LEAD-SELF 

The LEAD-SELF was developed after extensive study of 

over 20,000 leadership events from 14 different cultures. 

It included approximately 2,000 interviews of middle 

managers from industry and education (Greene, 1980). It was 

standardized based upon responses (N = 264) in two 

administrations over a six-week interval (Greene, 1980). 

The coefficients of all 12 of the questions were 

significant at the .05 level, and 11 were significant at 

the .01 level. The LEAD-SELF scores remained relatively 

stable across time, and the user may rely upon the results 

as consistent measures (Greene, 1980). This validity study 

included determination of correlations with the variables 

of sex, age, years of experience, degree, and management 

level. The relationship with these variables was low, 

indicating relative independence of the scales with respect 

to these criteria. The LEAD-SELF instrument contains 12 

multiple-choice questions, and the participant selects 

his/her preferred action given a specific situational 

scenario. Each principal's responses were analyzed to 

determine the number of choices that corresponded to each 

specific leadership style. Arithmetic means and potential 

differences were calculated. Hersey (1989) determined that 
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at least two responses for a given quadrant were needed to 

suggest a significant orientation for that particular 

style. The mean number of responses for each leadership 

style was compared using independent groups t tests. The 

strength of the relationship was assessed by utilizing an 

omega-squared test. 

Data Collection Procedures 

Each of the five participating districts was contacted 

by the researcher via the superintendent and/or local 

Department of Research and informed about the goals and 

contents of the proposed study. Upon official approval, the 

researcher scheduled a time to administer the instrument to 

respondents in each district. This task was accomplished 

during regularly scheduled principals' meetings. An 

overview of the study's purpose and goals was presented to 

all participants, and a written summary was given to each 

person. The researcher explained all of the steps in the 

completion protocol. This included anonymously completing 

the cover sheet with information such as percentage of 

free/reduced lunches, gender, years as a principal, ethnic 

minority representation in the student body, age and school 

enrollment. Participants were asked to complete the LEAD-

SELF (Hersey & Blanchard, 1979) and attach the cover sheet 



with a paper clip prior to submitting it. A designated 

representative from the group was asked to collect the 

completed documents, place them in a large envelope, seal 

them, and return them to the researcher. This assisted in 

making participation in the study anonymous and helped to 

preserve human subject confidentiality. A gesture of 

appreciation was extended in form of a raffle ticket for 

all participants. A monetary cash prize of $25.00 was 

awarded at each site. 

Data Analysis Procedures 

Independent Groups t Test 

The data that were collected were analyzed by 

independent groups t tests, an approach appropriate for the 

study. The following criteria for use of independent 

groups t tests applied (Jaccard & Becker, 1997): 

1. The dependent variable is quantitative and is 

measured on a level that approximates interval 

characteristics. 

2. The independent variable is between subjects in 

nature. 

3. The independent variable has two and only two 

levels. 

Some assumptions of the independent groups t tests were 



that samples were independently selected, there was a 

normal distribution, and there were equal variances between 

the two groups. The t test has been found to be robust to 

violations in these assumptions, even for sample sizes as 

small as 15 per group and differences in population 

variances that are as large as four times different 

(Jaccard and Becker, 1997). However, the robustness was 

heavily favored when sample sizes are equal. 

Next, the strength of the relationship was determined. 

Omega-squared was utilized to determine the proportion of 

variability, if any, which was associated with the 

independent variable. Omega-squared was calculated with 

both significant and non-significant results because 

meaningful differences that might reject the null 

hypothesis might not be discovered due to other factors 

that might affect power, such as sample size or alpha 

level. 

Pearson Product Moment Correlation 

The Pearson Product Moment Correlation was applicable 

under these conditions, which were present to a significant 

degree in this study: 
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1. Both variables are quantitative in nature and are 

measured on a level that at least approximates interval 

characteristics. 

2. The two variables are measured on the same 

individuals. 

3. The observations on 'each variable are between-

subjects in nature (Jaccard & Becker, 1997, p. 392) 

The r values were reported in a table of coefficients 

comparing each variable with the learning styles and 

adaptability. The p value was determined and is reported. 

Finally, the strength of the relationship was determined 

using r^. 

Extended Qualitative Analysis 

To add further depth, meaning, and richness to the 

study, a component involving qualitative methods was 

utilized. The reason for doing this was twofold. First, 

the phenomena being studied were in a unique social 

setting. The researcher was trying to gather a greater 

understanding about an area of study that involved human 

behavior and beliefs. Qualitative methods are well suited 

to this type of study (Taylor & Bogdan, 1975). Second, 

qualitative research seeks to gain a more in-depth 
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understanding of the topic from the perspective of the 

respondent(s) (Taylor & Bogdan, 1975). 

Bogdan and Bilken (1982) described the following 

fundamental steps in employing the constant comparative 

method: 

1. Collection of data 

2. Comparison of the key issues, events and themes 

that are identified. 

3. Data are integrated, categorized and used to bring 

emerging concepts and themes into focus. 

It is important to emphasize that the qualitative 

component of the study was designed to probe and enrich the 

aims and targeted questions of the study. It was designed 

to integrate a personal and tangible component to the more 

scientific quantitative methods that guided the empirical 

study of the research questions. However, it was not 

analyzed and interpreted in a manner that implied that it 

was aimed at addressing any specific research questions 

based upon the merit of this component alone. 

The In-Depth Interview Technique 

This particular study utilized the in-depth interview 

technique. This is a valid and accepted method for 

conducting qualitative research (Bogdan & Bilken, 1982). 



Mason (1996) stated the following rationale for 

choosing this approach: 

1. Your ontological position suggests that 

people's knowledge, views, understanding, interpretations, 

experiences, and interactions are meaningful properties of 

the social reality, which your research questions are 

designed to explore. 

2. Your epistemological position suggests that a 

legitimate way to generate data on these ontological 

properties is to interact with people. 

3. Your view of the ways in which social 

explanations can be constructed lays emphasis on depth, 

complexity, and roundedness in data, rather that just on 

the kind of broad surveys of surface patterns which, for 

example, questionnaires might provide. 

4. The data you want may not be easily available 

in another form. 

Meaningful data that provided richer, personal 

insights into the area of study were retrieved by 

interacting personally with people. 

Participant Profile 

The participants in this part of the study were three 

men and two women. They ranged in age from 35 to 52 years 



(M = 45) and in years of experience from 2 to 15 years (M = 

7.8). Three of the subjects are principals in schools that 

were classified as low-SES, and two were in the high-SES 

group. Specific profiles for each person are shown in 

Table 13. The principals were labeled as Principal 1 (PI), 

Principal 2 (P2), Principal 3 (P3), Principal 4 (P4), and 

Principal 5 (P5). 

Table 13 

Participant Profiles for In-Depth Interviews 

Minority Years as 
Age Gender Ethnicity F/R population principal 

PI 35 F Anglo 95 99 2 

P2 44 M Hispanic 90 95 2 

P3 52 M Anglo 80 51 9 

P4 47 F Anglo 41 30 15 

P5 47 M Italian 32 21 10 

Qualitative Data Collection Process 

One principal from each of the participating districts 

was selected for an in-depth interview by the researcher. 

Two of the interview participants were from schools that 

were defined as serving low-socioeconomic communities. 



upon identification as a potential subject, the principal 

was personally contacted via phone. The goals and aims of 

the study were outlined, and he/she was assured that no 

personally identifiable information would be shared. In 

addition, a written statement of confidentiality was made. 

Upon acceptance, the participating principal was scheduled 

for a one-hour interview. The interview, which took place 

in his/her office, was recorded by hand using written 

script and taking field notes. Prior to the meeting, a 

reminder letter was sent to thank the individual for 

participating in this part of the study, confirm the 

time/date of the interview, and outline the general areas 

of questioning. 

Upon completion of the interviews, the notes were 

analyzed and a general collective review was initiated. A 

filing system of categorization was established to sort 

data into emerging categories and themes. As transcripts 

were dissected and reviewed, regularities and patterns were 

noted, as well as topics and sample responses that 

represented these patterns. This is a standard qualitative 

practice (Bogdan & Bilken, 1982). Included in the results 

is a presentation of categories and sample responses for 

the emerging themes. 
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In-Depth Interview Questions 

The questions that follow guided the interview phase 

of this study. There was an extensive review of these 

questions, and a complete pilot study was conducted to help 

ensure the highest level of significance and validity. 

First, an expert panel was consulted. All of the reviewers 

of the questions possessed doctoral degrees and two of them 

had completed doctoral dissertations that employed 

exclusively the qualitative methodology that was being 

utilized in this study. Two of the reviewers were 

assistant superintendents, and the other was a school 

principal. They were asked to review the questions and 

provide feedback and suggestions for refinement with regard 

to clarity, conciseness, and correlation to the research 

questions (Valenzuela, 2002). 

1. How is your leadership style shaped by your school 

community? 

2. How does the socioeconomic environment of your 

school community affect your style of leadership? 

3. How do you decide to take a directive or 

supportive role? 

4. What do you believe are some keys to school 

effectiveness? 
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5. Can you tell me about a new school initiative or 

program that you led, and describe the steps that you took 

to implement this new program or concept? 

6. What does instructional leadership mean to you? 

How do you put this into practice? 

7. As a principal, what kind of school climate do you 

strive to create? How do you achieve this outcome? 

8. In today's demanding times, the principalship is, 

perhaps, more challenging than ever. Talk a about what 

motivates you to keep working as an elementary school 

principal. 

Relationship Between Methods 

Quantitative and qualitative methods are distinct 

approaches, which provide uniquely distinct and meaningful 

information to the researcher. They are based on different 

investigative approaches. Borg and Gall (1989) explained 

that quantitative methods are based on collecting evidence 

that supports or refutes a claim. It is based on objective 

observation and statistical relationships. In contrast, 

qualitative methods are holistic, subjective, and more 

accepting of value-based interpretation (Lincoln & Cuba, 

1985). They are effective methods when human behavior. 



beliefs and personal understanding are significant factors 

(Taylor & Bogdan, 1975). 

This study included elements of both methods. There 

was a desire and ability to statistically analyze the topic 

of interest. However, the human element of leadership and 

benefit of probing the personal component of the research 

questions was also meaningful. The mixed design allowed 

the problem to be viewed through different methodological 

lenses. Furthermore, the analytical structure allowed for 

the results to be compared across the different approaches. 

