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ABSTE^CT 

The purpose of this study was to identify the 

relationships between principal leadership style and 

teacher empowerment. The principal leadership styles, 

transformational and transactional, were measured using the 

Multifactor Leadership Questionnaire (MLQ; Bass & Avolio, 

1995). Six subscales of teacher empowerment, as identified 

by Short and Rinehart (1992), were measured using the 

School Participant Empowerment Scale (SPES; Short & 

Rinehart, 1992). 

This study was conducted in a large urban school 

district in the southwestern United States during the 

Spring of 2002. Subjects in this study were high school 

teachers who were serving on their high school's school 

council. Teachers provided their perceptions of their 

principal's leadership style and their own empowerment 

through their responses to the MLQ and SPES. They also 

provided information regarding the content of the meetings 

through their responses to a survey designed by the 

researcher. Seven hypotheses were tested using multivariate 

analysis of variance, univariate analysis of variance, 

regression analyses, and t-test. 
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Significant positive correlations between 

transformational leadership and each of the empowerment 

subscales were observed. A significant negative correlation 

was observed between transactional leadership and the 

subscale Self-Efficacy. Marginally significant negative 

correlations were observed between transactional leadership 

and the other empowerment subscales. Significant 

relationships were observed between transformational 

leadership and the meeting content questions that addressed 

the frequency with which issues related to budget, 

curriculum and instruction, and facilities and operations 

were discussed. Significant relationships also existed 

between transformational leadership and the frequency with 

which council recommendations were carried out. Principal 

leadership style as reported by the teachers was not found 

to be significantly different among the principals in this 

study and all principals demonstrated higher levels of 

transformational than transactional leadership. 

Educational researchers have called for the practice 

of transformational leadership by principals, and for the 

empowerment of teachers, suggesting that they are essential 

to educational reform. This study confirms that significant 

positive relationships exist between transformational 



leadership and teacher empowerment, and demonstrates 

marginally significant negative correlations between 

transactional leadership and teacher empowerment. 
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CHAPTER 1 

INTRODUCTION 

This dissertation is a quantitative research study of 

the relationships between principal leadership style and 

teachers' feelings of empowerment. It is based upon the 

responses of teachers to two questionnaires, the 

Multifactor Leadership Questionnaire or MLQ (Bass & Avolio, 

1995), which identifies principal leadership 

characteristics, and the School Participant Empowerment 

Scale or SPES (Short & Rinehart, 1992), which identifies 

factors affecting teachers' feelings of empowerment. 

This first chapter of the dissertation presents the 

background to the study, the statement of the problem, the 

significance of the study, and an overview of the 

methodology used. It also describes assumptions and 

limitations of the study and provides an explanation of key 

terms. 

Background to the Study 

Public schools are restructuring in an attempt to 

reform the American educational system. One key component 

of this restructuring effort is the inclusion of teacher 



participation in site-based decision-making (Smylie, 

Lazarus, & Brownlee-Conyers, 1996). Thought to be an 

essential feature of most forms of site-based management 

and shared decision-making, school councils have been 

mandated by governments worldwide (Leithwood & Jantzi, 

1999). Arizona is one of many states requiring some form o 

teacher participation in site-based decision-making, and 

mandates a structure through which participation in 

decision-making is to occur: 

The purpose of this section is to ensure that 
individuals who are affected by the outcomes of 
decision at the school site have an opportunity to 
provide input into the decision making process. 
Each school shall establish a school council. A 
Governing Board may delegate to a school council the 
responsibility to develop a curriculum and may 
delegate any additional powers that are reasonably 
necessary to accomplish decentralization. (Arizona 
Revised Statutes §§ 15-351) 

The quality of teacher participation on the school 

council is a key factor toward the success or failure of 

participative decision-making as an effective reform tool. 

Schools in which teachers actively share leadership 

responsibilities with the principal experienced improved 

student academic outcomes. Conversely, schools lacking 

teacher participation and shared leadership with the 



principal experienced declines in student achievement 

(Smylie et al., 1996). 
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Statement of the Problem 

The transformational leader can . . raise 

colleagues, subordinates, followers, clients or 

constituencies to a greater awareness about the issues of 

consequence" (Bass, 1985, p. 17). Given this statement, 

teachers at schools led by principals who exhibit a 

transformational leadership style are likely to be involved 

in the decision-making process. Leithwood (1994) makes a 

case for transformational school leadership on the parts of 

principals and advocates for instructional leadership roles 

for teachers. This leadership role is often manifested 

through active participation on school councils. 

Participative school councils result in teacher 

empowerment through increased accountability, opportunities 

for teacher learning, collective autonomy, and mutual 

responsibility (Smylie et al., 1996). How does the 

principal's leadership style affect teachers' perceptions 

of their empowerment? 
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Research Questions 

The following research questions were examined in this 

study: 

1. What relationships exist between the teachers' 

perception of the principal's leadership style and the 

teachers' perceptions that they are involved in 

decision-making? 

2. What relationships exist between the teachers' 

perception of the principal's leadership style and the 

teachers' perceptions that they are allowed to grow 

and develop professionally? 

3. What relationships exist between the teachers' 

perception of the principal's leadership style and the 

teachers' perceptions of their status? 

4. What relationships exist between the teachers' 

perception of the principal's leadership style and the 

teachers' perceptions of their self-efficacy? 

5. What relationships exist between the teachers' 

perception of the principal's leadership style and the 

teachers' perceptions of autonomy? 

6. What relationships exist between the teachers' 

perception of the principal's leadership style and the 
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teachers' perceptions that they have a recognized 

impact on school life? 

7. What differences in the teachers' perception of the 

principal's leadership style exist among principals 

participating in this study? 

Professional Significance of the Study 

Research has shown that teacher involvement in 

decision-making contributes to feelings of ownership and 

commitment to the school (Purkey & Smith, 1993; Rosenholtz, 

1985). Additional research has been conducted to determine 

how shared decision-making and resulting ownership and 

commitment translate to increase feelings of empowerment by 

teachers (Lightfoot, 1986; Rappaport, 1987; Zimmerman & 

Rappaport, 1988). 

With the primary mechanism for teacher participation 

in decision-making being the school council, research has 

also be done to determine what effects participation on 

school councils has on teachers' feelings of effectiveness 

and empowerment (Keedy, Winter, Gordon, & Newton, 2000; 

Wall & Rinehart, 1997). Studies by Weiss and Cambone 

(1994), Leithwood and Jantzi (1999), and Foels, Driskell, 

Mullen, and Salas (2000) found a strong relationship 
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between principal leadership and teachers' willingness to 

participate on, and satisfaction with, their school's 

school council. 

Teachers seem to be more willing to participate in all 

levels of decision-making if they perceive their principal 

to be open, collaborative, and supportive (Smylie, 1992). 

But do these transformational leadership qualities on the 

part of the principal translate to feelings of empowerment 

on the part of the teachers? This study examined the 

relationships between principals' leadership styles and 

teachers' feelings of empowerment. 

The results of this study serve to inform principals 

and teachers who are serving on school councils about the 

effects principal leadership style has on teachers who are 

occupying leadership roles. The results of this study may 

also be used by organizations that train principals to 

demonstrate the effects leadership styles have on 

subordinates' perceived empowerment. Teachers serving on 

school councils may use these results to better understand 

their role in school leadership and enhance their feelings 

of empowerment. Principals may use these results to modify 

their leadership behaviors to maximize the leadership 

potential of their teachers. 
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Overview of the Methodology 

Participants for this quantitative study were high 

school teachers who were serving on the school councils at 

11 high schools in an urban school district in the 

southwestern United States. The researcher attended a 

meeting of each school's council, and in the absence of the 

principal, described the nature and purpose of the study, 

and obtained consent from the teachers to participate. The 

researcher advised the teachers, both verbally and in 

writing, that their participation was strictly voluntary, 

and that they could withdraw from the study at any time. 

The researcher distributed copies of the Multifactor 

Leadership Questionnaire (Bass & Avolio, 1995), the School 

Participant Empowerment Scale (Short & Rinehart, 1992), a 

simple demographic questionnaire designed by the 

researcher, and an unmarked envelope to each teacher. The 

teachers were instructed to complete the questionnaires, 

place them into the envelope and seal the envelope. 

Teachers not wishing to participate were advised that they 

could withdraw by simply placing their unmarked 

questionnaires into the envelopes and sealing them. 

Confidentiality of the participants was reasonably assured 

through this process. 
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Survey results were tabulated and analyzed for 

correlations between the leadership factors of the MLQ and 

the empowerment subscales of the SPES using multivariate 

analysis of variance (MANOVA). Details of the research 

methodology are contained in chapter 3, and a complete 

analysis of the results is found in chapter 4 of this 

dissertation. 

Assumptions 

The following assumptions related to the study were 

made: 

1. Surveys were completed honestly and accurately, 

producing results indicative of teacher perceptions 

and principal leadership style. 

2. Two types of councils were functioning at the schools 

that participated in this study: school councils and 

instructional councils. It is assumed that teachers' 

responses were unaffected by the type of council upon 

which they served. 

3. All teachers serving on the councils were active 

participants in the shared decision-making process. 

4. Members of instructional council were appointed while 

school council members were elected. It is assumed 
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that the manner in which the teachers became members 

of the council had no effect on their responses. 

Limitations 

The following were limitations of the study: 

1. Teachers and principals participating in the study 

were employed by the same school district. Factors 

unique to this school district affecting either 

principal leadership style or teacher empowerment 

could limit the ability to extrapolate the results of 

this study to other school districts. 

2. Teacher participation was limited to school council 

and instructional council members. These teachers are 

often selected to participate on the school council 

because they already hold positions of power and 

authority within the school. This could affect their 

perceptions of empowerment regardless of how they 

perceived principal leadership style, causing the 

researcher to draw false conclusions regarding the 

effect of principal leadership style on teachers' 

perceived empowerment. Using this select group of 

teachers could also limit the ability to extrapolate 

the results and make inferences about the effects of 
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principal leadership on other school personnel's 

perceived empowerment. 

3. Not all schools had the same type of council. Four of 

the schools only allowed access to the instructional 

council, two allowed access only to the school 

council, and five allowed access to both types of 

councils. School councils were relatively new 

institutions while instructional councils had been in 

existence for many years. Responses from subjects on 

each type of council are assumed to be equivalent, 

however since not all sites had the same types of 

councils, direct comparisons between schools is 

difficult. 

4. All participants worked at the high school level. 

Leadership style, group dynamics, and decision-making 

structures in the high school may differ from those 

found in the middle school or elementary school levels 

limiting the ability to apply the results of this 

study to middle or elementary school teachers and 

principals. 

5. Factors other than perceived principal leadership 

style, such as district office and teachers' union 

decisions, can affect teachers' perceptions of 
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empowerment. Teachers may make responses indicating 

higher or lower perceptions of empowerment that are 

the result of factors other than principal leadership. 

This could cause the researcher to make assumptions 

regarding the effect of principal leadership on 

teacher empowerment that are inaccurate. 

6. Responses to the survey questions could be subject to 

the Hawthorne effect. Teachers may have felt increased 

empowerment as a result of being asked for their 

opinion. If this were the case, teacher perceived 

empowerment would be the result of participating in 

the study rather than any effects caused by principal 

leadership style. 

7. This study was limited to the reliability and validity 

of the instruments used. It is also subject to the 

limitations found in all survey-type studies. Other 

data collection methods could provide results that 

differ from those obtained using survey data. 

Definition of Terms 

School Council: A shared decision-making body within 

the school comprised of administrators, teachers, support 

staff, parents, students, and local business 



27 

representatives as described in school board policy and 

state statute. Members are elected. 

Instructional Council: A shared decision-making body 

within the school comprised of administrators and 

department chairs. Members are usually appointed by the 

principal. 

Transformational Leadership: A style of leadership 

that is a relationship of mutual stimulation and elevation 

among leaders and subordinates that converts followers into 

leaders (Bass, 1985). 

Transactional Leadershipt A style of leadership based 

upon contingent reward; leaders exchanging rewards or 

promises of reward for performance by subordinates (Bass, 

1985). 

Idealized Influence (Attributed): Leadership factor of 

the MLQ in which the leader demonstrates innate qualities 

that provide a clear sense of purpose to followers that is 

inspirational (Bass & Avolio, 2000). 

Idealized Influence (Behavior): Leadership factor of 

the MLQ in which the leader actively engages in behaviors 

and actions to motivate and inspire his or her followers 

(Bass & Avolio, 2000). 
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Inspirational Motivation: Leadership factor of the MLQ 

in which the leader demonstrates charismatic behaviors 

promoting identification with the leader and his or her 

vision (Bass & Avolio, 2000) . 