Limitations 

Kerlinger (1973) addressed the characteristics of ex 

post facto research and its limitations: 

Ex post facto research is systematic empirical 

inquiry in which the scientist does not have 

direct control of the independent variables 

because their manifestations have already 

occurred or because they are inherently not 

manipulable. Inferences about relations among 

variables are made, without direct interventions 

from concomitant variation of the independent and 

dependent variables, (p. 37 9) 

The limitations of ex post facto research 
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relate to one general inherent weakness, lack of control 

of the independent variable. The researcher is generally 

unable to manipulate the independent variable to the extent 

that all disturbance and confounding possibilities are 

appropriately controlled for, as they can be in a full 

experimental design. Thus, there is an inherent risk of 

improper interpretation (Kerlinger, 1973). However, in 

this particular study, the purpose was to investigate 

possible differences in leadership style in principals from 

different school contexts based upon community SES. In the 

end, one never proves a substantive hypothesis in the 

ultimate sense of proof. One only gains support for it, an 

increment of confidence in it (Charters, 1992). 

Some additional possible limitations of the study are 

1. The study involved five school districts in 

Southern Arizona. Thus, its generalizability to other 

school environments or communities is limited. 

2. This study focused only on the leaders' 

perceptions. This is valid only in terms of that 

perception being an actual representation of reality. 

3. The validity of this study was dependent upon the 

validity of the LEAD-SELF instrument in identifying 
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individual leadership style and preferences in given 

situations. 

4. This study assumed that respondents would answer in 

a truthful and honest manner. The truthfulness of 

responses was another potentially limiting factor. 

5. It was assumed that the LEAD-SELF data approximates 

interval-level characteristics. 

6. The in-depth interview process was, in and of 

itself, a limited contact experience, and other data 

sources were necessary to gain a more complete picture of 

the principals' practices. 

7. This study did not include other researchers to 

confirm the reliability of the coding categories that 

emerged from the interviews. 

8. The in-depth interview questions were limited by 

the extent to which they were congruent with the questions 

of study regarding leadership style and possible 

differences based upon socioeconomic context of the 

elementary school. 

9. The participating districts were selected as 

representative of the target population, elementary school 

principals from Southern Arizona. However, the study was 

limited by the fact that all Southern Arizona districts 
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were not represented in the study and that selection was 

not random. 

Summary 

This chapter provided a summary and rationale for the 

methods that were utilized in this study. The study 

investigated elementary school principals' responses on the 

LEAD-SELF instrument, which was developed by Hersey and 

Blanchard - (1979) and is designed to assess an individual's 

particular leadership style. The independent variable was 

the socioeconomic context of the principal's school 

community. The dependent variable was the principal's 

numerical responses for each of the four leadership style 

categories, telling, selling, participating, and 

delegating. It also included the principal's response on 

the adaptability rating. The results of the survey were 

analyzed using independent groups t tests for each 

leadership style. Omega-squared calculations were done to 

assess the strength of the relationship. A Pearson Product 

Moment Correlation was conducted to investigate further 

possible relationships between principal and school 

characteristics and the different leadership styles. The 

in-depth interview technique was utilized to explore, 

expand, and personalize the leadership ideas that were 
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studied. Possible limitations of this study method were 

discussed. 
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CHAPTER 4 

PRESENTATION OF DATA AND DATA ANALYSIS 

In the current era of high-stakes testing and student 

accountability, it is more critical than ever to create 

effective schools where all students can achieve at a high 

level. However, many children come to school with a 

disadvantage. Their experiential and personal backgrounds 

have historically been affiliated with lower levels of 

success in the traditional school. There has been 

extensive research regarding the effect of the school 

principal in shaping the conditions that will help to 

foster the highest levels of student success (Sergiovanni, 

1991; Abrams, 1998; Peterson & Lezotte, 1991). Previous 

research (Edmonds, 1978; Weber, 1971) has offered insight 

into the possible relationship between contextual variables 

and principal leadership style. 

The purpose of this study was to investigate possible 

differences in the leadership styles of elementary school 

principals from five school districts in Southern Arizona 

based on the variable of socioeconomic differences in the 

school community where the respective principals worked. 

Additionally, relationships among leadership style and 

other contextual variables were investigated. These 
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relationships were tested using independent group t tests 

and Pearson Product Moment Correlations. Statistical 

significance for these tests was recognized at the p < .05 

level. In-depth interviews with selected participants were 

also used to probe the topic further and gain greater 

depth, texture, and meaning to the study. 

This chapter includes a profile of the participants, a 

description of the data analysis process, results of the 

data analysis, a brief interpretation of the data for each 

research question, and a summary. 

Findings 

Research Question 1 

Do Southern Arizona elementary school principals in 

selected high- and low-SES schools differ with regard to 

principals' "telling" leadership style? 

Participants were asked to complete the LEAD-SELF 

(Hersey & Blanchard, 197 9) leadership style instrument. 

This provides 12 simple scenarios the respondent must 

analyze and choose one of four possible actions. The 

actions represent each of the four situational leadership 

styles as developed by Hersey and Blanchard (1979). The 

mean number of responses in each category were calculated 
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and analyzed for statistical significance using independent 

group t tests. 

There were no significant differences between 

principals in high- and low-SES schools, t = 1.10, p = .278 

(see Table 2). 

The data suggested that principals in the five 

districts did not have significantly different average 

number of responses in the telling leadership style. This 

style involves a high level of directive behavior and a low 

level of supportive behavior. The directing behavior 

involves more task-oriented focus and the supportive part 

involves more of a consideration or relationship emphasis. 

Table 2 

Comparison of High- and Low-SES Principals Leadership Style 

With Regard to the Telling Leadership Style 

Low SES High SES 

N M SD N M SD t p 

19 1.5 1.12 27 1.9 1.17 1.10 .278 
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Research Question 2 

Do Southern Arizona elementary school principals in 

selected high- and low-SES schools differ with regard to 

principals' "selling" leadership style? 

The LEAD-SELF was administered to elementary school 

principals from five school districts in Southern Arizona. 

The number of responses in each of four categories 

indicated the participant's preferred leadership styles and 

ability to adapt to situations that have varied levels of 

follower development as defined by the level of competence 

and commitment. The responses were analyzed for 

statistically significant differences in the mean using an 

independent group t test. 

The data revealed that there was no statistically 

significant difference between the high- and low-SES 

principals, t = .112, p = .864. However, the selling 

leadership style was the second strongest leadership style 

in terms of number of overall responses for the high- and 

low-SES principals, respectively (see Table 3). According 

to Hersey and Blanchard (1993), a minimum of three 

responses is required to suggest flexibility toward a 

style. 
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The data suggested that socioeconomic context was not 

associated with differences in the selling leadership style 

for this sample. 

Table 3 

Comparison of High and Low SES Principals Leadership Style 

With Regard to the Selling Leadership Style 

Low SES High SES 
N M SD N M SD t p 

19 4.8 1.98 27 4.9 1.33 .17 .864 

Research Question 3 

Do Southern Arizona elementary school principals in 

selected high- and low-SES schools differ with regard to 

principals' "participating" leadership style? 

The data from the administration of the LEAD-SELF 

(Hersey & Blanchard, 1979) was analyzed for mean number of 

responses in the participating category. This quadrant 

represents leadership behavior that involves a relatively 

low level of directive, task-oriented behavior, but has a 

high level of consideration, relationship-focused action. 
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Once again, the independent groups t test was used for the 

analysis. 

The data revealed that there was no statistically 

significant difference in participating leadership style 

between the mean number of responses of high- and low-SES 

principals, t = .810, p = .423 (see Table 4). 

Although there was not a statistically significant 

relationship between the participating leadership style and 

principals' socioeconomic environment, the data did provide 

meaningful information. Participating style had the 

highest number of mean responses. 

Table 4 

Comparison of High and Low SES Principals Leadership Style 

With Regard to the Participating Leadership Style 

Low SES High SES 
N M SD N M SD t p 

19 5.2 2.04 27 4.8 1.27 .810 .423 

In fact, the two styles (selling and participating) 

that involve the higher levels of relationship orientation 

were significantly higher for both experimental groups. 

Furthermore, these results were parallel to those of 
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Richter (2000), who utilized the same instrument for a 

similar study of exemplary principals in Texas. 

Research Question 4 

Do Southern Arizona elementary school principals in 

selected high- and low-SES schools differ with regard to 

principals' "delegating" leadership style? 

The delegating quadrant of the described 

administration of the LEAD-SELF (Hersey & Blanchard, 1979) 

was analyzed for possible differences in mean number of 

responses in high- and low- SES Southern Arizona elementary 

school principals. An independent group t test was 

conducted to investigate this question. 

The data showed that there was no statistically 

significant difference in the mean number of responses in 

the delegating style between high- and low- SES elementary 

school principals, t = .066, p = .948 (see Table 5). 

The data implied that there was virtually no 

difference in the average number of responses between high-

and low SES elementary school principals. Furthermore, it 

is suggested that the delegating leadership style does not 

appear to be utilized to any meaningful level among the 

participants in the study, regardless of the socioeconomic 

context of their school community. 
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Table 5 

Comparison of High and Low SES Principals Leadership Style 

With Regard to the Delegating Leadership Style 

Low SES High SES 
N M SD N M SD t p 

19 .42 .69 27 .40 .69 .066 .948 

Research Question 5 

Do Southern Arizona elementary school principals in 

selected high- and low-SES schools differ with regard to 

leadership style adaptability? 

The Center for Leadership Studies (2000) developed a 

scale to measure style adaptability. This scale measures 

the degree to which the respondent completing the LEAD-SELF 

(Hersey & Blanchard, 1979) is able to vary his/her 

leadership style appropriately to the readiness level of a 

follower in a specific situation. For each of the 12 

situations, the four alternative choices are given a 

numerical rank-order from most appropriate match of 

response with developmental level of the follower and 

situation (3) to least compatible match with that 
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particular situation (0). The responses to each question 

are added together for a total score. The score falls into 

a general range of adaptability from high to low (Center 

for Leadership Studies, 2000) (see Table 6). This process 

was part of the development of the LEAD-SELF instrument as 

described by Greene (1980). 

The adaptability scores were calculated for all of the 

respondents after they completed the LEAD-SELF. The mean 

style adaptability scores were analyzed for statistical 

significance utilizing an independent group t test. 

Table 6 

Style Ranges for Adaptability in the LEAD-SELF 

Range Meaning 

30-36 Scores in this range indicate a leader with 
a high degree of adaptability. The leader 
accurately diagnoses the ability and 
willingness of the follower for the 
situation and adjusts accordingly. 

24-29 This range reflects a moderate degree of 
adaptability. Scores in this range usually 
indicate a pronounced primary leadership 
style with less flexibility into secondary 
styles. 

0-23 Adaptability scores less than 23 indicate a 
need for self development to improve both 
the ability to diagnose task readiness and 
to use appropriate leader behaviors. 
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Once again, the independent variable was the socioeconomic 

context (high/low) of the elementary principals' school 

community. 

The data revealed that there was no statistically 

significant difference in the style adaptability means of 

high- and low-SES principals who participated in this 

study, t = .167, p = .868. Furthermore, the data showed 

that both groups on average demonstrated a moderate degree 

of style adaptability (see Table 7). 

This information suggested that there does not appear 

to be significant variance in the ability of these selected 

elementary school principals to adapt their styles to meet 

the needs of the situation. Regardless of socioeconomic 

context, the data implied that style adaptability of the 

two groups was very similar and that both groups were in 

the moderate range. 

Ejcperlmental Effect. 

There were no statistically significant differences 

between the means of high- and low-SES principals regarding 

the four leadership styles identified in the LEAD-SELF 

(Hersey & Blanchard, 1979) instrument or style 

adaptability. 
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Table 7 

Comparison of Low- and High-SES Selected Elementary School 

Principals With Regard to Leadership Style Adaptability 

Low SES High SES 
N M SD N M SD t P 

19 26. 3 2.33 27 26.4 2.72 .167 .868 

However, an omega-squared {]/) test was done to assess 

the magnitude of experimental effect (see Table 8). This 

test considers other related variables and minimizes the 

possibility of Type 2 errors that might have been due other 

factors, such as sample size. 

The data suggested an almost negligible effect and 

implied that virtually none of the dependent variability 

was explained by the differences in socioeconomic status. 

Research Question 6 

Is there a relationship between school and principal 

characteristics and the leadership styles of selected 

Southern Arizona elementary school principals? 

One of the major aims of this study was to investigate 

whether variables related to the principal's school 

environment were related to his/her leadership style, 
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Table 8 

Experimental Effect for Principal Leadership Styles and 

Adaptability 

Style Omega Squared (w^; 

Telling .004 

Selling .002 

Participating .008 

Delegating .022 

Adaptability .002 

according to the LEAD-SELF instrument. To investigate this 

possibility further, each participating principal was asked 

to provide information about himself/herself and the 

respective school community. This information included 

percentage of students at the school who participated in 

the free/reduced meal program, percentage of ethnic 

minority students, school enrollment, age, gender, years 

experience as an elementary principal, and years as a 

principal at the current school. A Pearson Product Moment 

Correlation was conducted between the above stated 
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contextual variables and each of the four leadership 

styles. The strength of the relationship was also 

determined by calculating the coefficient of determination 

(r^) . 

The data revealed that there was no statistically 

significant relationship between the telling leadership 

style and percentage of students on the free/reduced meal 

program (r = .15, p = .331), percentage of minority 

students (r = .21, p = .156), enrollment (r = - .06, p = 

.693), principal's age (r = - .08, p = .610), gender (r = -

.09, p = .570), years as a principal (r = .25, p = .098), 

or years of service at the same school (r = .00, p = .989) 

(see Table 9). 

The data suggested that there was no statistically 

significant relationship between the stated contextual 

variables and the telling leadership style. It appears that 

the tendency toward principal identification of this style 

was largely independent of the analyzed attributes of the 

principal and his/her school. It also appears that there 

was very little shared variance between these 

relationships. 

The data revealed that there was no statistically 

significant relationship between the selling leadership 
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Table 9 

Correlations of the Telling Leadership Style and Contextual 

Variables Related to the Principal and School Environment 

Variable r r^ P 

Free/reduced .15 .02 .331 

Percentage minority .21 .04 .156 

Enrollment - .06 A
 o
 

.693 

Age - .08 .01 . 610 

Gender - .09 .01 .570 

Yrs. as principal .25 .06 .098 

Yrs. at school 

o
 
o
 

*—1 o
 

V
 .989 

style and percentage of students on the free/reduced meal 

program (r = - .05, p = .737), percentage of minority 

students (r = .02, p = .873), enrollment (r = - .14, p = 

.365), principal's age (r = -.09, p = .556), gender (r = -

.22, p = .138), years as a principal (r = - .04, p = .812), 

or years of service at the same school (r = - .04, p = 

.827) (see Table 10). 

The data suggested that there is no statistically 

significant relationship between the identified contextual 

variables about the principals and their schools with the 
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selling leadership style. There is virtually no significant 

shared variance with any of these variables. 

The data revealed that there was no statistically 

significant relationship between the participating 

leadership style and percentage of students on the 

Table 10 

Correlations of the Selling Leadership Style and Contextual 

Variables Related to the Principal and School Environment 

Variable r r^ P 

Free/reduced - .05 A
 

O
 

.737 

Percentage minority .02 

1—1 O
 

V
 .873 

Enrollment - .14 .02 .365 

Age - .09 .01 .556 

Gender - .22 .05 .138 

Years as Principal - .04 A
 • o
 

.812 

Years at School - .03 A
 

O
 

.827 

free/reduced meal program (r = - .04, p = .808), percentage 

of minority students 

1—1 • 1 11 u
 p = .341), enrollment (r = 

.035, p = .816), age (r = .04, p = .782) , gender (r = .24, 

p = .106), years as a principal (r = - . 11, p = .459), and 
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years of service at the same school (r = - .04, p = .778) 

(see Table 11). 

Table 11 

Correlations of the Participating Leadership Style and 

Contextual Variables Related to the Principal and School 

Environment 

Variable r r2 P 

Free/reduced - .04 < .01 .808 

Percentage minority - .14 .02 .341 

Enrollment .04 < .01 .816 

Age .04 < .01 .782 

Gender .24 .06 .106 

Years as principal -.11 .01 .459 

Years at school -.04 < .01 .778 

These data suggested that a tendency to the 

participating leadership style was not significantly 

related to the contextual variables that were analyzed. 

This leadership style appears to have minimal correlation 

to these factors, as defined by the parameters of this 

study. These generally small correlation values 
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corresponded to a virtually non-existent level of shared 

variance in most every case. 

The data revealed that there was no significant 

correlation between the delegating leadership style and 

percentage of students on the free/reduced meal program (r 

= - .01, p = .962), percentage of minority students (r = -

.04, p = .797), age (r = .22, p = .143), gender (r = .07, p 

= .654), years as a principal (r = - .04, p = .818), or 

years at the current school (r = .21, p = .170). A 

statistically significant correlation between the 

delegating leadership style and school enrollment (r = .31, 

p = .040) was found (see Table 12). 

It appears that principals of schools with higher 

student enrollment were more likely to employ the 

delegating leadership style. The variables of age and 

years at the school also seemed to be positively related to 

tendency toward the delegating style, although they were 

not statistically significant. However, the mean number of 

responses for the delegating style in high-SES (M = .41, SD 

= .69) and low-SES schools (M = .42, SD = .69) was very 

low. According to Hersey (1989), a minimum of two responses 

is required to indicate a level of significant orientation 

toward a particular leadership style. 
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Table 12 

Correlations of the Delegating Leadership Style and 

Contextual Variables Related to the Principal and School 

Environment 

Variable r r^ P 

Free/reduced - .01 < .01 .962 

Percentage minority 
O
 1 < .01 .797 

Enrollment .31* .10 .040 

Age .22 .05 .143 

Gender .07 < .01 .068 

Years as principal 

o
 • 1 < .01 .818 

Years at School .21 .04 .170 

Note. •*? < .05 

Additional Findings 

The data revealed a statistically significant 

relationship between the percentage of students 

participating in the free/reduced meal program and the 

school enrollment (r = - .338, p = .020). There was also a 

statistically significant relationship between the 

percentage of minority students and the percentage of 
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students on the free/reduced meal program (r = .829, p < 

.001). 

The data suggested that schools with larger numbers of 

students from high-poverty communities tended to be smaller 

in number of enrolled students. Additionally, there was a 

strong correlation between the number of minority students 

and the level of poverty in the school community, as 

defined by participation in the free/reduced meal program. 

In-Depth Interviews 

The purpose of the qualitative portion of this study 

was to provide additional meaning, depth, and texture to 

the quantitative component. The goal was to provide add a 

personal perspective to the research questions and to 

further frame the study outcomes. The methods of the 

constant comparative method as outlined by Taylor and 

Bogdan (1984) were used. One elementary school principal 

from each of the five school districts was identified by 

the researcher and asked to participate in a one-hour 

interview. The interviews took place in the principals' 

respective offices, and the researcher scripted the 

responses and took field notes. Upon completion, the 

researcher read the scripts multiple times and coded 

important conversation topics. From this coding, 



typologies, or classification schemes, were established and 

thematic groupings began to emerge. These were labeled and 

placed in a file of manilla folders, one for each category. 

Each of the principal responses was cut with scissors and 

filed into one of the categories. Those that did not appear 

to fit in any of the established categories were filed in 

another folder for further consideration as the themes 

developed. Responses that appeared to fit in multiple 

categories were so noted, copied, and filed in both areas. 

In-depth Interview Questions 

The in-depth interview questions that guided this study 

were as follows. 

1. How is your leadership style shaped by your school 

community? 

2. How does the socioeconomic environment of your 

school community affect your style of leadership? 

3. How do you decide to take a directive or 

supportive leadership role? 

4. What do you believe are some keys to school 

effectiveness? 

5. Can you tell me about a new school initiative or 

program that you led, and describe the steps that you took 

to implement this new program or concept? 
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6. What does instructional leadership mean to you? 

how do you put this into practice? 

7. As a principal, what kind of school climate do you 

strive to create? How do you achieve this outcome? 

8. In today's demanding times, the principalship is, 

perhaps, more challenging than ever. Talk about what 

motivates you to keep working as an elementary school 

principal. 

The thematic categories that emerged from the data 

sort were as follows. 

1. Your core values do not change. 

2. Knowing your community and working to meet their 

needs are critical. 

3. Your style is related to the situation. 

4. Parent and staff involvement are very important. 

5. Instructional leadership involves keeping a focus 

on academics. 

6. There are differences in people and their needs. 

7. Individualizing the academic program is a key. 

8. There are different kinds of pressures. 

9. Principals want to make a difference. 

Sample Response Data 

The following sample responses were synthesized 
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into the respective categories based upon thematic 

commonalities. 

Your core values do not change 

P4 I don't know that there is a huge difference. The 

parents here are a little more pushy and 

aggressive. 

P5 The key is to lead with heart. It is tough to 

make a bad decision anywhere if you do that. 

P4 I don't see the work shorter or easier at my 

current (high-SES) school than at my previous 

(low-SES) school. The challenges are just 

different. 

P5 I think my core beliefs would stay the same, but 

certainly there are implications for leadership 

of your community, 

PI No matter where you are, you must believe that 

you can make a difference. 

The data suggest that leadership style may be 

associated with the leader's internal values and vision. 

This theme was supportive of the data that were revealed in 

the quantitative analysis of this study. There was 

generally no statistical significance in leadership style 

between principals in different contextual environments. 
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Knowing your community is critical 

PI You must be a very good listener. You must 

understand your community. 

P2 I come from the same background and roots as 

these families. It helps me to understand them 

and connect with their needs. 