Intellectual Stimulation: Leadership factor of the MLQ 

in which the leader encourages followers to question the 

status quo and develop new methods to improve their ability 

to solve problems (Bass & Avolio, 2000). 

Individualized Consideration: Leadership factor of the 

MLQ characterized by the leader focusing on the needs of 

the follower in an attempt to develop the follower to his 

or her highest potential (Bass & Avolio, 2000). 

Contingent Reward: Leadership factor of the MLQ 

characterized by the leader the indicating what is expected 

of followers and identifying what they will receive in 

return for meeting performance expectations (Bass & Avolio, 

2000) . 

Management by Exception (Active): Leadership factor of 

the MLQ characterized by the leader monitoring progress 

toward the completion of tasks and correcting for any 

problems that might arise (Bass & Avolio, 2000). 

Management by Exception (Passive): Leadership factor 

of the MLQ characterized by the leader reacting to problems 
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only after they have become serious enough to require 

corrective action (Bass & Avolio, 2000). 

Laissez-Faire: Leadership factor of the MLQ in which 

the leader fails to make decisions and avoids involvement 

in important issues (Bass & Avolio, 2000). 

Teacher Empowerment: A construct in which teachers 

have the ability to take charge of their own professional 

growth and resolve their own problems (Short, 1994). 

Shared Decision-Making: Subscale of the SPES 

indicating that the school encourages teacher participation 

in critical decisions that affect their work (Short, 1994). 

Professional Development: Subscale of the SPES 

indicating that the school provides opportunities for 

teachers to grow and develop professionally (Short, 1994). 

Status: Subscale of the SPES indicating that teachers 

feel respected and admired by colleagues and that they have 

colleagues' support (Short, 1994). 

Self-Efficacy: Subscale of the SPES indicating that 

teachers perceive that they have the skills and ability to 

help students learn (Short, 1994). 

Autonomy: Subscale of the SPES indicating that 

teachers believe that they have control over some aspects 

of their work life (Short, 1994). 
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Impact: Subscale of the SPES indicating that teachers 

perceive that they influence school life (Short, 1994). 

Organization of the Study 

Chapter 1 of the study contains background 

information, the statement of the problem, and the purpose 

of the study. Also included are the research questions, 

assumptions of the study, and limitations of the study. 

Definitions of key terms are also provided in chapter 1. 

Chapter 2 contains a thorough review of related research on 

school leadership and teacher participation in decision

making. Design of the study including sample selection, 

instrumentation, data collection, and analysis are included 

in chapter 3. Chapter 4 contains the results and 

statistical analysis of the data. The summary of the 

findings, conclusions, implications for the field, and 

recommendations for further study are found in chapter 5. 
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CHAPTER 2 

REVIEW OF RELATED LITERATURE 

Introduction 

Effective schools research of the 1970s and *80s 

emphasized the principal's role in school improvement 

efforts (Edmonds, 1979; Levine & Lezotte, 1995). But, over 

the years, the preferred approach to principal leadership 

has changed from one that is autocratic to one that is more 

collaborative. Lieberman (1995) describes the change this 

way: 

The 1990's view of leadership calls for principals to 
act as partners with teachers, involved in a 
collaborative quest to examine practices and improve 
schools. Principals are not expected to control 
teachers but to support them and to create 
opportunities for them to grow and develop, (p. 9) 

This statement fully supports the contention of Bennis and 

Nanus (1985) that leadership is more about the empowerment 

of others rather than the exercise of power itself. 

This review of the literature will focus on the 

development of modern leadership theory and organizational 

leadership as it applies to schools. It will examine 

transformational and transactional leadership styles and 

their effects on organizations. Teacher empowerment and 
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shared decision-making, with an emphasis on the school 

council as a vehicle for teacher empowerment, will also be 

described. 

Leadership Theory 

Throughout the latter part of the 20th century and 

into the beginning of the 21st century, a number of 

leadership theories have been described in the literature. 

These theories have largely been developed for business and 

industrial organizations. Several have been adapted for 

application to school systems. 

Trait Theory 

Early leadership theories attributed success to 

exceptional personal qualities of the leader (Stogdill, 

1974) . The so-called Great Man Theory assumed leaders were 

born and not made and is considered one of the earliest of 

Trait Theories (Hallam, 2001). But under the Great Man 

Theory, there would be no point in investing time and 

energy into training ordinary people to be leaders as "no 

amount of education and experience could change your fate 

with regard to leadership" (Hallam, 2001, p. 1). 
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Stogdill (in Bass, 1981), Gardner (1990), Kouzes and 

Pozner (1993), and Bennis and Nanus (1985), all embraced 

the Trait Theory of leadership. They suggest that the 

qualities and traits of successful leaders should be 

studied and copied (Shriberg, Lloyd, Shriberg, & 

Williamson, 1997). 

Leadership Traits theorists hypothesized that 

"leadership should be acquired by the individual who is 

most fortunately endowed with various aspects of physique, 

intelligence and personality" (Stogdill, 1974, p. 4). Tests 

were developed to assess individual's leadership traits but 

were found to be of little predictive value in determining 

the success of leaders. This was thought to be due to the 

fact that "traits do not operate singly, but in 

combination, to influence followers" (Stogdill, 1974, p. 

5). Numerous studies on leadership traits ultimately led to 

the conclusion that leader characteristics that are 

effective in one situation may not be effective in other 

situations (Stogdill, 1974). 

Situational Leadership Theory 

Trait theories focus on what leaders are rather than 

what they do. Trait theories do not account for situational 



34 

issues that can dictate a particular leadership style. The 

situational approach to leadership "emphasizes the 

importance of contextual factors such as the leader's 

authority and discretion, the nature of the work performed 

by the leader's unit, the attributes of subordinates, and 

the nature of the external environment" (Yukl, 1989, p. 

261) . 

Hersey and Blanchard's (1969) Life Cycle model, based 

largely on Blake and Mouton's (1964) Leadership Grid, and 

on studies at Ohio State University conducted in the late 

1940s and early 1950s, proposes that leader behavior 

depends upon subordinate maturity. "The emphasis in the 

Life Cycle Theory of Leadership will be on the followers" 

(Hersey & Blanchard, 1969, p. 29). The Life Cycle model 

describes four types of leadership behavior—telling, 

selling, participating, and delegating—and relates them to 

either task-oriented decisions or relationship-oriented 

decisions. Leaders modify their leadership behaviors to 

focus more on supportive behaviors and less on task-

oriented behaviors as subordinates mature and become more 

self-sufficient. Leadership style moves from telling 

behaviors through the continuum toward delegating 

behaviors. Hersey and Blanchard (1969) posit, "... there 
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is no normative (best) style of leadership; that successful 

leaders are those who can adapt their leader behavior to 

meet the needs of their followers and the particular 

situation" (p. 27). 

Contingency Theory 

Evolving from situational leadership theory, 

contingency theory holds that the leader must develop a 

variety of leadership behaviors. The behaviors he or she 

chooses to employ on any given occasion will be contingent 

upon the characteristics of the situation. These 

characteristics may include the nature of the organization, 

its internal and external environments, the leader's 

assigned role, and the nature of the subordinates (Hoy & 

Miskel, 2001). 

Tannenbaum and Schmitt (1958) state: 

A contingency approach to leadership sees the 
successful leader as one who is keenly aware of the 
forces which are most relevant to his behavior at any 
given time and who is able to behave appropriately in 
the light of these, (p. 101) 

While Tannenbaum and Schmitt allude to the contingency 

theory of leadership, it is Fiedler (1967) who is credited 

with developing the first true contingency theory (Hoy & 

Miskel, 2001). The Least Preferred Coworker (LPC) model of 
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leadership, developed by Fiedler (1967), identifies two 

styles of leadership: task-oriented and relationship-

oriented. The leader exhibits degrees of these leadership 

styles based on three situational factors: leader-member 

relations, task structure, and leader position power. The 

LPC scale is used to measure the extent to which the leader 

values task accomplishment or interpersonal relationships. 

The LPC model of leadership . . demonstrates that a 

combination of situational and individual characteristics 

partly explains the leadership phenomenon" (Hoy & Miskel, 

2001, p. 405). 

Another contingency theory of leadership is House's 

Path Goal Theory (House & Mitchell, 1974), which requires 

the leader to assess the organization rather than the 

individual, and then select the appropriate leadership 

style. There are four kinds of leader behavior: directive, 

supportive, participative, and achievement oriented. 

Directive leaders let subordinates know what is 

expected of them by giving them guidance and direction and 

scheduling work. Supportive leaders are friendly and 

approachable. They show concern for subordinates' welfare 

and treat all group members as equals. Participative 

leaders consult siibordinates, solicit suggestions and allow 
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participation in decision-making. Achievement oriented 

leaders set challenging goals, expect and encourage 

subordinates to perform at high levels, and show confidence 

in subordinates' activities (Hoy & Miskel, 2001). 

In the Path Goal Theory, there are five organizational 

factors that the successful leader must assess before he or 

she can select the appropriate leadership behaviors. 

Organizational factors include the subordinates' valences, 

or how one decides what is important; instrumentalities, or 

satisfaction with outcomes; and expectancies, or expected 

results. Other factors are equity of rewards and accuracy 

of role perceptions. 

The interplay between the four leadership behaviors 

and five subordinate expectancy variables is further 

complicated by the fact that other situational factors can 

also affect the process of leadership. Leaders may 

fluctuate between leadership styles depending upon which 

yields the most favorable results (Shriberg et al., 1997). 

Path Goal Theory attempts to explain why contingent 

reward influences the motivation and satisfaction of 

subordinates (Bass, 1985). Leaders who ascribe to 

Contingency Theory negotiate with subordinates and interact 
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with situational factors in an attempt to reach a desired 

outcome. 

Transformational and Transactional Leadership Theory 

Burns (1978) generalizes about the leadership process, 

consolidating leadership theory into two categories, 

transactional and transformational. Building upon the 

theories proposed by Burns, Bass (1985) described 

Transactional Leadership theory as being a system of barter 

between the leader and the follower. "Transactional 

leadership is contingent reinforcement" (Bass, 1985, p. 

121). Transactional leaders recognize subordinates' needs 

and wants, and clarify how they will be satisfied. Bass 

(1985) describes the relationship between the transactional 

leader and his/her subordinates this way: 

1. (The transactional leader) recognizes what it is we 
want to get from our work and tries to see that we 
get what we want if our performance warrants it. 

2. (He/she) exchanges rewards and promises of reward 
for our efforts. 

3. (He/she) is responsive to our immediate self-
interests if they can be met by our getting the 
work done. (p. 11) 

The leader identifies a course of action the 

subordinate must follow to achieve the desired outcome. 
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then the leader and the follower agree upon the course of 

action, resulting in the follower's success. Transactional 

leaders focus on efficient processes and getting results 

(Bass, 1985). 

Transactional leadership can serve as a foundation for 

transformational leadership by raising the level of trust 

the followers have in the leader. Subordinates gain faith 

in the leader's ability to produce satisfying outcomes. 

Transformational leaders also seek to satisfy their 

followers' needs, but take it a step further by ". . . 

elevating those influenced from a lower to a higher level 

of need according to Maslow's (1954) hierarchy of needs" 

(Bass, 1985, p. 14). "Transformational leadership does not 

replace transactional leadership but does augment or expand 

its effects on follower motivation, satisfaction, and 

performance" (Hoy & Miskel, 2001, p. 414). 

Transformational leadership does involve influencing 

followers, but the effect of the influence is to empower 

subordinates (Yukl, 1989). The transformational leader 

attempts to build commitment for the organization's mission 

and goals. Transformational leadership is a shared process 

involving leaders at various levels within the 

organization, and not just top-level executives (Burns, 
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1978). Bass (1985) defines transformational leadership in 

terms of the leader's effect on the followers. The 

transformational leader motivates followers to do more than 

they might otherwise do, by making them aware of the 

importance and value of their work, appealing to their 

higher order needs (Yukl, 1989). 

Charismatic Leadership Theory 

The origins of Charismatic Leadership are credited to 

Max Weber (as cited in Hoy & Miskel, 2001). This theory 

describes the leader as an individual having exceptional 

characteristics and a strong vision. Subordinates develop a 

deep commitment and loyalty to the leader, so much so that 

there is an acknowledged "dark side" (Conger, 1989, p. 137) 

to charismatic leadership if the leader is of questionable 

moral character. Charismatic leadership, like 

transformational leadership, refers to the leader's ability 

to influence the organization's members, but is defined 

more narrowly. "Followers not only trust and respect the 

leader, as they would with a transformational leader, but 

they also idolize or worship the leader as a superhuman 

hero or spiritual figure" (Yukl, 1989, p. 269) . House 

(1977) and Conger (1988) each propose versions of 
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charismatic leadership theory that identify characteristics 

of charismatic leaders such as a strong need for power, 

high self-confidence, and strong convictions. 

Summary of Leadership Theory 

Each of the theories described in this review of the 

literature examines a subset of factors relevant for leader 

effectiveness. As research on leadership has progressed, 

these individual factors have been combined to describe a 

larger network of interacting variables, integrating theory 

to paint a broader picture of leadership. 

Organizational Leadership in the Schools 

The National Coitimission on Excellence in Education 

(1983), in its report A Nation At Risk, argued that 

national security was in danger because of substandard 

public education in America. This report served to initiate 

a number of reform efforts in American education 

collectively referred to as the Excellence Movement. The 

Excellence Movement eventually failed, thought largely due 

to its top-down approach to school improvement, and was 

replaced by a new system of site-based reform known as the 

Restructuring Movement (Dufour & Eaker, 1998). Some common 
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features of restructuring are site-based management, shared 

decision-making, instructional advisory groups (school 

councils), and heterogeneous grouping in core subjects 

(Newmann & Associates, 1996). 

A seldom-realized goal of the Restructuring movement 

has been to provide educators with greater authority to 

oversee changes in their schools. Unfortunately 

"...practitioners have typically elected to focus on marginal 

changes rather than on core issues of teaching and 

learning" (Dufour & Eaker, 1998, p. 8). Organizations such 

as schools must do more than simply provide a structure for 

involving their members in decision-making, they must also 

provide an opportunity for members to learn essential 

skills required to take advantage of the structure. 

Organizational Learning 

Organizations are not merely collections of 

individuals, yet there is no organization without such 

collections. Similarly, organizational learning is not 

merely individual learning, yet organizations learn only 

through the experience and actions of individuals" (Argyris 

& Schon, 1978, p. 9). While organizations are comprised of 

individuals, and learning and improvement must occur at the 
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individual level, improvement and change must be 

institutionalized for it to have a lasting effect. 

"Organizational learning refers to experience-based 

improvement in organizational task performance, and is 

decomposable into the improvement in performance of 

individual decision-makers whose learning comes to be 

encoded in organizational maps, memories, and programs" 

(Argyris & Schon, 1978, p. 323). 

Organizational learning should not be confused with 

individual learning. While individual learning is important 

to organizations, organizational learning is not just a sum 

total of each members learning. Organizational learning 

occurs through the establishment of routines and norms that 

are systemic within the organization (Fiol & Lyles, 198 5). 

Routine-based conceptions of learning presume that the 
lessons of experience are maintained and acciamulated 
within routines despite the turnover of personnel and 
the passage of time. Rules, procedures, technologies 
beliefs and cultures are conserved through systems of 
socialization and control. (Levitt & March, 1988, p. 
326) 

Fiol and Lyles (1985) distinguish between low-level 

and high-level organizational learning. They describe low-

level learning as mere repetition of past behaviors, often 

short term, and having a limited effect on the 

organization. High-level learning, on the other hand. 
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involves the development of complex rules and associations 

regarding new actions. There is a deeper understanding of 

cause and effect, and the learning is far-reaching, 

affecting the entire organization (Fiol & Lyles, 1985). 

Argyris and Schon (1978) refer to this high-level 

learning as "Double-loop" learning. "Double-loop learning 

occurs when an error is detected and corrected in ways that 

involve the modification of an organization's underlying 

norms, policies and objectives" (Argysis & Schon, 1978, p. 

3) . 

One of the key technologies that must be developed in 

order for an organization to become a learning organization 

is that of learning itself. "The general expectation is 

that learning procedures will become more common when they 

lead to favorable outcomes, and that organizations will 

become effective at learning when they use learning 

routines frequently" (Levitt & March, 1988, p. 332). This 

suggests that leaders must create an environment that 

encourages organizational learning, leading ultimately to a 

shift in culture that embraces organizational learning. 
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Schools as Learning Organizations 

The Factory Model of schooling that had been in place 

for well over a century prior to reform efforts called for 

traditional leaders: "... Special people who set the 

direction, make the key decisions, and energize the troops" 

(Senge, 1990, p. 340). If schools were to emulate best 

practices in business organizations, they would have to 

become learning organizations, and leaders would have to 

adapt their leadership accordingly. "In a learning 

organization, leaders are designers, stewards and teachers. 

They are responsible for building organizations where 

people continually expand their capabilities to understand 

complexity, clarify vision, and improve shared mental 

models—that is, they are responsible for learning" (Senge, 

1990, p. 340). 

Wallace, Sweatt, and Acker-Hocevar (1999) describe 

educational leadership as a process of transformation, in 

which the leader builds strong relationships to nurture 

both personal and school growth. They propose: 

1. The effective educational leader is a person of 
vision with clarity about the purpose and direction 
of education and embraces the virtues, traditions, 
and aspirations that enhance the culture of the 
school. 
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2. The educational leader's role is to communicate 
that guiding vision, strong values, and 
organizational beliefs and keep them ever present 
and clear. Effective use of skills in listening, 
communicating, and facilitating group interaction, 
are key qualities for the leader. 

3. Outstanding leaders are not knee-jerk 
reactionaries, but strategic visionaries. They are 
those who have a clear perception of where the 
school is, a guiding vision of where the school 
ought to be, and the ability to allow the school's 
form to emerge as it will, while unobtrusively 
ensuring that it goes where it should. The 
educational leader stands as a conduit to channel 
resources to make something happen. 

4. The effective leader evokes a sense of followership 
[sic] by empowering others so that a sense of 
ownership is developed. A key is the leader's 
ability to evoke potential that already exists, to 
transform private meaning into public meanings, (p. 
18) 

Value-Added Leadership 

Sergiovanni (1990) calls for Value-Added Leadership: 

leadership that begins with the value of traditional 

leadership, then adds the ingredients needed to inspire 

exceptional performance. He cites four reasons why it is an 

effective leadership style: 

1. It provides the necessary latitude that enhances 
choices in an otherwise bureaucratic and political 
world of demands and constraints. 

2. It is aligned with a realistic view of how schools 
and other enterprises actually work, thus its 
practices are practical. 
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3. It is based on a theory of human rationality that 
enhances both individual and organizational 
intelligence and performance. 

4. It responds to higher-order psychological and 
spiritual needs that lead to extraordinary 
commitment, performance, and satisfaction, (p. 41) 

Value-Added Leadership has its roots in transformative 

leadership (Burns, 1978), transformational leadership 

(Bass, 1985), and charismatic leadership (Conger, 1988; 

House, 1977). The basic framework for Value-Added 

leadership, as stated by Sergiovanni (1990), compares 

traditional leadership values to dimensions of value-added 

leadership. For example, he compares the value of 

management to the value-added dimension of leadership; the 

value of extrinsic motivation to the value-added dimension 

of intrinsic motivation. Each of his comparisons between 

value and value-added leadership call for the leader to 

encourage a higher level of subordinate participation and 

performance in value-added leadership. 

Principal Leadership Tasks 

Sergiovanni (1996), in Leadership for the Schoolhouse, 

proposes a number of tasks principals should perform as 

leaders. Some of these tasks lend themselves to a directive 

leadership style while others favor a collaborative one. 
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further demonstrating the variability of leadership in 

schools. The tasks Sergiovanni (1996) proposes are: 

1. Purposing - bringing together shared vision. 

2. Maintaining harmony - building a consensual 
understanding of school purpose. 

3. Institutionalizing values - translating the 
school's covenant into a workable set of procedures 
and structures. 

4. Motivating - providing for the basic psychological 
and cultural needs of members. 

5. Managing - ensuring necessary day-to-day support. 

6. Explaining - giving reasons for asking members to 
do certain things. 

7. Enabling - removing obstacles and providing 
resources. 

8. Modeling - accepting responsibility and modeling 
purposes and values. 

9. Supervising - providing the necessary oversight to 
ensure that the school is meeting its commitments, 
(pp. 88-89) 

These leadership tasks require the leader to fulfill both 

managerial and leadership functions. By taking care of the 

basic needs of the organization and promoting higher levels 

of performance in his or her subordinates, the leader works 

towards establishing a learning organization (Senge, 1990). 
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Schools as Professional Learning Communities 

Dufour and Eaker (1998) refer to Senge's (1990) 

learning organizations as Professional Learning 

Communities. Principals play a key role in the development 

of professional learning communities at their schools. 

To have the greatest impact, principals must define 
their job as helping to create a professional learning 
community in which teachers can continually 
collaborate and learn how to become more effective. 
Principals must recognize that this task demands less 
command and control and more learning and leading, 
less directing and more orchestrating. (Dufour & 
Eaker, 1998, p. 184) 

Principals of professional learning communities lead 

through shared vision and values rather than through rules 

and procedures, involve faculty members in the school's 

decision-making processes and empower individuals to act, 

and provide staff with the information, training, and 

parameters they need to make good decisions (Dufour & 

Eaker, 1998). 

Leithwood, Leonard, and Sharratt (1998) synthesized 

evidence from three different qualitative studies in which 

K-12 teachers were selected and interviewed to identify 

conditions that promote organizational learning. 

Transcripts of the interviews were analyzed to identify 

variables affecting organizational learning in schools. 
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Teachers made thousands of verbal associations to variables 

affecting organizational learning. Variables most closely 

associated with organizational learning were: district 

leadership, school culture, school structure, policies and 

resources, and site leadership. Variables particularly 

germane to this dissertation are school structure and site 

leadership. 

Regarding the organizational structure of the school, 

Leithwood et al. (1998) found: "For the most part, school 

structures believed to support organizational learning were 

those that allowed for greater participation in decision 

making by teachers" (p. 258). In regards to leadership 

style, a transformational style of leadership was found to 

foster organizational learning. Teachers participating in 

the study "applauded the autonomy their principals gave 

them to make their own decisions in certain areas" (p. 

261). Interestingly, teachers also noted that their 

principals could make unilateral decisions, more aligned 

with a transactional leadership style, when appropriate; 

these observations support Hoy and Miskel's (2001) 

contention that transformational and transactional 

leadership are not necessarily mutually exclusive. 
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This balance between collaborative leadership style 

and directive leadership style is also noted by Marks and 

Louis (1999) in their quantitative study of 910 teachers 

from 24 elementary, middle, and high schools. They noted 

that . . leadership in high-performing learning 

organizations is decentralized, facilitative and exercised 

fully at all levels of the organization" (p. 712), but 

"paradoxically, organizational learning also requires 

strong and sometimes directive leadership in the 

articulation of organizational goals. . (p. 712). Deal 

and Peterson (1994) attribute the need for these two 

approaches to school leadership as a dichotomy between the 

leader as manager and the leader as visionary. 

Transformational and Transactional Leadership 

In his book Leadership, Burns (1978) articulated the 

concept of transactional and transformational leadership. 

Bass (1985) built upon Burns' original model and developed 

the Multifactor Leadership Questionnaire as a tool to test 

the effects of transformational and transactional 

leadership on followers (Bass, 1990). The current version 

of this instrument, modified by Bass and Avolio (1995), 
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will be used in this study to examine principal leadership 

style. 

In Leadership and Performance Beyond Expectations, 

Bass (1985) states: 

Both transactional and transformational leaders 
display all the recognized leader decision styles but 
in varying amounts and intensities. They can be 
directive, negotiative or persuasive, consultative, 
participative, or delegative. Thus, we may see the 
transactional leader telling subordinates the specific 
payoffs they are to be given for complying with 
directions; the transformational leader may identify 
the transcendental goals toward which he may direct 
followers to work. (pp. 28-29) 

Transformational Leadership 

According to Bass (1990), transformational leadership 

should be encouraged because it affects performance within 

an organization at all levels. Subordinates find 

transformational leaders to be more effective and 

satisfying than transactional leaders. How do 

transformational leaders achieve this? Bass suggests they 

do so in one or more ways. "They may be charismatic to 

their followers and thus inspire them; they may meet the 

emotional needs of each employee; and/or they may 

intellectually stimulate employees" (p. 20). Bass 

identified these three leadership strategies through factor 
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analysis of data collected from the Multifactor Leadership 

Questionnaire (Bass, 1985). Later, Bass and Avolio (1990) 

added another factor, inspiration, to describe 

transformational leadership. However, "The ability to 

inspire is perceived as closely related to charisma and is 

therefore often regarded as the same constituent" (Bogler, 

1999, p. 2). 