P2 Our kids come from tough backgrounds. We have to 

track down more resources because they have more 

needs. 

P3 If I worked in a high-SES school, I'd wear more 

suits. Here, I take my tie off when visiting 

homes. I don't want to show authority. They 

won't trust me. 

P5 A good principal has to be involved in the 

community. 

P5 The principal must go out into the neighborhood 

to understand them. 

These data suggested that effective leadership is 

tied to the ability of the leader to understand and reach 

out to the school community. These responses may support 

some of the empirical literature about the importance of 

context on effective leadership practice (Brown et al., 

1989; Emery & Trist, 1965; Salomon & Perkins, 1997). 
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Your style depends on the situation 

PI I am more directive when I am unwilling to give 

on the outcome. If you relinquish power, then you 

must be willing to live with the outcome. There 

is a time for both. 

P2 In terms of parents, you have to be a little 

flexible with them sometimes. There is a time to 

be aggressive but also more passive with certain 

people. 

P4 My style changes based on the motivation and 

experiences of the people. 

P5 I prefer to be more of a supporter and 

participative leader. We must help people see 

significance in what we do. However, there is a 

time to pull the trigger. I hate that but 

sometimes you have to. 

These data suggested that leadership style is related 

to situational variables. This parallels the foundations 

of the situational leadership model, which suggests that 

the leader must make decisions based upon the follower's 

level of competence and confidence (Hersey & Blanchard, 

1993). 
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Parent and staff involvement are very important 

PI People must feel like they can be involved and 

welcome. I want people to be cohesive and 

communicate. I don't have a desk but a table to 

promote this value. 

P2 You must have the support of parents. In our 

school, many must be educated about the 

importance of being involved. 

P2 Our school had a lot of discipline problems. We 

had to gather together to develop a plan. I 

couldn't do that alone. 

P3 I saw great practices, but no consistency. I 

asked staff to list for me the skills we teach. 

They showed that we are not consistent; it wasn't 

me. Eventually, they came to the conclusion that 

something had to change. 

P4 Whatever we do as a staff, we do together. I 

learn from them, and they know that I'm right 

there with them. 

The data suggested that it is important for principals 

to actively make efforts to involve others in the decision

making and planning processes. 
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Instructional leadership and focusing on academics 

PI Instructional leadership means raising student 

achievement. 

P2 You must know the curriculum and be actively 

serving as a resource, communicator, and provider 

of resources to get the job done. 

P5 I think we use fairly traditional methods, and I 

must keep that focus. We were spending valuable 

staff meeting time talking about the bell 

schedule. Let's focus on academics. I spend more 

time in the classroom than I used to. 

The data suggested that principals must actively 

work to implement practices that will place an emphasis on 

the instructional program. 

Differences in people and their needs 

PI We are more like social services. I have to be 

aware of whether a kid's family has running water 

or lights to study with. I have to be aware of 

life needs. 

P3 The problems I deal with are life and death. 

Poverty is a culture in and of itself. A kid 

might be sleeping in class because his family's 

house was shot at. I might go to the house and 
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find two or three bullet holes. How can I ignore 

that? 

P3 In a high-SES school, I would set up a parent 

meeting when there is a problem. Here, it is 

service on demand or I may never see them again. 

P4 The issues are different [in a high- and low-SES 

school]. We still get yelled at by parents [in a 

high-SES school], but the issues are just not as 

blatant or crisis mode as often. 

P3 My staff gets downtrodden- Parents "blow off" 

meetings. They don't have a calendar. Excuses 

wear on teachers. I have to keep trying to lift 

their spirits. If I don't, the teacher will get 

bitter and start to make snide remarks. 

The data suggested that school leadership operates in 

a system that is closely connected to its surroundings. It 

appears that what is right for one community might be very 

wrong for another. The principal's sensitivity to his/her 

clientele seems important regardless of what that 

environment is like. 

Individualizing the academic program is a key. 

PI I never thought I'd say it, but I wish we'd gone 

to SFA [Success for All]. It would be good for 



our kids, just like Saxon Math has been. I wonder 

if there is a way to purchase it as a pilot. 

P3 We focus on basic reading, writing, and math. 

Stick to where the rubber meets the road. 

P4 At other low-SES schools, kids are not as 

literate. You have to adapt your program to that 

reality. 

P5 I look at the needs of kids. If I were at a low-

SES school, I'd have to work harder, because the 

needs are greater. 

P3 Don't tell me you teach Grade 2, 3, or 4. You are 

a one-room school. You will have students in many 

different readiness levels. You have kids in 

every class who can't read and must 

individualize. 

The data suggested that principals should consider the 

individual academic needs of their students when making 

instructional and curricular decisions. The respondents 

seemed to have a common theme that children may require 

different instructional needs as related to their 

backgrounds. 



There are different kinds of pressures. 

PI I don't have parents real connected with the 

school. They work in the twin-plants on the other 

side of the border. They aren't real involved. 

P3 When I worked at a north side school [high-SES], 

I got a three page parent letter because a 

teacher had spelled meat instead of meet in a 

newsletter. Here [low-SES school], I am just glad 

to have the newsletter taken home and pulled out 

of the kid's backpack. 

P4 Here [high-SES], the parents are a little more 

pushy about their demands. When I worked at [a 

low-SES school], I had good relationships; 

parents weren't as confident or bold in this way. 

The sample response data suggested that the leadership 

experiences of principals from high- and low-SES 

environments were uniquely different in terms of the type 

of challenges they encountered. 

Principals want to make a difference 

PI I think that I can make a difference. The 

elementary principalship is the place to do this. 

P2 I want to live the idea that this will be a 

positive, friendly, and nurturing place. I get 



here by 6:30 in the morning, so I can be with 

people during the day. That's where we can make 

a difference. 

P3 We celebrate success. We like to praise the kids' 

positive attributes. I am, a creative person and 

could not imagine anything else. Like last year, 

I had teachers do motivating messages with 

sidewalk chalk before standardized test time. The 

kids loved it. In my previous high-SES school, 

they might have said I was teaching the kids 

graffiti. 

P4 I know how lucky I am to work with these people. 

When people come here, I want them to feel our 

heart. We laugh, work hard, and really care about 

the students and each other. 

P5 You have to have a passion for the job. I could 

not do a job that did not have significance. You 

can't put a price on that. I'd hate a job that's 

boring and, in nine years, I have never been 

bored. 

The sample response data suggested that the 

participants in this study shared some common themes with 

regard to personal motivation. They communicate ideas 
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related to working hard, being focused, and having 

idealistic beliefs that their efforts had potential to 

positively shape the lives of children. They enjoyed 

working with others to help that vision materialize. 

Summary 

This chapter analyzed and presented data related to 

the leadership style in selected Southern Arizona 

elementary school principals and investigated possible 

differences and relationships as a function of 

socioeconomic and other contextual variables in the school 

community. Data were collected through a demographic 

questionnaire, the LEAD-SELF(Hersey & Blanchard, 1979) 

instrument, and in-depth interviews with representative 

principals from each of the five participating school 

districts. 

The study was organized around six research questions 

and identified two additional findings. Statistical 

analyses included independent group t tests, Pearson 

Product Moment Correlations, and the constant comparative 

methodology associated with the qualitative analysis. 
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CHAPTER 5 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

The purpose of this study was to record, document, and 

compare the leadership styles of 47 elementary school 

principals based on differences in socioeconomic context 

and other personal/school variables. This chapter includes 

significant findings, conclusions, and recommendations. The 

following research questions guided this study: 

1. Do Southern Arizona elementary school principals 

in selected high- and low-SES schools differ with regard to 

principals' "telling" leadership style? 

2. Do Southern Arizona elementary school principals 

in selected high- and low-SES schools differ with regard to 

principals' "selling" leadership style? 

3. Do Southern Arizona elementary school principals 

in selected high- and low-SES schools differ with regard to 

principals' "participating" leadership style? 

4. Do Southern Arizona elementary school principals 

in selected high- and low-SES schools differ with regard to 

principals' "delegating" leadership style? 

5. Do Southern Arizona elementary school principals 

in selected high- and low-SES schools differ with regard to 

leadership style adaptability? 
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6. Is there a relationship between school and 

principal characteristics and the leadership styles of 

selected Southern Arizona elementary school principals? 

Significant Findings 

The following significant findings were drawn from 

this study: 

1. There was no statistically significant difference 

in the leadership styles of the elementary school 

principals who participated in this study based upon the 

different socioeconomic environments at their schools. 

This was observed for each of the four leadership styles of 

situational leadership, telling, selling, participating, 

and delegating. The data indicated similar primary 

leadership styles and also a similar distribution of 

responses from each of the four styles. 

This finding contrasted some of the previous research 

that was cited in the review of literature. Some 

researchers (Edmonds, 1978; Weber, 1971; Blase, 1993) 

suggested that leadership style and behavior of principals 

in high-poverty settings appeared to be different than that 

of colleagues who work in more affluent settings. A 

distinction that this researcher discerned was a need to 
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differentiate between leadership style and practice when 

speaking about school effectiveness and contingency. 

2. There was no statistically significant difference 

in the leadership style adaptability of the elementary 

school principals who participated in this study based upon 

the different socioeconomic environments at their schools. 

The data reported that both groups of school leaders had a 

moderate level of ability to adjust from their preferred 

style based on the needs of a given situation. 

3. There was a statistically significant negative 

correlation between the leaders' use of the delegating 

leadership style and the enrollment of the principal's 

school. These data reported that the principal of a large 

school was more likely to use the delegating leadership 

style. However, this finding is questionable because the 

mean number of responses for both groups in the independent 

variable was rather low , M = .42, SD = .69 and M = .40, SD 

= .69 for low and high SES respectively. According to 

Hersey and Blanchard (1993), a minimum of two responses for 

a particular style is required to demonstrate a significant 

orientation toward that leadership style. No other 

statistically significant relationships among the principal 

and school factors were found. 
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4. The leadership styles with the greatest number 

of responses were selling and participating. For low-SES 

principals, the style with the greatest number of mean 

responses was participating followed by selling. For high-

SES principals, the style with the greatest number of mean 

responses was selling followed by participating. These 

data reported that principals in both groups tended to 

demonstrate a primary leadership style that involved a high 

level of relationship and supportive behavior. The data is 

supported by previous research, which reported that 

transformational leadership is an important part of 

effective leadership practice. Transformational leadership 

involves stimulating employee participation in discussion 

and decisions and encouraging followers to share the vision 

(Bass, 1990). Sergiovanni (1999) found that "teachers 

suggest that meaning, significance and satisfaction are 

enhanced when their work experience is shared" (p. 86). 