Barbuto (1997) argues that leaders can influence 

followers in charismatic, transformational, or 

transactional ways, and that each style can exist 

independently from the others. He states: "Leaders can be 

transformational without necessarily employing a 

charismatic style, just as charismatic leaders may not be 

transformational" (p. 689). Although he suggests that these 

leadership characteristics can exist independently, he 

supports the idea that transformational leaders inspire 

followers and advocates transformational leadership as 

". . .a robust and exhilarating leadership style to 

motivate followers to pursue organizational goals" (p. 

(693) . 

Two-factor theory, Avolio and Bass (1988) proposed a 

two-factor theory of transformational leadership. They 
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state that transactional leadership is necessary for 

managing the organization but that transformational 

leadership is value-added; when applied in conjunction with 

transactional leadership, it supports individual and 

organizational change. However, in reviewing his own, his 

graduate students', and his colleagues' research, Leithwood 

(1994) found, among other things, that different types of 

organizations, for example military as compared to school, 

responded differently to transactional leadership. 

Teachers, being inherently intrinsically motivated, respond 

better to "individual consideration" (p. 504) than to 

transactional leadership. He found that like transactional 

leadership, individual consideration was unlikely to 

produce change, but did establish a climate of trust and 

loyalty leading to transformational leadership. Like Avolio 

and Bass (1988), Leithwood (1994) suggests that 

transformational leadership is value-added, but with the 

distinction previously mentioned. Responses to surveys 

administered to hundreds of schools were tested using path 

analysis. These statistical analyses coupled with the 

results of several qualitative research studies contributed 

to Leithwood's (1994) conclusions regarding transactional 

and transformational leadership. 
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Berson, in his 2001 study of 141 leaders, also found 

that effective transformational leaders might also employ a 

transactional leadership style. Berson (2001) obtained 

transformational and transactional leadership ratings using 

the Multifactor Leadership Questionnaire form 5R (Bass & 

Avolio, 1990). He characterized the difference between 

transformational and transactional leaders, stating that 

transformational leaders emphasize the intrinsic value of 

achieving the organization's mission while transactional 

leaders rely more on extrinsic reward. 

Dimensions of Transformational and Transactional 

Leadership 

In his 1994 synthesis of his and his associates' 

research, Leithwood provides six dimensions to define 

transformational leadership and two dimensions to describe 

transactional leadership. The transformational leader 

behaviors are: 

1. Identifies and articulates a vision. 

2. Fosters the acceptance of group goals. 

3. Conveys high-performance expectations. 

4. Provides appropriate models. 

5. Provides intellectual stimulation. 
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6. Provides individualized support, (p. 507) 

The transactional leadership dimensions proposed by 

Leithwood are contingent reward, a barter system of reward 

for subordinate effort (Bass, 1985), and management by 

exception, a situational approach to leadership based upon 

subordinate maturity (Hersey & Blanchard, 1969). 

Arguments for Transformational Leadership 

Madzar (2001), in his study of 7 5 employees in a non-

educational setting, found empirical evidence to suggest 

that a transformational leadership style results in higher 

performance by subordinates. He found that subordinates to 

transformational leaders, as measured by the Multifactor 

Leadership Questionnaire form 5x (Bass & Avolio, 1991), 

demonstrated characteristics associated with higher 

performance: a higher tolerance for ambiguity, goal-

oriented, and requiring less feedback from superiors, as 

measured by three different survey instruments. 

In an educational setting, transformational leadership 

is thought to improve teacher satisfaction in the value of 

their work, and thereby its quality, and should be pursued 

by principals (Koll, Robertson, Lampe, Scherie, & Hegedus, 

1996) . Transformational leadership has the potential to 
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build high levels of commitment to school goals, and foster 

growth in the capacities of school staff (Jantzi & 

Leithwood, 1996). 

In a study conducted by Jantzi and Leithwood (1996), 

data from surveys of more than 1500 teachers were analyzed 

to identify teachers' perceptions of transformational 

leadership. Results of this study indicate that leadership 

encompassing the school's mission, vision, goals, culture, 

programs and instruction, policies and organization, 

decision-making structures, and resources has the greatest 

influence on teachers. Studies by Leithwood et al. (1998) 

confirm that transformational leadership contributes to 

organizational learning and is well matched to the school 

restructuring agenda. This conclusion was the result of 

three individual qualitative studies, as well as a cross 

study analysis involving a total of 14 schools and 114 

teachers. 

Leithwood (1994) makes his argument in favor of a 

transformational leadership style based on two assumptions. 

One is that the focus of school leadership will be 

instructional in nature and the other is school 

restructuring will dominate the agenda for some time. 

Research by Smylie et al. (1996) lends support to 
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Leithwood's first assumption by demonstrating the 

importance an instructional focus of school leadership. 

Smylie et al. (1996) found, through their analysis of 

survey data, that when group decision making, as called for 

in a transformational model of leadership, focuses on 

instructional outcomes, student achievement increases. 

Conversely, when the focus is on non-instructional issues, 

student achievement declines. It is not just the style of 

leadership that impacts the school, but the manner in which 

it is applied as well. 

Empowerment 

Rappaport (1987) describes empowerment as a positive 

value in American culture. He calls it ". . . individual 

determination over one's own life and democratic 

participation in the life of one's community, often through 

structures such as schools, neighborhoods, churches and 

other voluntary organizations" (p. 121). He suggests that 

those who participate in decisions that are meaningful to 

them are most likely to feel empowered. Additional 

quantitative research by Zimmerman and Rappaport (1988) in 

which survey data from three separate studies, two 

involving students, and one involving community residents. 



59 

supported earlier findings by Rappaport (1987) that higher 

levels of participation in organizations result in greater 

feelings of empowerment on the part of the participants. 

Based upon the results of her qualitative studies of 

schools, using observation and interview data to examine 

what she terms "Themes of Empowerment" (p. 9), Lightfoot 

(1986) defines empowerment as . . the opportunities a 

person has for autonomy, responsibility, choice and 

authority" (p. 9). She applies the concept of empowerment 

specifically to the school environment, and states her 

belief that the earlier one begins to practice empowerment 

the better. "It is a good idea to give young people the 

opportunity for choice, power, and autonomy early in their 

lives to enable them to become increasingly comfortable, 

wise and sophisticated in its practice" (p. 9). 

Lightfoot also claims that empowerment in schools 

needs to be felt by students, teachers, and administrators 

alike. She states: 

I believe that the empowerment of each group enhances 
the opportunities for its recognition and expression 
in other groups. That is, if teachers feel strong, 
responsible, and influential, and feel that they are 
key decision makers and that their wisdom is valued, 
then it is likely that they will encourage these 
qualities in their students. (1986, p. 10) 



60 

She recognizes the need for changes in traditional 

school structure in order to accommodate empowerment. 

"Empowerment cannot co-exist with the rigid requirements of 

a hierarchical authoritarianism. Its practice and 

expression demand a more fluid state, a more negotiable 

organizational structure, and relationships that are 

fundamentally symmetrical" (Lightfoot, 1986, p.10). 

Prawat (1991) developed a theoretical framework that 

divides empowerment into two categories, epistemological 

empowerment and political empowerment. Epistemological 

empowerment relates to the validity attributed to teachers' 

knowledge and beliefs and political empowerment enables 

teachers to deal with unequal power relations. 

Epistemological and political empowerment is further 

divided into what Prawat terms "conversations with self" 

and "conversations with settings" (p. 738). Conversations 

with self are an individual, internal assessment of what 

knowledge or political relationships are most important. 

Conversations with settings refer to the individual's 

appraisal of the circumstances and the actions he or she 

considers taking. 

Prawat (1991) argues that the traditionally 

bureaucratic organization of schools denies teachers 



autonomy and control. This lack of autonomy and control 

contributes to a lack of productivity and commitment. 

Empowering Behaviors 

Reitzug (1994) conducted a case study involving an 

elementary school principal working in an urban school to 

test Prawat's (1991) theoretical framework. Reitzug 

analyzed the four components of Prawat's framework and 

based upon his observation and interview data, developed 

three categories that reflected types of empowering 

behaviors principals exhibit: support, facilitation, and 

possibility. Support behaviors are described as "creating 

supporting environment for critique" (Reitzug, 1994, p. 

291) and include the following: 

1. Providing teachers with greater control and 
autonomy. 

2. Encouraging giving voice. 

3. Encouraging the confirmation of self. 

4. Providing opportunities for conversations with 
others. 

5. Developing inquiry-oriented dispositions in order 
to test knowledge claims, (p. 291) 

Facilitation is described as "stimulating critique" (p. 

291). Principals who are facilitating are: 
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1. Stimulating teachers to view theory as a starting 
point subject to testing and revision. 

2. Directing attention to unnoticed aspects of the 
environment. 

3. Providing alternative frameworks for thinking about 
teaching and learning. 

4. Focusing attention on unequal power relations, (p. 
291) 

Possibility is "making it possible to give voice by 

actualizing products of critique" (p. 291). Principals who 

are creating possibility are: 

1. Developing commitments to self as professional 
(providing resources to be used on students' 
behalf). 

2. Encouraging activity on behalf of acquiring 
resources and advancing client interest, (p. 291) 

The results of this study showed that these empowering 

behaviors of principals shifted the locus of control for 

organizational change from the principal to the teachers, a 

more likely source of effective and meaningful change 

(Reitzug, 1994). 

Arguments for Empowering Teachers 

**The empowerment of teachers is fundamental to 

restructuring. Without it the creativity and innovation 

that is needed in schools will not be nurtured or allowed 
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to emerge" (Whitaker & Moses, 1990, p. 127). Teacher 

empowerment creates a sense of ownership, enfranchises 

teachers, prevents mindless bureaucracy, inspires growth 

and renewal, and stimulates collaboration (Whitaker & 

Moses, 1990). 

In a quantitative study involving 167 teacher-leaders, 

Rinehart and Short (1994) concluded that empowerment 

increases teachers' job satisfaction, which may positively 

influence performance and effectiveness of the 

organization. This conclusion was reached following 

analysis of teachers' responses to the School Participant 

Empowerment Scale (Short & Rinehart, 1992), and the Teacher 

Job Satisfaction Questionnaire (Lester, 1987). Teachers 

feel empowered when they work in schools that allow them to 

grow professionally, learn continuously, and expand their 

skills through their work at the school (Short, 1998). 

Characteristics of schools where empowerment exists are: 

1. A high trust level among teachers, principal, and 
district office leaders including the school board. 

2. An intense focus on students as the primary driver 
for all decision-making. 

3. A zeal for successfully tackling the tough problems 
that impede student learning. 

4. A strong belief among teachers that they were 
highly competent, and intense work to increase 
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competence through study, reflection, and other 
growth opportunities. 

5. A school environment that valued and supported 
student empowerment. 

6. Greatly reduced boundaries between school and 
community. (Short, 1998, p. 70) 

Components of Empowerment 

With so much emphasis being placed upon empowerment in 

all types of organizations including business, industry, 

and service organizations. Short and Rinehart (1992) 

conducted a study in which 211 teachers rated 68 beliefs 

about what makes them feel empowered in schools. The items 

were factor analyzed revealing six dimensions of teacher 

empowerment: decision making, professional growth, status, 

self-efficacy, autonomy, and impact. 

Decision-making refers to "the participation of 

teachers in the critical decisions that directly affect 

their work" (Short, 1994, p. 489). She identifies critical 

decisions as those involving budgets, teacher selection, 

scheduling, curriculxam, and other areas. Decision-making is 

a key dimension of empowerment because it allows teachers 

to feel ownership and commitment to the change process 

(Rosenholtz, 1985). 
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Professional growth occurs when opportunities exist 

for development of skills and continuous learning. Dufour 

and Eaker (1998) refer to teachers as being "lifelong 

students and consumers of the research affecting their 

profession" (p. 234). Not only is it important for teachers 

to have opportunities to engage in continuous learning, but 

also the professional learning must be imbedded within the 

teacher's daily work (Kotter, 1996). 

Status refers to teachers' perceptions that they are 

respected by their peers and have the support of their 

colleagues (Short, 1994). Professional collaborations among 

colleagues are based on empowerment (Whitaker & Moses, 

1990). Rosenholtz (1985) found that teachers in 

collaborative settings seek each other out for assistance 

and support, components of status. 

Self-efficacy develops as people begin to believe that 

they are competent and have mastered the skill necessary to 

achieve a desired outcome (Rosenholtz, 1985). Tschannen-

Moran, Woolfolk, Hoy, and Hoy (1998) state that efficacy 

plays an important role in schooling and has been closely 

related to student achievement. Hoy and Woolfolk (1993) tie 

teacher efficacy to principal leadership and faculty 

morale. They describe morale as including collaboration and 
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trust among colleagues, factors associated with Short's 

(1994) description of status above. 

Autonomy is teachers' beliefs they have some control 

over elements of their work and freedom to make certain 

decisions. Lightfoot (1986) defines empowerment as ". . . 

the opportunities a person has for autonomy, 

responsibility, choice, and authority" (p. 9); thus the two 

are inextricably entwined. Zimmerman and Rappaport, in 

their 1988 quantitative research studies on psychological 

empowerment, show a relationship between empowerment and an 

individual's ability to demonstrate autonomy in 

demonstrating competencies, making a connection between 

autonomy and efficacy. 

Impact refers to teachers' beliefs that they have an 

effect on school life. Teachers feel heightened self-esteem 

when they are doing something worthwhile and that they are 

recognized for doing so (Lightfoot, 1986). Short and 

Rinehart (1993) in their quantitative study of 257 teachers 

from eight schools examined empowerment and school climate. 

Analysis of survey data collected using the School 

Participant Empowerment Scale (Short & Rinehart, 1992) and 

the School Climate Questionnaire (as cited in Short & 

Rinehart, 1993) showed that teachers who perceive the 
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greater sense of empowerment believe that they impact the 

work of the organization" (p. 595). 

In a study of teacher empowerment and principal power 

bases, Gonzales and Short (1996) administered the School 

Participant Empowerment Scale (Short & Rinehart, 1992) and 

the Rahim Leader Power Inventory (Rahim, 1989) to 301 

teachers. Analysis of the results led Gonzales and Short to 

conclude that teacher leaders perceive opportunities for 

decision-making, professional growth, status, self-

efficacy, autonomy, and impact to be empowering aspects of 

their work. School leaders will be wise to allow for these 

opportunities if they wish to realize any meaningful 

changes in schooling. 

Shared Decision-Making and School Councils 

Effective schools theory identified the school, as 

opposed to the school district or state level, as the arena 

in which change takes place (Purkey & Smith, 1983). Goodlad 

(1983) also argued that selecting the school as the locus 

for change makes sense from the standpoint that it serves 

as a starting point for empirical research. Loose-coupling 

theories (Bidwell, 1965; March & Olsen, 1976; Meyer & 

Rowen, 1978; Weick, 1976) contribute to the argiiment in 
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favor of recognizing the school as the unit of change, by 

suggesting that federal and state agencies and district 

offices cannot control critical factors such as school 

climate and classroom processes (Purkey & Smith, 1983) . Not 

only does the research suggest that decisions surrounding 

school reform should be site-based, it also strongly 

supports teacher participation in shared decision-making. 

Shared Decision-Making 

Teacher involvement in shared decision-making 

contributes to the feeling of ownership and commitment, and 

to the feeling that the results of these decisions will 

work because they fit the local school and classroom 

environment (Purkey and Smith, 1983). Rozenholtz (1985) 

found that teacher participation indicates acceptance of 

school goals and provides for content over which colleagues 

can interact. Studies by Leithwood et al. (1998) concluded 

that teacher participation in decision-making led to 

increased organizational learning. "For the most part, 

school structures believed to support OL [sic] were those 

that allowed for greater participation in decision making 

by teachers" (p. 258) . 
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Hoy and Miskel (2001) summarize the research and 

theoretical literature on teacher participation in 

decision-making and make the following generalizations: 

1. The opportunity to share in formulating policies is 
an important factor in the morale of teachers and 
in their enthusiasm for the school. 

2. Participation in decision-making is positively 
related to the individual teacher's satisfaction 
with the profession of teaching. 

3. Teacners prefer principals who involve them in 
de c i s i on-ma ki ng. 

4. Decisions fail because of poor quality or because 
they are not accepted by subordinates. 

5. Teachers neither expect nor want to be involved in 
every decision; in fact, too much involvement can 
be as detrimental as too little. 

6. The roles and functions of both teachers and 
administrators in decision-making need to be varied 
according to the nature of the problem, (p. 341) 

Studies by Schneider (1984), Smylie (1992), Smylie et al. 

(1996), and Taylor and Bogotch (1994) each support Hoy and 

Miskel's (2001) generalization that teachers participating 

in shared decision-making experience greater job 

satisfaction. This dissertation examined principal 

leadership style to see if it was a contributing factor to 

teachers' job satisfaction. 

Smylie et al. (1996), in their quantitative study 

involving over 500 teachers from a midwestern, metropolitan 
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school district, found that teacher participation in 

decision-making ^^related positively to instructional 

improvement and student academic outcomes" (p. 191). These 

findings were based upon survey results collected over 

three years that tested teachers' perceptions of 

participative decision-making, accountability, individual 

autonomy, organizational learning, instructional 

improvement and student learning. Similarly, Easton and 

Storey (1994), in their qualitative study of the Chicago 

Public Schools, found a relationship between a democratic 

local school council and the creation of a school climate 

that encourages significant changes in a school's 

educational activities. These findings were based on 

trained observers' analysis of observations of council 

meetings. 

However, quantitative research by Leithwood and Jantzi 

(1999), involving 2,465 teachers and 44,920 students, 

indicates that "at best, councils had a weak positive 

influence on both classroom practice and schoolwide [sic] 

decisions" (p. 467). This conclusion is based upon the 

results of two survey instrxaments; one to obtain data from 

teachers on school conditions and leadership, and the other 
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to collect evidence from students on their engagement with 

school. 

These studies by Schneider (1984), Smylie (1992), 

Easton and Storey (1994), Taylor and Bogotch (1994), Smylie 

et al. (1996), and Hoy and Miskel (2001) all lend support 

to the value of involving teachers in the decision-making 

process, while the study by Leithwood and Jantzi (1999) 

casts some doubt. What factors associated with teacher 

involvement in decision-making could influence the results 

observed by these researchers? What effects does the 

principal's leadership style have on teachers who are 

participating in the decision-making process? This study 

examined that question. 

School Councils 

The formation of school councils as the vehicle for 

site-based management and shared decision-making has become 

a centerpiece of the restructuring agenda (Leithwood & 

Menzies, 1998). Keedy et al. (2000) report: "Various states 

have initiated school reform programs that seek to empower 

teachers, principals, and parents by devolving school 
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decision-making from the district central office back to 

the school level via school councils" (p. 6). 

In their study on school-based management, Leithwood 

and Menzies (1998) reviewed 83 empirical studies reported 

during the period between 1985 and 1995. One conclusion 

drawn from this review was that improving the educational 

experiences of students is not the only justification for 

restructuring: "Increasing schools responsiveness to 

parents, propensities to change and efficient use of 

resources are some of the other justifications frequently 

mentioned" (p. 330). 

School councils can serve as an organizational design 

that encourages the development and use of employee 

capacities by involving teachers in decisions that affect 

their work, giving them access to information, and allowing 

them to productively engage in group decision-making 

(Leithwood and Menzies, 1998). It is thought that 

involvement on school councils makes teachers feel more 

empowered as school leaders. How teachers respond to 

participation in school councils is important because 

"Empowered staffs, the reasoning goes, are more likely to 

form professional communities to maximize academic 

opportunities for all students" (Winter, Keedy, & Newton, 
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1999, p. 19). However, research by Wall and Rinehart (1997) 

using the School Participant Empowerment Scale (Short & 

Rinehart, 1992) to survey school council members at 93 

schools, and Keedy et al. (2000) who surveyed nearly 500 

teachers, found little relationship between participation 

on school councils and empowerment. Could the leadership 

style exhibited by the principals in these studies have 

affected the teachers' perceived empowerment? 

Shared Decision-Making and the Principal 

Goldring and Rallis (1993) "... stress the 

importance of the principal's commitment to authentic 

participation" in shared decision-making (p. 42). "One of 

the principal's tasks is to facilitate teachers in their 

new decision-making roles" (p. 43) . 

Smylie (1992) surveyed 116 teachers in a Midwestern 

K-8 school district. He explored relationships between 

teachers' willingness to participate in decision-making and 

four variables: the principal-teacher working relationship; 

working relationships among teachers; teachers' perceived 

capacity to contribute to decisions; and teachers' sense of 

responsibility and accountability in working with students. 

Analysis of the data showed that the principal's 
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relationship with the teacher "is clearly the strongest 

single influence on teachers' willingness to participate in 

decision-making" (Smylie, 1992, p. 64) . 

Weiss and Cambone (1994) conducted a 5-year 

longitudinal study of 12 public high schools in the United 

States. At each school, they conducted individual 

interviews with teachers, principals and other staff 

members to determine support for shared decision-making at 

their school sites. Principal leadership was deemed the 

most important factor related to successful school reform 

in schools in which teachers were actively participating in 

shared decision-making. 

Foels et al. (2000) conducted a meta-analytic 

integration of research on the effects of leadership style 

on group member satisfaction and found that democratic 

leadership results in greater satisfaction among group 

members than autocratic leadership. Leithwood and Jantzi 

(1999) gathered evidence from teachers, council members, 

and parents suggesting that principal leadership was 

crucial to the development of effective councils. These 

studies demonstrate the need for further investigation into 

principal leadership and its effects on the school based, 

shared decision-making that occurs in school councils. 
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Suininary 

Educational leadership theory has evolved over the 

past half-century to focus on leader behaviors, subordinate 

behaviors, and situational characteristics. 

Transformational and transactional leadership have emerged 

as the dominant leadership styles currently being applied 

to organizational settings such as those found in the 

schools. 

The tenets of transformational leadership call for the 

leader to raise subordinates to higher levels of 

performance. One structure available for accomplishing this 

feat is by involving subordinates in the decision-making 

process. A common vehicle for doing so within the school 

structure is through school councils. 

School councils, it has been thought, provide 

opportunities for teachers to become empowered through 

their involvement in the decision-making process. However, 

research has determined that it is not the structure of the 

school council that impacts teachers, rather it is the 

leadership of the principal. This review of the literature 

demonstrates the need for further study regarding the 

effects of principal leadership style on the perceived 

empowerment felt by teachers serving on school councils. 
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CHAPTER 3 

METHODOLOGY 

Introduction 

The purpose of this study was to examine the 

relationships between teachers' perceptions of principal 

leadership style'" and perceived empowerment of teachers who 

were serving on their school's school council. This chapter 

details the design and methods used by the researcher to 

obtain and analyze the data. It describes the context of 

the study, how the subjects were selected, and describes in 

detail the procedures used to carry out the experimental 

design. The chapter contains a description of the 

instruments used to collect data, how the data were 

organized, and the means by which the data were 

statistically analyzed. 

Context of the Study 

This study was conducted in a large urban school 

district located in the southwestern United States during 

the 2001-02 school year. The enrollment in the district. 

^ The reader is advised that leadership style in the context of data 
gathered in this study is perceived by the subjects and not absolute. 
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K-12, exceeds 60,000 students with over 15,000 of these 

being high school students. The enrollment at each of the 

11 high schools varied ranging from as few as 230 students 

to nearly 2,400 students. High schools 4 and 11 had 

enrollments under 800 students, high schools 1, 3, 8, and 9 

had between 800 and 1600 students, and high schools 2, 5, 

6, 7, and 10 had between 1600 and 2400 students enrolled. 

Ethnicity of students within the district was 48% 

Anglo, 39.5% Hispanic, 6.4% African American, 3.1% Native 

American, and 3% Asian American. Exact enrollment figures 

and ethnic breakdown for each of the participating schools 

has been withheld to protect confidentiality of the 

schools, principals, and subjects. 

Each of the high schools had a history of shared 

decision-making through an instructional council consisting 

of administrators and department heads. Under a district 

mandate established during the 2000-2001 school year (see 

Appendix A), each high school was instructed to put into 

place a school council with a membership that complied with 

state law. Members were to include certified employees, 

non-certified employees, community members, students, 

parents of students at the school, and site administrators. 

The number of parents and teachers on the council was to be 
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equal and constitute a majority of the school council, and 

the membership was to reflect the ethnic composition of the 

local community (§§ ARS 15-351). 

All 11 sites were working toward compliance with the 

district mandate and state law but most of these councils 

were in the earliest stages of writing their constitutions 

and bylaws. Ten of the 11 high schools had instructional 

councils that had been in operation for many years. One 

high school, HS 6, was in the process of reconfiguring its 

Instructional Council in order to make it comply with 

district guidelines for School Councils. HS 6 was 

designated a School Council in this study, but it is really 

a hybrid between an Instructional Council and a School 

Council. Only HS 11 lacked an Instructional Council. 