Furthermore, Atwater and Bass (1994) reported the critical 

need in leadership to determine the needs and strengths of 

others. It seems reasonable to conclude that including a 

high level of relationship behavior can enhance this. This 

finding also supported a previous study of school 

principals in high- and low-SES exemplary schools which 
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also found that the high relationship styles were the most 

frequently used by principals in both groups. Halpin 

(1966) stated that relationship orientation is more 

important to subordinate satisfaction. It seems reasonable 

that principals need to place significant emphasis upon 

staff satisfaction and morale in promoting effective school 

operations. This finding about the importance of high 

relationship styles seems to be supported by previous 

research. 

5. The data reported that there is no significant 

difference in the leadership style of selected Southern 

Arizona elementary school principals based upon the 

socioeconomic environment in which they work. However, the 

data that were collected in the constant comparative 

component of the study suggested some intriguing themes. 

The data reported that there is a difference in the 

environmental experiences, needs of the community, demands 

on principals, and cultural understandings that are 

required to maneuver effectively in the given contextual 

circumstances. 

This finding seems supportive of previous research 

about the importance of context in leadership. Previous 

studies (Emery & Trist, 1965; Brown et al.,1989) put forth 
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the idea that leadership does not occur in isolation. It 

seems to be dependent upon social, cultural, and other 

environmental factors. The respondents in this part of the 

study identified several factors in their communities and 

how they affect their leadership practices. Some of these 

were poverty, language needs, and ethnic makeup of the 

community. Some of the impacted practices included 

instructional programs, community outreach initiatives, and 

scope of social service programs. 

6. There was a statistically significant relationship 

between the level of poverty in the school as defined by 

the percentage of students participating in the free and 

reduced meal program and the number of minority students at 

the school (r = .829, p < .001). This additional finding 

suggested that there was a strong positive correlation 

between poverty in the school and number of minority 

students. It appears that the higher the number of 

students a school has in the free and reduced meal program, 

the higher the likelihood that this school will have a 

significant number of minority students. 

7. There was a statistically significant negative 

relationship between the percentage of students on the free 

and reduced meal program and the number of students who 
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were enrolled in the school (r = - .338, p = .020). These 

data reported that the schools with higher enrollment 

tended to have a smaller number of students from high-

poverty backgrounds. 

Conclusions 

The following recommendations may be meaningful for 

universities and school districts that have professional 

training programs for individuals who may serve as 

elementary school principals. They are based upon a 

synthesis of the various components of this study and the 

literature review. 

Recommendation 1 

Contingency theory suggests the importance of a leader 

being able to adjust his/her style with regard to task 

orientation and relationship orientation based upon the 

needs of a particular situation (e.g., Fiedler, 1967; 

Halpin, 1966). Furthermore, Blanchard et al. (1985) 

suggested the value of a leader being able to identify the 

specific needs of a situation based upon the level of 

maturity and development of the followers and appropriately 

adjusting his/her style to provide the specific level of 



140 

direction and support that are needed for that particular 

situation. 

It may be valuable for school districts to provide 

their principals with training in situational leadership to 

help develop these skills and understanding. The data 

revealed that principals in both variable groups for this 

study only achieved, on average, a moderate degree of 

adaptability with regard to being able to adjust their 

styles based upon the needs of a particular situation. 

Delegation was a style that was generally not utilized by 

the respondents in this study. However, various studies 

which address transformational leadership (e.g. Atwater & 

Bass, 1994; Sergiovanni, 1999)have suggested that 

subordinates must be empowered to act. Further training may 

provide insights about the different styles and the 

importance of style adaptability. 

Recommendation 2 

Brown (1967) studied the nature of initiating 

structure and consideration components of leadership. He 

found that school administrators were generally most 

effective when they were high on both dimensions of leader 

behavior. However, he proposed that although strength in 

both dimensions is highly valuable, effective principals 
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might compensate for weakness in one dimension with unusual 

strength in the other. 

Participants in this study demonstrated an orientation 

toward the high consideration styles of selling and 

participating. This was aligned closely with the findings 

of another researcher who conducted a similar study of 

exemplary elementary schools in Texas (Richter, 2000). 

This emphasis on dimensions of leadership connected to 

relationship, support, and consideration may be related to 

the current emphasis in educational leadership programs 

which teach current theoretical frameworks about the 

importance of transformational leadership. These 

components are aligned with major underpinnings of this 

conceptual model of leadership. Principal P3 stressed how 

significant it is to be sensitive of his relationship with 

staff members and work to nurture these aspects of 

leadership. For example, he reported, "My staff gets 

easily downtrodden. Parents don't have a calendar and don't 

show up for meetings. Excuses wear on teachers and I must 

be a listener and supporter or they get cynical." It is 

important for school districts and universities to continue 

focusing on these important ideas related to effective 

leadership. 
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Recommendation 3 

The findings in this study suggest that leadership 

style is not significantly different based upon 

socioeconomic or other contextual variables that were 

investigated. Principal P4 reported, "I don't think that I 

changed my style when I moved [to a higher SES school]. The 

difference is in the community and the parents." 

Therefore, it is important for all school leaders to 

receive training in current foundations of effective 

leadership practice. It appears that effective leadership 

styles are dependent upon the leader's understanding of 

his/her primary orientation and the ability to adapt to 

different environments. This supports the continuation of a 

broad training program that emphasizes standard components 

such as interpersonal leadership, leadership in different 

educational environments, curriculum and instruction, and 

organizational leadership. All leaders need to have a 

common foundation of managerial, organizational, and 

instructional components of their professional training 

backgrounds, regardless of the professional setting in 

which they plan on practicing the principalship. 
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Recommendation 4 

The qualitative analysis of scripted interview data 

revealed multiple consistent themes about contextual 

leadership. The participants repeatedly stated that they 

felt their leadership styles with regard to beliefs, 

values, approach, and task/relationship orientation would 

not fluctuate based upon their environment, as related to 

socioeconomic variables. Two of the five had experiences 

as principals in both high- and low-SES schools. 

However, all of them talked extensively about how the 

nature of their school communities affected their practice 

of leadership. Principal P3 explained, "I had a school with 

both high- and low-SES. Once, I met with several young, 

well-dressed, and articulate mothers. They came to complain 

about the PTO president because he had tattoos, rode a 

Harley, and was missing some teeth. People are just 

different." Their responses suggested that principals must 

demonstrate a keen awareness of their neighborhoods' 

values, culture, and socioeconomic status. In order to 

promote parent involvement, high academic achievement, 

student success, and good citizenship development, the 

leader might have to take a different path to achieve the 

same outcome based on the individual needs of the 
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particular community. Instructional programs, community 

outreach efforts, curricular materials, and enrichment 

opportunities are some areas that may be impacted and be 

markedly different based upon the needs of that particular 

environment. Interview data reinforced an overarching 

theme in the literature regarding effective practice in 

schools based on the contextual variables at work in that 

particular scenario. The results suggested a distinction 

between the style of leadership and the practice. 

Leadership style appears to be more constant across 

socioeconomic lines than leadership practice. 

Recommendation 5 

Leaders in school districts may wish to consider the 

impact of contextual variables in making determinations 

about instructional programs and curricular materials. The 

qualitative data that emerged from the study implied that 

differences in the environment are factors to which the 

principal must adapt, even if they did not appear to be 

statistically related in the two groups of building leaders 

with regard to leadership style. 

This suggestion might have an impact on textbook 

adoptions, software utilization, and instructional 

supplies. Principal PI communicated, "I am excited to have 
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the CCC program [structured computer tutorial]. I just 

know that it will make a difference for our kids." School 

districts may investigate the possibility of more site-

based decisions about these instructional materials. A 

textbook with a particular approach to instruction of a 

content area may be very well matched to a school in the 

district but be a less-than-ideal fit for a different 

school within the same organization that has widely 

different populations and needs. 

Recommendation 6 

Leaders in university training programs for future 

elementary school principals may with to consider distinct 

training components for their course sequence. It is 

suggested that situational leadership be included in 

courses in personal leadership. This will allow students to 

analyze and reflect upon this model of leadership style and 

identify their own primary leadership styles. Students can 

work throughout their training to reinforce strengths and 

develop areas that are not manifested in situations where 

they would be effective. This would be meaningful in 

helping students to understand the history of contingency 

theory in management literature. This recommendation is 

supportive of previous research (Fiedler, 1965; Hersey & 
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Blanchard, 1993) that theorizes that there is no one best 

style of leadership 

It is recommended that university leaders in training 

programs for elementary school principals consider 

including course offering about effective practices for 

working in urban environments with high levels of poverty, 

mobility, language diversity, and related sociological 

factors. This would help building administrators to be 

more aptly prepared for the challenge of effective 

practices based upon contextual variables. 

Recommendations for Future Research 

Recommendation 1 

The relatively small sample size (N = 47) was a 

limiting factor in this study. Further research would 

increase the reliability of the data. This would help 

decrease the possibility of a Type II error and generally 

strengthen the power of the analysis. Similar data 

collection techniques and protocol should be followed to 

maintain continuity. It is suggested that the sample 

include a large urban school district to diversify the 

participant group further. 
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Recommendation 2 

This study compared the leadership styles of selected 

elementary school principals based upon their socioeconomic 

context and also studied relationships between leadership 

style and other environmental variables. Further research 

could be done regarding these particular sample groups. 

However, the study could be replicated between high- and 

low-achieving schools in high-poverty environments. 

Criteria such as levels of sustained student achievement 

levels on standardized exams could be established. This 

variable would provide interesting information about the 

impact of another variable, achievement, on leadership 

style in high-poverty settings. 

Recommendation 3 

A long-term study of principal practices in high- and 

low-SES schools could be undertaken. The research results 

of this study suggested that there was no significant 

difference between the leadership style of principals in 

high- and low-SES schools. However, the in-depth interview 

results suggested that there is a difference in the 

practice of leadership, if not the style. A qualitative, 

ongoing study would provide rich, meaningful data that 

could probe deeply into the particular differences in 
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practice between the principals based on these same 

independent variables. 

Recommendation 4 

Further research could quantitatively investigate 

possible differences in principal practices. This would 

involve similar procedures and methodologies such as 

surveys, t tests, correlational analysis, and constant 

comparative methods. The difference would be in the 

independent variable focusing on leadership practices 

instead of style. The researcher could utilize the themes 

of sample response data in addition to additional 

literature review to develop a survey instrument for 

investigating group differences in the instructional, 

organizational, political, parent involvement, and 

community outreach practices of these particular schools. 