Principals at 4 of the 11 schools denied access to the 

members of their school's School Council because they felt 

that the councils were too new to be functional and would 

not accurately reflect shared decision-making at the site. 

Survey data were collected from 106 teachers representing 

nine schools' Instructional Councils and seven schools' 

School Councils. 
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Participants 

Subjects in the study were high school teachers who 

were serving on their school's school or instructional 

council. Race, gender, ethnicity, and other demographic 

characteristics of the subjects involved in the study were 

determined by the composition of the school councils, and 

therefore beyond the control of the researcher. Demographic 

data describing the gender and ethnicity of subjects are 

contained in Table 3.1. 

The researcher attended a regularly scheduled meeting 

of each school's council to describe the nature and purpose 

of the study and to recruit subjects. The teachers were 

advised both verbally and in writing that their 

participation was strictly voluntary, that they were free 

to withdraw at any time during the study, and that 

confidentiality would be reasonably assured. Since the 

number of teachers serving in this capacity is relatively 

small, two to 20 teachers per site, every teacher on the 

council was recruited to participate. Of 116 surveys 

distributed, 106 were completed for a 91% return rate. 
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Table 3.1 

Subject Gender and Ethnicity: By School 

Gender Ethnicity 

M Anglo Hispanic African Asian Other 

American 

HSl 

HS2 

HS3 

HS4 

HS5 

HS6 

HS7 

HS8 

HS9 

HSIO 

HSll 

Total 

12 

10 

5 

6 

66 

1 

3 

1 

37 

10 

11 

10 

10 

5 

7 

86 

1 

1 

4 

2 

Percent 64% 36% 83% 

11 

11% 

0 

0% 

2 

2% 

3 

1 

5 

5% 

Note. Totals do not eqijal 106 due to subjects declining to answer some 
demographic questions. Percentages do not total 100% due to rounding. 
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Data were also collected describing subjects' years of 

experience serving on the School or Instructional Council, 

at the school site, and total years of experience. These 

data are also contained in Table 3.2. 

Table 3 .2 

Survey Return Rate and Average Years of Experience ; 

Council , Site, Total 

Return Rate Average Years 

Surveys Surveys % On At Total 

Dist. Returned Returned Council Site Taught 

HSl 10 8 80% 5.6 15.1 18.9 

HS2 12 11 92% 2.45 14 .1 25 

HS3 9 8 89% 5.4 10.9 23.1 

HS4 9 9 100% 5.3 9.9 20.9 

HS5 12 12 100% 3.5 16.5 24.6 

HS6 9 8 89% 6.4 13.3 24.4 

HS7 23 20 87% 2.7 11.2 16.7 

HS8 13 13 100% 4.2 13.8 23.5 

HS9 8 6 75% 5.8 15.2 22 

HSIO 9 9 100% 5.9 14 20.2 

HSll 2 2 100% 1 3 18 

Mote. Of 116 surveys administered, a total of 106 were completed for a 
91% return rate. 
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Experimental Design and Procedures 

The researcher submitted a request to conduct research 

to the school district's Accountability and Research 

department. This request detailed the nature and purpose of 

the study and the methodology to be used. 

After obtaining the school district's consent 

(Appendix B), the researcher hand delivered a letter to 

each high school's principal requesting access to the 

teachers on the school council (Appendix C), along with two 

copies of a consent form provided by the district's 

Department of Accountability and Research (Appendix D). The 

principals were advised both verbally and in writing that 

their participation was strictly voluntary, that they could 

withdraw at any time, and that confidentiality would be 

reasonably assured. A signed copy of the consent form was 

returned to the researcher and a copy retained by the 

principal. 

The researcher then submitted a Project Approval Form 

to the university's Human Subjects Protection Program. The 

researcher received written notification that this study 

was exempt from review by the university's Institutional 

Review Board (Appendix E). 
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The researcher requested that the study be placed as 

the final item on the agenda of a regularly scheduled 

meeting of each of the 11 high schools' school council. 

After being introduced and given the floor, the researcher 

asked the principal and all non-teachers to leave the room 

so as not to bias the recruitment efforts of the 

researcher, or the responses of the subjects. 

The researcher distributed to the subjects, and read 

out loud, a disclaimer letter (Appendix F) to describe 

verbally and in writing the nature and purpose of the 

study, the voluntary nature of the teachers' participation, 

the teacher's right to withdraw at any time, and reasonable 

assurance of confidentiality. The teachers were then given 

an opportunity to ask any questions they might have about 

the study. 

The researcher then distributed a packet containing 

the Multifactor Leadership Questionnaire form 5x short 

(Appendix G; Bass & Avolio, 1995), the School Participant 

Empowerment Scale (Appendix H; Short & Rinehart, 1992), a 

simple demographic questionnaire designed by the researcher 

(Appendix I), and a blank envelope. Permission to use the 

MLQ was granted by the publisher (Appendix J) and 
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permission to use the SPES was granted by the author 

(Appendix K) . 

Subjects were instructed not to begin filling out the 

surveys until after the researcher had left the room. The 

subjects were told that the surveys would take 

approximately 15 minutes to complete and given general 

instructions on how to complete the surveys. The subjects 

were instructed that when done, they should place the 

completed surveys inside the blank envelope, seal the 

envelope to reasonably assure confidentiality of their 

responses, and return the sealed envelope to the researcher 

as they left the building. Subjects were also advised that 

they were free to withdraw from the study by simply placing 

their unmarked questionnaires into the envelope and sealing 

them inside. After answering any questions the subjects had 

regarding the procedure, the researcher exited the room and 

waited outside in the hallway. Subjects were dismissed as 

they returned their sealed envelopes to the researcher. 

Multifactor Leadership Questionnaire 

Principal leadership style, as perceived by the 

teachers, was determined through the use of the Multifactor 

Leadership Questionnaire (MLQ) form 5x short (Bass & 
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Avolio, 1995). Teachers recorded their perceptions of the 

principal's leadership behaviors by evaluating the 

principal using a five-point Likert scale on a 45-item 

survey instrument. 

The original MLQ developed by Bass (1985) evaluated 

six factors describing transformational and transactional 

leadership: Charisma, Inspirational, Intellectual 

Stimulation, Individualized Consideration, Contingent 

Reward, Management by Exception, and Laissez-Faire. As a 

result of subsequent research by Bass and Avolio (1993), 

three additional factors have been included bringing the 

total to nine; Idealized Influence (Attributed), Idealized 

Influence (Behavior), Inspirational Motivation, 

Intellectual Stimulation, Individualized Consideration, 

Contingent Rewards, Management by Exception (Active), 

Management by Exception (Passive), and Laissez-Faire. 

Items for the MLQ form 5x short were derived from 

several sources. First, a series of factor analyses were 

performed on previous versions of the MLQ, which provided a 

base for selecting items that exhibited the least 

convergent and discriminant validities. Second, results 

from an earlier version of the MLQ were subjected to 

Partial Least Squares analysis (Fornell & Larcker, 1981) to 



select items for inclusion in form 5x short. Third, new 

items were developed using more recent literature that 

distinguishes charismatic from transformational leadership. 

Fourth, six recognized experts in the field of leadership 

were given an earlier version of the MLQ form 5x short, and 

asked to make recommendations for modifying the instrument 

(Bass & Avolio, 2000). 

Reliability for the MLQ form 5x short was determined 

using a target leader and a set of nine samples (N=2154). 

Averages for the reliability scores for each of the 

leadership factors are as follows: Idealized Influence, 

Attributed (.86); Idealized Influence, Behavior (.87); 

Inspirational Motivation (.91); Intellectual Stimulation 

(.90); Individualized Consideration (.90); Contingent 

Rewards (.87); Management by Exception, Active (.74); 

Management by Exception, Passive (.82); and Laissez-Faire 

(.83) (Bass & Avolio, 2000). 

School Participant Empowerment Scale 

Perceived empowerment of teachers who were serving on 

the school councils at the participating high schools was 

determined using the School Participant Empowerment Scale 

(SPES) developed by Short and Rinehart (1992). The SPES 
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uses a five-point Likert scale to rate teachers perceived 

empowerment in six subscales, or dimensions of empowerment: 

Decision Making, Professional Growth, Status, Self-

Efficacy, Autonomy, and Impact. 

Item selection for the instrument was conducted in a 

study involving 7 9 teacher leaders. This group compiled a 

list of over 110 ways in which they felt empowered in the 

schools in which they taught. Of these, 75 items were found 

by Short and Rinehart (1992) to represent 11 components of 

empowerment described in earlier research on empowerment 

constructs: knowledge base, competence, status, influence, 

autonomy, control, responsibility, collaboration, 

involvement in decision-making, impact, and choice. 

Several steps were taken by Short and Rinehart (1992) 

to establish content validity. First, a panel of four 

experts rated each of the 75 items on a five-point 

continuum of representativeness. Second, the panel of 

experts assigned each of the items to one of the 11 

components of empowerment mentioned above. Items were 

selected for inclusion in the final questionnaire only if 

they had a single digit or less difference across all 

j udges' ratings. 
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This version of the questionnaire was then 

administered to 211 high school teachers from three high 

schools in three different states. The teachers' responses 

were subjected to factor analysis and a scree test, which 

identified six statistically significant factors and 

resulted in a 38-item questionnaire. A split-half estimate 

of reliability corrected by the Spearman-Brown formula 

yielded an internal reliability coefficient of .86. 

Coefficient alphas for each subscale were: Decision-Making, 

.89; Professional Growth, .83; Status, .86; Self Efficacy, 

.84; Autonomy, .81; and Impact, .82 (Short & Rinehart, 

1992). 

Demographic Questionnaire 

A questionnaire was developed by the researcher to 

obtain simple demographic data from the subjects. Subjects 

were asked to identify their gender, ethnicity, years of 

teaching experience, years of service at their current 

site, number of years of service on the school council, and 

subject areas they taught. Subjects were also asked 

questions regarding their participation on the School or 

Instructional Council. They were asked the types of issues 

discussed and the frequency with which recommendations 
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related to these issues were carried out. Interrater 

reliability was determined for these content questions by 

calculating an Intraclass Correlation Coefficient(ICC). 

Results of the ICC are contained in chapter 4. 

Organizing the Data 

The survey results were initially organized in 

accordance with the instruments authors' instructions. For 

the SPES, survey items that referred to each of the six 

empowerment subscales were grouped together and Likert 

scale ratings for each subject's responses to these 

questions were calculated yielding a single Likert scale 

rating for each of the six subscales. For the MLQ, survey 

items referring to each of the nine leadership factors were 

grouped together and Likert scale ratings for each 

subject's responses to these questions were calculated 

yielding a single Likert scale rating for each of the nine 

leadership factors. 

Data from each school site were placed on an 

individual spreadsheet to allow for comparisons between 

leadership style ratings and empowerment ratings. Rows of 

data referred to each of the subjects (subject 1, subject 

2, etc.) and columns of data contained the subjects' Likert 
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scale ratings for each of the six subscales of the SPES, 

and the nine leadership factors of the MLQ obtained from 

each subject's completed questionnaires. Columns were also 

included for recording each subject's responses to the 

content questions. 

Statistical Analysis of the Data 

School means for the teachers' Likert scale ratings 

for each of the nine leadership factors from the MLQ were 

calculated for each school site by averaging the Likert 

scale ratings for each leadership factor provided by the 

subjects at that school. School means for leadership 

factors identified by Bass and Avolio (2000) as being 

factors of transformational leadership were then averaged 

together to obtain a single mean Likert scale rating for 

transformational leadership at each school. Means for 

leadership factors identified as being factors of 

transactional leadership were also averaged providing a 

single mean Likert scale rating for transactional 

leadership at each site. 

School means for the teachers' Likert scale ratings 

for each of the six subscales of teacher empowerment from 

the SPES were calculated by averaging the Likert scale 
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ratings for each subscale provided by the subjects at that 

school. An overall mean Likert scale rating for all six 

subscales of the SPES was also calculated by averaging the 

subjects' Likert scale ratings of all 38 items. 