Some of the themes of possible differences that were 

suggested in the qualitative response data were 

instructional practice, curricular materials, staff 

relations, types of enrichment programs, providing 

resources, and the different nature of pressure as a 

principal in the two settings. 
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Recommendation 5 

Situational leadership theory suggests that effective 

practice requires the leader to diagnose the level of 

development and maturity in the follower (Blanchard, et 

al., 1985). This involved the two components of 

subordinate confidence and competency. The leader must 

then adjust his/her level of task and relationship 

orientation to provide the appropriate level of each in 

order to meet the individual needs of the particular person 

in a given situation. This study did not take into 

consideration the makeup of the specific faculties and 

staffs at the respective schools that participated in the 

study. It is feasible that these results might have been 

affected by the experience level, attitudes, and overall 

development of each of the teachers. The inclusion of 

these data and associated analysis could provide meaningful 

information regarding the leadership style of the principal 

as related to the maturity level of the teachers. A 

separate teacher questionnaire which would provide 

information about the teacher's experience, training, 

education level, and perception of teaching effectiveness 

could be administered. Statistical tests could investigate 

possible differences and relationships in the principal 
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leadership style based on the faculty responses. This 

would not only provide meaningful data about the 

principal's connection of principal leadership style with 

follower needs but would also help to validate the primary 

leadership style as related to the targeted independent 

variable (SES) by helping to control for other aspects that 

could be influencing his/her primary leadership style and 

responses. 

Recommendat±on 6 

Further investigation could be initiated to study 

whether there is a significant relationship between a 

particular primary leadership style and high student 

achievement. The primary leadership style is the one that 

the respondent would tend to use most frequently (Center 

for Leadership Studies, 2000). In the current era of high-

stakes testing and standards, it would be meaningful to 

know if there are specific leadership styles that are 

associated with raising student achievement. Districts 

could work in professional training efforts to develop 

those particular attributes of leadership style that might 

positively impact assessment results. The primary 

leadership style of the principal could be determined 

utilizing the same document and instrument administration 
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process. Continuous data from a given standardized test 

could be collected for each school, and the style could be 

compared with the level of achievement and also trends in 

assessment growth over time. 

Recomnendation 7 

The same study could be replicated at the secondary 

level. This would promote research that could provide 

informative data about similarities in leadership style 

between principals in elementary and secondary levels. It 

would further generalize the findings of this study and 

inform the researcher about the impact of this context 

regarding the styles of principals based on differences in 

their socioeconomic and other environmental factors. 

Recommendation 8 

Another instrument for measuring leadership style 

could be utilized. Situational leadership is only one 

framework for identifying leadership style. Other valid 

instruments could be identified and implemented utilizing 

the same data collection techniques. This would provide 

further information about potential differences in 

leadership style based upon socioeconomic context and other 

environmental variables in the principal and community. The 

researcher would gain additional data about the same 
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questions but be defining leadership style in different 

terms. This may help to validate the findings of this 

study or provide new insights about the nature of 

leadership style, its definition, and relationship to 

socioeconomic variables in the school community. 

Recozamendation 9 

Further research could be done to investigate 

additional relationships between other variables that could 

be context dependent. For example, gender differences 

might be investigated in regards to leadership style. 

Demographic variables could also be studied, such as 

patterns of gender representation in schools of different 

SES. Similarly, representation of ethnic minority 

principals in schools with regard to student ethnic 

percentages could also be studied. This could provide 

additional information about contextual leadership based on 

other independent variables. 

Quantitative and Qualitative Connections 

Borg and Gall (1989) stated that all research 

procedures have weaknesses because they are designed to do 

one thing and not others. This study utilized a mixed 

design that employed both quantitative and qualitative 

methods. One advantage of this approach was that it 
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allowed for comparison of the results. In this section, 

emerging themes from the in-depth interviews will be 

discussed in relation to findings in the quantitative 

portion of the study. One theme that came forth was that 

the core values, beliefs and style of the leader do not 

change. Both high- and low-SES principals who were 

interviewed communicated this theme. In the LEAD-SELF 

analysis, it was determined that there were not significant 

differences between the styles of high- and low-SES 

elementary school principals. The two methods appeared to 

report similar ideas about the similarity of leadership 

style across SES. Another theme that emerged from 

participants in both contextual environments was that 

parent involvement is extremely important. In the 

quantitative analysis, the data reported that the high 

relationship styles of selling and participating were 

strongly preferred by both groups of principals. In 

different ways, both findings suggest that human 

interaction and interpersonal skills are important in 

effective leadership. Thirdly, principals who were 

interviewed from both SES domains mentioned the importance 

of instructional leadership and focusing on academics. 

This supports the findings in the quantitative analysis 
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that certain aspects of leadership are independent of 

context. The in-depth interviews also yielded an emergent 

idea about the differences in people and their needs based 

on environmental considerations. This led the researcher 

to consider the possibility that perhaps leadership style 

and practice are unique and separate aspects of leadership. 

Several principals made mention about the need to 

individualize academic programs based on student needs. 

However, the participants from the low-SES groups made 

mention of different programs. For example, Principal PI 

[low-SES school] spoke about Success for All, a highly 

scripted, structured, direct, and basic skills oriented 

reading program. In contrast. Principal P5 [high-SES] 

talked about the need to be in the classroom and working 

with teachers to promote analysis and higher-level thinking 

skills. Both individuals proposed the need to 

individualize academic programs, but they had different 

ideas about what the outcome would be of those efforts. 

Discussion 

This study suggested multiple topics of discussion 

related to the area of leadership style and effective 

principal practice. Currently, there is a nationwide 

movement to standards-based instruction and high-stakes 
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testing. The level of principal skill and proficiency has 

been correlated to school effectiveness (Abrams, 1998; 

Sergiovanni, 1991). Our country has become more diverse 

economically, ethnically, and in the makeup of the nuclear 

family. It seems logical to suggest that the success of 

each school may be related to its ability to understand the 

culture of the community environment and make appropriate 

adjustments to various aspects of the school system. Brown 

et al. (1989) wrote about cognition as a function of 

situation. "We suggest that, by ignoring the situated 

nature of cognition, education defeats its own goal of 

providing useable, robust knowledge" (p. 32). Therefore, 

it seems meaningful to study aspects of effective 

le'adership styles and practice. 

This particular study generally produced data that 

suggested leadership style was not significantly different 

in principals based upon the context of their communities. 

However, the literature and study suggested that it is 

important for leaders to diagnose situational conditions 

and respond accordingly. They must be able to adjust their 

styles. Perhaps there was little difference in style 

because principals in all environments face circumstances 

that require them to apply varying combinations of task and 
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relationship orientations. However, the data in this study 

and others (e.g., Richter, 2000) suggested that the high 

relationship styles of selling and participating were 

dominant in preferred leadership style. This may be 

related to the research that has emerged about the 

importance of transformational leadership. Bass (1990) 

maintained that transformational leaders stimulate employee 

participation in discussions and decisions and encourage 

them to share the vision. 

The data collected in this investigation insinuated 

that leadership style is independent of socioeconomic 

environment. Furthermore, there did not seem to be 

significant relationships with other contextual variables 

related to the principal and school environment. It 

appears that leadership style may be independent of 

context. Perhaps effective leadership as defined by the 

ability of the principal to diagnose situations and apply 

the appropriate style is the same for all. This suggests 

the need for principals in training programs to receive 

training in these aspects of effectiveness, as they appear 

to be applicable to various settings. 

Additional questions have been raised about the 

practice of leadership as related to school programs. 
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curriculum needs, instructional programs, and parent 

involvement. This emerged from the qualitative portion of 

the study. Although this theme did not directly result 

from addressing one of the specific research questions, it 

might warrant additional study. Its potential implications 

could be significant. If further study suggests a 

difference in effective practices based upon contextual 

variables, then additional investigation could be helpful 

in further developing the research in the area of effective 

schools. It could have implications for school leaders and 

guide their practice. This individualization of leadership 

practice based on situated variables might positively 

impact the ability of all schools to put into place those 

practices that are most suited to their students and are 

more likely to yield high levels of success and 

effectiveness. 

Summary 

The purpose of this study was to investigate the 

leadership styles of Southern Arizona elementary school 

principals from five selected school districts based upon 

socioeconomic context in the school community and other 

contextual variables. Current challenges in meeting the 

educational needs of children from diverse and challenging 
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backgrounds impacted the desire of the researcher to 

investigate effective leadership practices and the 

possibility of potential differences associated with these 

variables. 

The study revealed that there was not a statistically 

significant difference in the leadership styles of the two 

groups of school leaders. There was a significant 

correlation with the delegating style and school 

enrollment. Additional findings suggested a negative 

correlation between percentage of high-poverty students as 

defined by free and reduced meal participation and number 

of students enrolled. The number of minority students was 

strongly correlated with the percentage of high-poverty 

students in the school. Implications relate to the 

importance of providing a professional foundation in 

research on leadership styles because this knowledge 

appears to be consistent with the environments of all 

principals. The qualitative component of this study 

suggested an emerging theme that leadership style as 

defined by values, vision, and leader behaviors seems to be 

fairly constant. However, there were some emerging themes, 

including the notion that the difference when working as a 

principal in relation to community context is in 
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understanding the particular academic and cultural factors 

that impact the school and help to shape the specific needs 

of the school organization. 

The study also generated a number of questions 

that warrant further research. These recommendations may 

increase the level of understanding in this area of 

academic study and have meaningful implications for school 

and principal effectiveness. 
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APPENDIX A 

LEAD INSTRUMENT 



LEAD 

Leadership Style/Perception of Self 

Developed byCenterfor Leadership Studies, Inc. 

SELF 

YourName 

PURPOSE 
This instrument is used to evaluate the leadership behaviors you use when you are 
engaged in attempts to influence the actions and attitudes of others. 

The information gathered with the LEAD Se//"provides insight into your current 
strengths-and areas for your leadership skill development. It supplies information 
about which leadership behaviors you use and the extent to which you match 
those behaviors to the needs of others. 

INSTRUCTIONS - Using the Instrument 
• Assume you are involved in each of the following twelve situations. Each 

situation has four alternative actions you might initiate. 

• Read each item carefully. 

• Think about what you would do in each circumstance. 

• Circle the letter of the alternative action choice you think most closely 
describes what behavior you would use in the situation presented. 

• Circle only one choice. 

• Circle a choice for each of the twelve situations. Don't skip any. 

• iMove through the items quickly and stick with the first choice you make on 
each item. Your first choice tends to be the most accurate one. 

Reminder: Circle what you think you would do, not what you should do. The coal 
is to evaluate what behaviors you actualh use-not to get right answers. If there is 
no alternative action that describes what vou would do in the situation, circle ".he 
item that most closely resembles what vou would do. 

Leadership Effectiveness & Adaptability Description 

Cx'inght © 1979. 2000 Center for Leadership Studies. Inc. A» -cr3 



LEAD Self 
aoe;-. :-..saB 

1. SITUATION 
Your followers are not responding lateK :o your 
friendly conversation and obvious conce^ for their 
welfare. Their performance is declinins raoidly. 

2. SITUATION 
The observable performance of your grcKiO is 
increasing. You have been making sure trat all 
members were aware of their responsibil '.ies and 
expected standards of performance. 

3. SITUATION 
Members of your group are unable to soi-.e a 
problem. You have normally left them alcne. 
Group performance and interpersonaf reiations 
have been good. 

4. SITUATION 
You are considering a change. Your fci c --.ers have 
a fine record of accomplishment. The', reioect the 
need for change. 

5. SITUATION 
The performance of your group has beer dropping 
during the last few months. Members i-.a'. r been 
unconcerned with meeting objectives. R=-:efining 
roles and responsibilities has helped ir trr past. 
They have continually needed remindlr.z ;o have 
their task done on time. 

6. SITUATION 
You stepped into an efficiently run organ zation. 
The previous administrator tightly con:'o id the 
situation. You want to maintain a prodjc: .e 
situation, but would like to begin humar zing the 
environment. 

ALTERNATIVE ACTIONS 
You would... |g2 
A. Emphasize the use of unifon procedures and the 

necessity for task accompli>-,ment. 
B. Make yourself available fo- discussion but not push 

your involvement. 
C. Talk with followers and ther ;et goals. 
D. Intentionally not intervene. 

I ALTERNATIVE ACTIONS 
I You would... 
! A. Engage in friendly interaaior. but continue to make 
I sure that all members are aw £.-e of their responsibilities 

and expected standards of pe^ormance. 
i B. Take no definite action. 
I C. Do what you can to make "•= group feel important 
I and involved. 

D. Emphasize the importance ".' deadlines and tasks. 

ALTERNATIVE ACTIONS 
You would... 
A. Work with the group and together engage in 

problem solving. 
B. Let the group work it out. 
C. Act quickly and firmly to co"ect and redirect. 
D. Encourage the group to '.\o-<. on the problem and 

be supportive of their effor,; 

ALTERNATIVE ACTIONS 
You would... 
A. Allow group involvemer: - developing the 

change, but not be too c-'er : ve. 
B. Announce changes and •.ne- implement with close 

supervision. 
C. Allow the group to formL its own direction. 
D. Incorporate group recomn^' •dations, but direct the 

change yourself. 

ALTERNATIVE ACTIONS 
You would... 
A. Allow the group to formL:=:-: its own direction. 
B. incorporate group recomn-r'dations, but see that 

objectives are met. 
C. Redefine roles and respo.ii.nfiities and supervise 

carefully. 
D. Allow group involvemer: i "  determining roles and 

responsibilities, but not be v.o directive. 

ALTERNATIVE ACTIONS 
You would... 
A. Do what you can to make group feel important 

and involved. 
B. Emphasize the importance " deadlines and tasks. 
C. Intentionally not interver^e. 
D. Get the group involved in c-icision making, but see 

that objectives are met. 

Copyright © 1979. 2000 Center Ic 



Leadership Style/Perception of Self 

7. SITUATION 
You are considering changing to a structure that 
will be new to your group. Members of the group 
have made suggestions about needed change. The 
group has been p-oductive and demonstrated 
flexibility in its ope-ations. 
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ALTERNATIVE ACTIONS 
You would... 
A. Define the change and supervise carefully. 
B. Participate with the group in developing the 

cha-ge, but allow members to organize the 
implementation. 

C. Be v-illing to make changes as recommended, b^j". 
maititain control of implementation. 

D. Avoid confrontation; leave things alone. 

8. SITUATION 
Group performance and interpersonal relations are 
good. You feel somewhat insecure about your lack 
of direction of the group. 

ALTERNATIVE ACTIONS 
You would... 
A. Lea\e the group alone. 
B. Disc'jss the situation with the group and then 

initiate necessary changes. 
C. Take steps to direct followers toward workin-f i" 

a v.£ll-defined manner. 
D. Be supportive in discussing the situation with th-e 

sroLO, but not too directive. 

9. SITUATION 
Your boss has appointed you to head a task force 
that is far overdue in making requested 
recommendations for change. The group is not 
clear on its goals. Attendance at sessions has been 
poor. Their meetings have turned into social 
gatherings. Potentially, they have the talent 
necessary to help. 

ALTERNATIVE ACTIONS 
You would... 
A. Let trie group work out its problems. 
B. Incorporate group recommendations, but see thtat 

objectives are met. 
C. Redefine goals and supervise carefully. 
D. Allo.v group involvement in setting goals, but no: 

pusK 

10. SITUATION 
Your follower^. u;>.ally able to take responsibility, 
are not respordirz to your recent redefining of 
standards. 

ALTERNATIVE ACTIONS 
Youv.o.'d... 
A. Ailc ••• group involvement in redefining standarc; 

but "Ot take control. 
B. Rede'ine standards and supervise carefully. 
C. A\o z confrontation by not applying pressure: ea. 

tne; :jation alone. 
D. Incc'Dorate group recommendations, but see trr. 

nev. standards are met. 

n. SITUATION 
You have been promoted to a new position. The 
previous superN iso" was uninvolved in the affairs of 
the group. The group has adequately handled its 
tasks and directior. Croup interrelations are good. 

12. SITUATION 
Recent information indicates some internal 
difficulties among "ollowers. The group has a 
remarkable record of accomplishment. Members 
haveeffective!\ maintained long-range goals. They 
have worked in ha-mony for the past year. All are 
well qualified for the task. 

ALTERNATIVE ACTIONS 
You wo'Jd... 
A. Take steps to direct followers working in a v, e^ -

defired manner. 
B. Invo '.e followers in decision making and reinfo'ce 

gooc contributions. 
C. Discjss past performance with the group and th^er 

exar.ine the need for new practices. 
D. Con: nue to leave the group alone. 

ALTERNATIVE ACTIONS 
You v.Oi. d... 
A. Tr\ cut your solution with followers and examine 

the reed for new practices. 
B. Alio.', group members to work it out themselves. 
C. Act c jickly and firmly to correct and redirect. 
D. Pan^ripate in discussion of problem while provi i:; 

supcort for followers. 
r; 
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LEAD 
. 165. 

Directions 
Directions for Self-Scoring and Analysis 

Developed by Center forLeadershipStudies, Inc. 

Nameofperson being scored 

PURPOSE 
This booklet pre. ides information on aspects of your leadership style, and 
is used to tabulate the responses on both the LEAD 5^If and the LEAD 
Other instrument. 

When using these directions with LEAD Self, the resulting information 
provides insight into your perception of your leadersiip style usage. 

If you are scorins a LEAD Other instrument, your rej-lts provide vital 
information abot: how your leadership style is perceived by others. 

After the scoring is complete, this booklet shows :h leadership styles 
you use. You wii also be able to determine to what extent the behaviors 
you use, while attempting to influence others, are a -atch to the needs of 
others. In fact, it orovides for a complete cross-refere-ce of the other's 
needs expressed n each situation and the leadershio rt'ehaviors you used to 
fulfill those neeas. This provides a wealth of inform,at on about your 
current leadership strengths and where—specificalK—there is room for 
further development. 

This booklet is divided into two major areas of anaKris: 

• Your Leadership Style Profile 
Includes: 
- Primary St\ie(s) 
- Secondary' Style(s) 
- Style Range 

• Your Leadership Style Adaptability 

Leadership Effectiveness & Adaptability Description 

Copyright ffl 1979. Ivy. :enler for Leadership Studies, inc. All rights reserved. 



LEAD Directions 

Your Leadership Style Style Adaptah^^*^y 
To develop \our Leadership Profile, refer to the LEAD Self or LEAD To determine your Leadership 5 
Other instrument being processed. The first step \sill be to transfer Graphic II below that correspoi 
the circled alternative action for each of the tweKe situations from made for each situation in Gra| 
the LEAD inst'ument to the corresponding numbered situations in alternative action choice C was 
Graphic I below. Then, total the number of circled actions for each below. Next, add the numbers i 
of the four \ ertical columns and write their sums next to "Totals." their sums next to "Subtotals." 1 

A, B, C, and D to calculate "Le 
this number in the box providei 

Graphic / 

STYLE RANGE 
STYLE SELECTED 

Totals 

C 

STYL 

PROBAi 

A 

1 3 

2 3 

3 2 

4 2 

5 0 

6 1 

7 0 

8 3 

9 0 

10 2 

11 0 

12 1 

Subtotals + 
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Directions for Self-Scoring and Analysis 

; Adaptability, circle the scores i.i 
D the alternative action choices 
I. For example, if for Situation "i 

)sen, circle 2 under column C 
ach vertical column and write 
Ily, add the subtotals for column 
rship Style Adaptability" and \\Ti:e 

hie 11 

lAPTABILITY 

H OF SUCCESS 

C D 

2 0 

2 1 

0 3 

3 1 

3 1 

0 3 

1 2 

0 2 

3 1 

1 3 

1 2 

0 2 

+ + 

daptability 
core 

Style Profile 
Refer to columns 1 through 4 in Graphic I. Transfer the toti67or 
each column to the box in the corresponding quadrants in the 
model below, e.g., write the column 1 total in the SI quadrant 
box, the column 2 total in the S2 quadrant box, etc. 

Graphic III 
Leadership Style Profile 

Situational Leadersliip® 
(HIGH) 

HR/LT 

UVLT 

(LOW) -* TASK BEHAVIOR (HIGH) 

ABLE AND 
WILUNG AND 
CONFIDENT 

ABLs BUT 
UNVcTLING 

0« INSECURE 

UNABLE BUT 
WILLING 

OR CONFIDENT 

UNABLE AND 
UNWILLING 

OR INSECURE 

FOLLOWER READINESS 

Now you can interpret the results of the scoring you just compietrd. 
From this, three very important pieces of information come togetrer 
to form your Leadership St\ le Profile: 

PrimaryStyle 

Primary style is the style that vou would tend to use most frequently. 
The quadrant in the mode! above which has the greatest number of 
responses indicated is your primary style. 

Secondary Style 

Secondary, or supporting st\'le(s) can include more than one 
quadrant—other than your primary style—in which there are t\'.o or 
more responses. These styles tend to be your "back-up" styles uhen 
you are not using your primary style. 

lership Studies. Inc. Atl rights reserved. 



LEAD Directions 

Style Profile, continued 15g 

Style Range 

Style range refers to the totii number of quadrants in Graphic I.' in which there are 
two or more responses. S^ie range provides you a sense for hov. flexible you are in 
varying the types of beha\ iors you engage in when attempting tc influence others. 

Three or more responses in a quadrant indicate a high degree of flexibility in the use of 
behaviors in that quadrant. Two responses in a quadrant indicate n-oderate flexibility. 
One response in a quadrant is not statistically significant, and therefore it is difficult to 
predict flexibility into that st\ie. 

Style Adaptability 

Style range\s important in gaining insight into your ability to influence others, and having a 
range of styles is helpful. The key variable now becomes when to use each style. 