Both by averaging ratings for all subjects, and by 

averaging ratings for each individual school, these data 

were analyzed using a multivariate analysis of variance to 

determine if there were significant relationships among the 

mean Likert scale ratings for perceived leadership style, 

transformational and transactional, and the mean Likert 

scale rating for the six subscales of the SPES, a two by 

six MANOVA. The data were further analyzed using a 

univariate analysis of variance to determine if there were 

significant relationships between the mean Likert scale 

rating for leadership style and each of the mean Likert 

scale ratings for the six empowerment subscales. Regression 

analyses were performed to determine if significant 

relationships existed among the means for transformational 

leadership, transactional leadership, and each of the 

empowerment subscales. Further analyses were done to 

compare the relationships among the means for leadership 

and empowerment with gender of the principals and 

respondents, and to the subjects responses to the content 
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questions on the demographic questionnaire regarding the 

kinds of issues discussed in meetings, and the frequency 

with which their decisions were carried out. 

Data were analyzed using multivariate analysis of 

variance (MANOVA). The Likert scale ratings for leadership 

style were the independent variables, and the Likert scale 

ratings for each of the empowerment subscales were the 

dependent variables. When the leadership factors were 

grouped as either transformational or transactional, the 

independent variable was either the Likert scale rating for 

transformational leadership or the Likert scale rating for 

transactional leadership, and the dependent variables were 

the Likert scale rating for each of the six subscales of 

empowerment. When analyses included the additional factors 

of gender and subjects' responses to the content questions 

on the demographic survey, these items were treated as 

covariates. 

Summary 

Teachers who were members of their high school's 

school council were surveyed using three questionnaires: 

The Multifactor Leadership Questionnaire (Bass & Avolio, 

1995), the School Participant Empowerment Scale (Short & 
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Rinehart, 1992), and a demographic survey designed by the 

researcher. These instruments were used to determine what 

effects principal leadership style has on teacher's 

perceptions of their empowerment. 

The MLQ and the SPES each use a five-point Likert 

scale to rate subjects' responses. Means were calculated 

for the Likert scale ratings that corresponded to 

leadership factors of the MLQ and empowerment subscales of 

the SPES. A multivariate analysis of variance was conducted 

to determine if there were significant differences among 

the means for the leadership style, and the means for the 

empowerment subscales. A detailed description of the 

results of these analyses is contained in chapter 4 of this 

dissertation. 
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CHAPTER 4 

RESULTS 

Introduction 

As stated in chapter 1, this study examined the 

relationships between principal leadership style and 

teachers' feelings of empowerment. It was based upon the 

responses of teachers to two questionnaires, the 

Multifactor Leadership Questionnaire or MLQ (Bass & Avolio, 

1995), which identified principal leadership 

characteristics, and the School Participant Empowerment 

Scale or SPES (Short & Rinehart, 1992), which identified 

factors affecting teachers' feelings of empowerment. 

Teacher empowerment is thought to be fundamental to 

school restructuring (Whitaker & Moses, 1990). 

Participative school councils have been shown to result in 

teacher empowerment through increased accountability, 

opportunities for teacher learning, collective autonomy, 

and mutual responsibility (Smylie et al., 1996). 

Transformational leadership is thought to improve 

teacher satisfaction in the value of their work (Koll et 

al., 1996), and subordinates of transformational leaders 

demonstrated characteristics associated with higher 
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performance (Madzur, 2001) . What relationships exist 

between transformational and transactional leadership style 

and teachers' perceptions of their empowerment? 

This chapter begins with a brief review of the study 

design that is described in detail in chapter 3 of this 

dissertation, followed by a statement of the null 

hypotheses being tested. A section describing the 

organization of the data and the mean Likert ratings from 

each school for transformational and transactional 

leadership, and the mean LiJcert ratings for each of the 

subscales of empowerment is presented next. Following the 

presentation of the data are the statistical analyses of 

the data. These analyses begin with multivariate analyses 

of variance, followed by a univariate analysis of variance 

and conclude with regression analyses for each covariate. 

The first set of analyses is for leadership style and 

empowerment subscales. The next set is for leadership style 

and the responses to the content questions regarding types 

of issues discussed and frequency with which decisional are 

carried out. The next set is for the empowerment subscales 

and the responses to the content questions. Analyses of 

leadership style scores and principal gender, leadership 

style scores and respondent gender, empowerment subscale 
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scores and principal gender, and empowerment subscale 

scores and respondent gender conclude the statistical 

analyses of the data. Chapter 4 ends with a summary of the 

findings. 

Study Design 

The purpose of this study was to examine the 

relationships between principal leadership style, and 

teacher empowerment as determined through teacher's 

responses to the MLQ (Bass & Avolio, 1995) and SPES (Short 

& Rinehart, 1992) questionnaires. Subjects were members of 

either their school's Instructional Council or their 

school's School Council. 

Subjects reported their perceptions of the degree to 

which their principal exhibited behaviors associated with 

transformational or transactional leadership through their 

responses to the 45-item MLQ (Bass & Avolio, 1995). They 

reported their own perceived empowerment through their 

responses to the 38-item SPES (Short & Rinehart, 1992). 

Both questionnaires used a five-point Likert scale scoring 

system. 

A brief demographic questionnaire prepared by the 

investigator was distributed, which contained questions 
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regarding subject gender, ethnicity, and years of 

experience. In addition, five questions asked subjects to 

rate on a five-point Likert scale the types of issues 

discussed in meetings and the frequency with which 

decisions made by the council were carried out. There were 

116 sets of survey instruments distributed to potential 

subjects with 106 of those returned, a rate of 91%. Return 

rates for each school are presented in Table 3.2. 

Likert scale ratings were aggregated in accordance 

with the scoring guides provided by the authors of each 

survey instrument. This provided single ratings for each 

leadership style, transformational and transactional, and 

for each of the six subscales of empowerment. Means of 

these ratings were tabulated for each school, and also for 

the entire group of 106 subjects. Multivariate analysis of 

variance (MANOVA) was used to compare the Likert ratings 

and determine whether any statistically significant 

relationships existed among the means. Following a 

presentation and discussion of the survey data, the results 

of these MANOVA are presented and discussed. 
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Hypotheses 

The following hypotheses were tested in this study: 

Hoi There are no statistically significant 

relationships between the teachers' perception of 

the principal's leadership style and teacher 

perceived involvement in decision-making. 

H02 There are no statistically significant 

relationships between the teachers' perception of 

the principal's leadership style and the 

teachers' perceptions that they are allowed to 

grow and develop professionally. 

H03 There are no statistically significant 

relationships between the teachers' perception of 

the principal's leadership style and the 

teachers' perceptions of their status. 

H04 There are no statistically significant 

relationships between the teachers' perception of 

the principal's leadership style and teacher 

perceived self-efficacy. 

H05 There are no statistically significant 

relationships between the teachers' perception of 

the principal's leadership style and teacher 

perceived autonomy. 
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Hoe There are no statistically significant 

relationships between the teachers' perception of 

the principal's leadership style and the 

teachers' perceptions that they have a recognized 

impact on school life. 

HOT There are no statistically significant 

differences in principal leadership style among 

principals participating in this study as 

reported by the teachers. 

Multifactor Leadership Questionnaire 

As described in the Multifactor Leadership 

Questionnaire Technical Report (Bass & Avolio, 2000), 

responses to items on the five-point Likert scale 

instrument were aggregated according to the leadership 

factor to which they referred. Each leadership factor 

(Idealized Influence Attributed, Idealized Influence 

Behavioral, Inspirational Motivation, Intellectual 

Stimulation, Individual Consideration, Contingent Reward, 

Management by Exception Active, Management by Exception 

Passive, and Laissez-Faire) had four survey items 

associated with it. Averages of the scores for the four 

items corresponding to each of these factors were 
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calculated. Factors associated with transformational 

leadership. Idealized Influence Attributed, Idealized 

Influence Behavioral, Inspirational Motivation, 

Intellectual Stimulation and Individual Consideration, were 

then averaged together to determine a single Likert scale 

rating for transformational leadership. Similarly, factors 

associated with transactional leadership. Contingent 

Reward, Management by Exception Active, Management by 

Exception Passive, and Laissez-Faire, were averaged 

together to provide a single Likert scale rating for 

transactional leadership. 

Transformational and transactional leadership are not 

mutually exclusive. Leaders will demonstrate varying 

degrees of each leadership style (Bass, 1985). Table 4.1 

displays the mean Likert ratings for transformational and 

transactional leadership reported by the subjects at each 

school site. These data are organized such that each row 

represents a different school and thus a different 

principal. Within each row, subjects' ratings of the degree 

of transformational and transactional leadership they 

perceive their principal demonstrates are presented. 
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The mean for all 106 subjects' ratings for each leadership 

style was also calculated to provide a basis of comparison 

for the individual principals' ratings. 

Table 4.1 

Mean MLQ Likert Rankings for Leadership Style 

Transformational Transactional 

N Mean S.D. Mean S.D. 

HS 1 8 3.025 .742 1. 945 .432 

HS 2 11 3.195 .483 1.843 .419 

HS 3 8 2.696 1.009 2.060 .407 

HS 4 9 2.520 1.002 1.748 . 448 

HS 5 13 2.464 .729 1.755 . 448 

HS 6 10 3.160 .534 1.765 .541 

HS 7 17 2.752 .691 1.828 .415 

HS 8 13 3.254 .401 1.739 .567 

HS 9 6 3.114 .380 1.552 .467 

HS 10 9 2.993 .745 1.613 .407 

HS 11 2 2.450 .707 2.250 .707 

Total 106 2.895 .718 1.797 .466 

Note. Means are based upon a five-point Likert scale with possible 

ratings from zero to four, with higher scores indicating a greater 

degree of that leadership style being perceived by the subjects. 
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School Participant Empowerment Scale 

Accompanying the SPES was a scoring guide for the 

instrument developed by Short and Rinehart (1992). Items 

referring to each of the six subscales of empowerment were 

identified. Ten items were associated with Decision-Making, 

six with Professional Growth, six with Status, six with 

Self-Efficacy, four with Autonomy, and six with Impact. 

Each subject's ratings for the items associated with each 

of these subscales were averaged providing a single rating 

for each subscale. Ratings reported by subjects at each 

school site were then averaged together providing a single 

Likert scale rating of each of the empowerment subscales 

for the subjects from that school. Subjects' assessment of 

their principal's leadership style could then be compared 

to subjects' empowerment ratings for each of the six 

subscales of empowerment. The mean values calculated for 

each empowerment subscale are presented in Tables 4.2 

through 4.7. Table 4.8 contains the mean Likert ratings 

reported by all subjects. 
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Table 4.2 

Mean SPES Likert Rankings by School: Decision-Making 

School Mean SD N 

HS 1 3.299 .874 8 

HS 2 3.327 .531 11 

HS 3 3.792 .873 8 

HS 4 3.433 1.084 9 

HS 5 3.385 .743 13 

HS 6 3.440 .724 10 

HS 7 3.327 .707 17 

HS 8 3.748 .581 13 

HS 9 3.319 .324 6 

HS 10 4.044 .442 9 

HS 11 2.850 .919 2 

Total 3.489 .729 106 

Note. Means are based upon a five-point Likert scale with possible 
ratings from one to five. 
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Table 4.3 

Mean SPES Likert Rankings by School: Professional Growth 

School Mean SD N 

HS 1 3.979 .614 8 

HS 2 4.212 .454 11 

HS 3 4.146 .614 8 

HS 4 4.130 1.148 9 

HS 5 4.090 .474 13 

HS 6 4.474 .271 10 

HS 7 3.873 .438 17 

HS 8 4.127 .701 13 

HS 9 4.333 .298 6 

HS 10 4.315 .536 9 

HS 11 3.500 .236 2 

Total 4.139 .586 106 

Note. Means are based upon a five-point LiJcert scale with possible 
ratings from one to five. 
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Table 4.4 

Mean SPES Likert Rankings by School: Status 

School Mean SD N 

HS 1 4.292 .434 8 

HS 2 4.303 .400 11 

HS 3 4.521 .483 8 

HS 4 4.519 .669 9 

HS 5 4.423 .470 13 

HS 6 4.233 .786 10 

HS 7 4.265 .441 17 

HS 8 4.577 .260 13 

HS 9 4.333 .483 6 

HS 10 4.385 .676 9 

HS 11 4.167 .471 2 

Total 4.379 .506 106 

Note. Means are based upon a five-point Likert scale with possible 
ratings from one to five. 