Previously, your Leadership Style Profile indicated preferences anc tendencies of leader 
behavior. Style adaptability is the degree to which you are able tc vary your style 
appropriately [o the readiness level of a follower in a specific situat on. 

In Graphic II, points are aw arded for each alternative action selected in response to the 
twelve situations provided in the LEAD instrument. The number of ooints awarded is 
determined by how well the alternative action selected matches the situation. Thus, a "3" 
response indicates the "best fit." A "0" response indicates that an a -.ernative action was 
selected that has a very low p-obability of success. 

The use of a point system allows your Leadership Style Adaptabiiir. to be expressed as a 
score. The possible adaptabi.ity score ranges from 0 to 36. Expresf ng adaptability as a 
score allows some generalizations to be made based on numerica oenchmarks. 

30-36 Scores in this range indicate a leader with a high deare-e of adaptability. The 
leader accurateK diagnoses the ability and willingness jf the follower for the 
situation and adius'-s accordingly. 

24-29 This range reflects a moderate degree of adaptability. Sco-es in this range usually 
indicate a pronounced primary leadership style with less flexibility into the 
secondary styles. 

0-23 Adaptability scores less than 23 indicates a need for self development to improve 
both the ability to diagnose task readiness and to t.^e appropriate leader 
behaviors. 

7 
Center for Leadership Studies, Inc. 
230 W. Third Avenue, Escondido, CA 92025 
Telephone 760 741-6595 • Fax 76C 747-9384 

® www.situational.com 

Situational Leadership* is a reos'.r'-?: trademark of the Center for Leadership Studies. Inc. 
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APPENDIX C 

PARTICIPANT QUESTIONNAIRE 



A Comparative Investigation of Leadership Style in Southern Arizona Elementary School 
Principals Based Upon Socioeconomic Context. 

A dissertation study conducted by Manuel O. Valenzuela, doctoral candidate. 

Please provide the following information about yourself and the school/community where 
you currently serve as an elementary school principal. Be assured all of this information 
will be kept in strictest confidence and will only be reported in group analysis of 
questions related to tliis research study. You will not be identified personally or in 
affiliation to your particular school district. 

Ferceotage of students at my school 
who participate in the free/reduced meal program 

Percentage of students at my school 
who are in an ethnic minority group 

Total school enrollment at my current school 

My age 

My gender 

Years as an elementary school principal 

Years as an elementary school principal at my 
current school (include this year) 

PLEASE ATTACH THIS TO THE COMPLETED LEAD SURVEY INSTRUMENT 
WITH THE PROVIDED PAPER CLIP AND PLACE IN THE PROVIDED MANILLA 
ENVELOPE. THANK YOU FOR YOUR PARTICIPATION IN THIS STUDY. 



APPENDIX D 

CONSENT LETTER FOR SURVEY 



APPROVH) BY UWVffiSITY OF A2 IRB. 
THIS STAMP IfUST APPEAR ON ALL 

Dear Elementary School Principal: DOC^EHTC^U^TO^^jSpfT SUBJECTS. 

Your school district, in cooperation with the University of Arizona, is 
participating in a study of leadership styles in Southern Arizona elementary school 
principals. One of the survey instruments that is being utilized is the Leadership 
Effectiveness & Adaptability Description (LEAD) instrument It is a tw^elve (12) 
question multiple-choice document that asks the respondent to read a short scenario and 
choose hisher response for the given situation. As a participant, you will have the 
opportunity to contribute to this study by completing this survey. 

Participants have been identified as elementary school principals in Southern 
Arizona school districts that are participating in this study. The data collected in this 
research study will be used by the researcher for academic purposes. You will not be 
persnnallv identified as a participant in this study. It is imperative that vou not place your 
name on the questionnaire. Your anonymity will be assured. 

This study is being undertaken to investigate possible group differences and 
relationships between contextual variables in the i^cipal and his school community and 
the reportoi leadership styles. There are no right or wrong answers in the 12 scenarios 
contained in the LEAD instrument. Please just evaluate each scenario and respond with 
what you would do in that circumstance. Move through the items quickly and stick with 
your first choice, as it tends to be your most accurate reaction. After completing the 
survey, attach the cover demographic information sheet and place it in the large manilla 
envelope, v-hich will be sealed and given back to the researcher by an assigned individual 
in the group. The documents will be sealed in the envelope prior to returning them to the 
researcher, to further guarantee anonymity. 

Your participation in this study is voluntan' and you may withdraw from the 
study at any time. There are no known risks j&om your participation. Likewise, there are 
no direct benefits to you. However, your participation will provide information to the 
University' of Arizona, which may contribute meaningful data regarding leadership styles 
of school principals. It is estimated that it will take approximately fifteen (15) minutes to 
complete the survey. Once you have returned the questionnaire, your participation in this 
study is complete. As a token of gratitude, the researcher vwill place the names of all of 
your distria's elementary school principals in a container and raffle a $25.00 cash prize. 
By returning the questionnaire, you are giving permission for use of the data. 

If you would like ftirther information, you may call the principal investigator, 
Manuel O. Valenzuela, doctoral candidate, at (520) 690-2351. If you have questions 
concerning your rights as a research subject, you may call the Human Subjects 
Committee Office at (520) 626-6721. 

Your participation is important to the success of this study. Thanks for your 
consideration. 

Sincerely, 
iTUuuiet'^. '^alenzualo/ 



APPENDIX E 

SUBJECT'S CONSENT FORM FOR INTERVIEW 



APPROVED BY UNIVERSITY OF AZ BFFI 
THIS STAMP MUST APPEAR ON AU. 
DOCUMEKTS USED TO CONSENT SUBJKTS. 
DATE: II30 FOR 

SUBJECT'S CONSENT FORM 174 

A COMPARATrVT INVESTIGATION OF LEADERSHIP STYLE IN SOUTHERN 
ARIZONA ELENtENTARY SCHOOL PRINCIPALS BASED UPON 
SOCIOECONO^flC CONTEXT IN THE SCHOOL COM^IUNITY 

I AM BEING ASKED TO READ THE FOLLOWING MATERIAL TO ENSURE 
THAT I AM INFORMED OF THE NATURE OF THIS RESEARCH STUDY AND OF 
HOW I WILL PARTICIPATE IN IT, IF I CONSENT TO DO SO. SIGNING THIS 
FORM WILL INDICATE THAT I HAVE BEEN SO INFORMED AND THAT I GIVE 
MY CONSENT. FEDERAL REGULATIONS REQUIRE WRITTEN CONSENT 
PRIOR TO PARTICIPATION IN THIS RESEARCH STUDY SO THAT I CAN KNOW 
THE NATURE AND RISKS OF MY PARTICff ATION AND CAN DECIDE TO 
PARTICIPATB OR NOT PARTICIPATE IN A FREE AND INFORMED MANNER. 

Purpose: 
I am being asked to participate voluntarily in the above-titled research project. 

The purpose of this project is to investigate the leadership st>-les of elementary school 
principals in Southern Arizona based upon socioeconomic context. 

Selection Criteria: 
I am being invited to participate because I am an elementary school principal in 

one of the Southern Arizona districts that is involved in this study. 

Procedures: 
If I agree to be involved in the study, I will be asked to participate in an interview 

with the principal inv estigator that will require approximaiely one (1) hour of my time. I 
will be asked questions related to my perceptions about school leadership, school 
effectiveness, contexmal leadership and the practice of being a school principal. The 
principal investigator will script the interview session. 

Risks: 

There are no known risks. 

Benefits: 

There are no direct benefits to me from participation in this project. However, my 
participation will provide information to the University of Arizona, which may contribute 
meaningful data regarding leadership styles of school principals and may positively 
enhance training programs in school leadership. 



Confidentiality: 

Confidentiality will be maintained at all times during the interviev.-. My name 
will not be personally identified at any time in the script notes or in reference to the final 

dissertation document. The script notes will be placed in an envelope and sealed before 
leaving the room and they will be destroyed at the conclusion of the research project in 
the Fall of 2002. 

Participation Costs and Subject Compensation: 

There are no costs except for my time and no compensation for my participation. 

Contacts: 

I may obtain further information from the principal investigator, Manuel O. 
Valenzuela, doctoral candidate, at (520) 690-2351. If I have questions regarding my 
rights as a research subject, I mav call the Human Subjects Committee office at (520) 
626-6721. 

AUTHORIZATION 

BEFOI^ GIVIVG MY CONSHVT BY SIGNING THIS FORM, THE .VJETHOPS, 
INCONVENIENCES, RISKS, ASD BENEFITS HAVE BEEN EXPLAINED TO 
ME, AND MY QUESTIONS UAVE BEEN ANSWERED. I MAY ASK 
QUESTIONS AT ANY TIME AND I AM FREE TO WITHDRAW FROM THE 
PROJECT AT ANY TIME WTTHOUT CAUSING BAD FEELINGS. MY 
PARTICIPATION IN THIS PROJECT MAY BE ENDED BY THE 
INVESTIGATOR FOR REASONS THAT WOULD BE EXPLAINTD. NEW 
INFORMATION DEVELOPED DURING THE COURSE OF THIS PROJECT 
WILL BE GIVEN TO ME AS TT BECOMES AVAILABLE. THIS CONSENT 
FORM WILL BE FILED IN AN AREA DESIGNATED BY THE HUMAN 
SUBJECTS COMMITTEE WTTH ACCESS RESTRICTED TO THE PRINCIPAL 
INVESTIGATOR, MANUEL O. VALENZUELA, M. ED. I DO NOT GIVE UT 
ANY OF MY LEGAL RIGHTS BY SIGNING THIS FORM. A COPY OF THIS 
SIGNED CONSENT FORM WTLL BE GIVEN TO ME. 

Subject's Signature Date 



Investigator's Affidavit 176 

I have carefully e?q?Iained to the subject the jiature of the above project. I hereby certift-
that to the best of ray knowledge the person wiio is signing this consent form understands 
clearly the nature, demands, benefits, and risks involved or educational barrier has not 
precluded this understanding. 

Signature of Investigator Date 
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COPYRIGHT PERMISSION LETTER 



CENTER 
FOR 
LEADERSHIP 
STUDIES 

230 W. THIRD AVE. 

ESCONDIDO, 

CALIFORNIA 

92025-4180 

PH: 760/741-6595 

FAX: 760/747-9384 

April 30, 2002 j-

To Whom it may Concern-

This letter is to verify that Manuel 0. Valenzuela has permission to purchase 
Situational Leadership materials for the purpose of completing his 
dissertation. He has qualified for our educational discounted pricing 
schedule by providing us his academic Information; therefore all instruments 
purchased by Manuel can be done so at a cost of $1.95 each. We wish him 
much success with his paper, and are pleased he chose to use our product 
to conduct his survey. 
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