Table 4.5 

Mean SPES Likert Rankings by School: Self-Efficacy 

School Mean SD N 

HS 1 4.313 .383 8 

HS 2 4.167 .422 11 

HS 3 4.479 .567 8 

HS 4 4.722 .382 9 

HS 5 4.338 .423 13 

HS 6 4.173 .760 10 

HS 7 4.245 .421 17 

HS 8 4.359 .372 13 

HS 9 4.328 .359 6 

HS 10 4.522 .472 9 

HS 11 4.000 .707 2 

Total 4.342 .476 106 

Note. Means are based upon a five-point Likert scale with possible 
ratings from one to five. 
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Table 4.6 

Mean SPES Likert Rankings by School: Autonomy 

School Mean SD N 

HS 1 3.625 .744 8 

HS 2 3.205 .850 11 

HS 3 3.854 .644 8 

HS 4 3.778 .667 9 

HS 5 3.750 .550 13 

HS 6 3.800 .621 10 

HS 7 3.074 .819 17 

HS 8 3.769 .725 13 

HS 9 3.375 .565 6 

HS 10 4.000 .650 9 

HS 11 3.125 .177 2 

Total 3.581 .738 106 

Note. Means are based upon a five-point Likert scale with possible 
ratings from one to five. 
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Table 4.7 

Mean SPSS Likert Rankings by School: Impact 

School Mean SD N 

HS 1 4.208 .365 8 

HS 2 4.212 .654 11 

HS 3 4.271 .591 8 

HS 4 4.537 .600 9 

HS 5 4.231 .559 13 

HS 6 4.100 .658 10 

HS 7 4.206 .356 17 

HS 8 4.513 .315 13 

HS 9 4.222 .443 6 

HS 10 4.515 .344 9 

HS 11 3.917 .365 2 

Total 4.292 .498 106 

Wbte. Means are based upon a five-point Likert scale with possible 
ratings from one to five. 
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Table 4.8 

Mean SPES LiJcert Scale Ratings: Entire Sample (N=106) 

SPES Subscale Mean SD 

Decision-Making 3.489 .729 

Professional Growth 4.139 .586 

Status 4.379 .506 

Self-Efficacy 4.342 .476 

Autonomy 3.581 .738 

Impact 4.292 .4 98 

Note. Means are based upon a five-point Likert scale with possible 
ratings from one to five. 

Multivariate Tests of Significance 

To determine if any significant relationships existed 

among the means for transformational and transactional 

leadership in comparison to the means for each of the six 

empowerment subscales, a Multivariate Analysis of Variance 

(MANOVA) was performed. A multivariate F-test was performed 

and results of the Pillais test, Hotellings T-squared test, 

and Wilks test each demonstrated significant differences 

among the means for leadership style and the empowerment 

subscales (Table 4.9). 
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Table 4.9 

Multivariate Test of Significance for Leadership Style and 

Empowerment Subscales 

Approx. Hyp. Error Sig. 

Test Value F D.F. D.F. of F 

Pillais .51769 5.76255 12 198 .000*** 

Hotellings T^ .97688 7.89643 12 194 .000*** 

Wilks .49794 6.81319 12 196 .000*** 

Note. *** indicates p < .001. 

These multivariate F-tests of significance were 

repeated, this time using the differences among the means 

obtained from each of the participating high schools as an 

additional treatment (Table 4.10). These tests also 

indicated significant differences among the means for 

leadership style and the empowerment subscales indicating 

that these differences among the means are not affected by 

the high school from which the survey data were obtained. 
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Table 4.10 

Multivariate Test of Significance of Within Cells 

Regression for Leadership Style and Empowerment Subscales 

with High School Variation 

Approx. Hyp. Error Sig. 

Test Value F D.F. D.F. of F 

. 0 0 0 * * *  

. 0 0 0 * * *  

. 0 0 0 * * *  

Note. P < ,001. 

Pillais .52192 

Hotellings T^ .98323 

Wilks .49546 

b.23113 12 178 

7.12843 12 174 

6.16988 12 176 

Univariate Tests of Significance 

Results of these multivariate analyses merited a 

univariate F-test of significance to compare the means for 

transformational and transactional leadership to each of 

the empowerment subscales. This was done to determine how 

the means for transformational and transactional leadership 

compared to the means for each of the empowerment 

subscales. Results of this univariate analysis for the 

Pillais, Hotellings T-squared, and Wilks tests are 
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contained in Table 4.11. Results of these tests indicate 

that significant differences (p < .05) between the means 

for leadership style and autonomy were found, and 

significant differences (p < .001) were found between the 

means for leadership style and the remaining five 

empowerment subscales: decision-making, professional 

growth, status, self-efficacy, and impact. 

As was done for the multivariate tests of 

significance, the univariate F-tests were repeated with the 

addition of the differences among the means obtained from 

each of the participating high schools. As was found in the 

univariate F-test without the addition of the high school 

factor, there were significant differences among the means 

for leadership style and autonomy, in this case at a p < 

.01 level, and significant differences among the means for 

leadership style and the remaining empowerment subscales at 

a p < .001 level (Table 4.12). 
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Table 4.11 

Univariate F-Tests for Leadership Style and Empowerment 

Subscales 

Adj. Hyp. Error Sig. 

Variable MS MS F of F 

Decision .26048 .24612 7.273 .4009 18.140 .000*** 

Making 

Prof. .45110 .44040 8.132 .1921 42.324 .000*** 

Growth 

Status .19731 .18173 2.649 .2092 12.659 .000*** 

Self .10640 .08905 1.264 .2061 6.1322 .000*** 

Efficacy 

Autonomy .08156 .06373 2.330 .5096 4.5740 .013* 

Impact .22906 .21409 2.589 .1951 15.301 .000*** 

Note. * p < .05. *** p < .001. 
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Table 4.12 

Univariate F-Tests for Leadership Style and Empowerment 

Subscales With High School Variation 

Hyp. Error Hyp. Error Sig. 

Variable SS SS MS MS F of F 

Decision 14.933 34.287 7.466 .3687 20.252 .000*** 

Making 

Prof. 14.700 17.065 7.350 .1835 40.055 .000*** 

Growth 

Status 6.419 18.905 3.209 .2033 15.788 .000*** 

Self 3.470 17.510 1.735 .1883 9.2150 .000*** 

Efficacy 

Autonomy 5.482 41.204 2.741 .4431 6.1862 .003** 

Impact 6.511 16.949 3.2557 .1823 17.864 .000*** 

Note. ** p < .01. *** p < .001 
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Regression Analysis of Leadership Styles 

and Empowerment Subscales 

Two separate regression analyses were conducted in 

order to determine how the means for transformational and 

transactional leadership style, related to each of the 

empowerment subscales. Table 4.13 shows the results of 

these regression analyses. 

The null hypothesis states that there are no 

significant relationships between principal leadership 

style and each of the six subscales of empowerment. The 

results of the regression analyses show significant 

positive relationships between transformational leadership 

and Decision-Making (p < .001), Professional Growth (p < 

.001), Status (p < .001), Self-Efficacy (p <.05), Autonomy 

(p < .01), and Impact (p < .001); therefore, the null is 

rejected in each of these cases. 

The regression analyses for transactional leadership 

demonstrated a significant negative correlation between 

transactional leadership and Self-Efficacy (p < .05), but 

failed to demonstrate a significant relationship between 

transactional leadership and the remaining five subscales 

of empowerment at p < .05. However, marginally significant 

negative correlations (p < .1) were observed between 
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Table 4.13 

Regression Analysis of Leadership Styles and Empowerment 

Suhscales Without High School Variation 

Std. Sig. 

Covariate B Beta Error t-Value of t 

Decision-Making 

Transformational .5052 

Transactional -.1114 

Professional Growth 

Transformational .5270 

Transactional -.1583 

Status 

Transformational .2770 

Transactional 

Self-Efficacy 

Transformational 

Transactional 

. 1596 

-.1986 

Autonomy 

Transformational .2859 

Transactional 

Impact 

Transformational 

Transactional 

4975 .087 5.834 

-.0712 .133 -.835 

,6458 .060 8.790 

-.1259 .092 -1.714 

.3933 .063 4.427 

-.1814 -.1671 .096 -1.881 

2410 

-.1945 

.2783 

-.0638 -.0403 

.3041 .4383 

-.1596 -.1493 

.062 

.096 

.098 

.150 

.060 

.093 

2.571 

-2.075 

2. 928 

-.424 

5.034 

-1.715 

.  0 0 0 * * *  

.406 

. 0 0 0 * * *  

.090 

. 0 0 0 * * *  

.063 

.012* 

.040* 

. 004** 

.673 

. 0 0 0 * * *  

.089 

Note. * p < .05. ** p < .01. ***p < .001 
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transactional leadership and the empowerment subscales 

Professional Growth (p = .90), Status (p = .063), and 

Impact (p = .089). Therefore, in examining the 

relationships between perceived leadership style and the 

empowerment subscales, null hypotheses 1 through 6 are 

rejected. 

As was done for the multivariate and univariate tests 

of significance, the regression analyses were repeated with 

the addition of the high school factor. The results of 

these analyses appear in Table 4.14. However, with a 

sample size of N=ll, the reader should be cautioned that 

there may be too few schools to obtain valid results from 

regression analyses of these data. 

When the variation in responses from subjects at 

different schools is taken into account, a significant 

positive relationship between transformational leadership 

and all six empowerment subscales was demonstrated, all at 

p < .001. When analyzing transactional leadership and the 

six subscales of empowerment, no significant relationships 

are demonstrated at p < .05 between transactional 

leadership and any of the six subscales of empowerment. 

However, marginally significant (p < .1) negative 
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Table 4.14 

Regression Analysis of Leadership Styles and Empowerment 

Subscales With High School Variation 

Covariate B 

Std. Sig. 

Beta Error t-Value of t 

Decision-Making 

Transformational .5644 

Transactional -.0851 

Professional Growth 

Transformational .5554 

5558 .090 6.244 

-.0543 .134 -.637 

Transactional -.1158 

6807 .064 8.710 

0921 .094 -1.229 

.000*** 

.526 

. 0 0 0 * * *  

. 2 2 2  

Status 

Transformational .3402 .4830 .067 5.068 .000*** 

Transactional -.1922 -.1771 .099 -1.938 .056 

Self-Efficacy 

Transformational .2342 .3536 .065 3.625 .000*** 

Transactional -.1857 -.1821 .095 -1.947 .055 

Autonomy 

Transformational .3449 .3357 .099 3.480 .001*** 

Transactional -.0262 -.0165 .146 -.179 .858 

Impact 

Transformational .3589 .5172 .064 5.647 .000*** 

Transactional -.1332 -.1245 .094 -1.418 .159 

Note. *** p < .001. 
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correlations are observed between transactional leadership 

and the subscales Status (p = .056), and Self-Efficacy 

(p = .055). Like the results reported in Table 4.13, the 

results reported in Table 4.14 support the rejection of 

null hypotheses 1 through 6. 

The results of the regression analyses reported in 

Tables 4.13 and 4.14 both demonstrate strong positive 

correlations between transformational leadership and the 

empowerment subscales. Both tables demonstrate negative 

correlations between transactional leadership and the 

empowerment subscales, some of which are marginally 

significant. 

Differences in Principal Leadership Style 

Mean Likert scale ratings for leadership style as 

reported by the subjects at each school were analyzed to 

determine whether principals were perceived to demonstrate 

differing degrees of transformational and transactional 

leadership. The means for transformational leadership were 

higher than those for transactional leadership for all 

principals. To test the alternative hypothesis that the 

principals were perceived to exhibit a higher degree of 

transformational leadership than transactional leadership. 
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a two-tailed t-test was performed to determine whether 

these differences between the means were significant. The 

results of these tests are presented in Table 4.15. 

Eight of the principals were perceived to exhibit 

significantly higher levels of transformational than 

transactional leadership. For example, the principals from 

schools 3 and 4 showed a marginally significantly higher 

level of perceived transformational leadership than 

transactional leadership. Since high school 11 had only two 

subjects responding, these data were not analyzed. 

Based upon the analysis of these data, null hypothesis 

7 was not rejected. Principals in this study were not 

perceived to have significantly different leadership 

styles. 

Analysis of Responses to Content Questions 

Other than the data for gender, ethnicity, and years 

of experience contained in chapter 3, shown in Tables 3.1 

and 3.2, the content questions on the demographic surveys 

provided information regarding the types of issues 

discussed in coxincil meetings as well as subjects' 

perceptions of how frequently decisions made in council 

meetings were carried out. Subjects were asked to rate the 
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Table 4.15 

t-Test Statistical Analysis of Differences Between Means 

for Transformational and Transactional Leadership 

School N D. F. S.E. t-value 

Sig. 

of t 

HS 1 

HS 2 

HS 3 

HS 4 

HS 5 

HS 6 

HS 7 

HS 8 

HS 9 

HS 10 

HS 11 

8 

11 

8 

9 

13 

10 

17 

13 

6 

9 

2 

14 

20 

14 

16 

24 

18 

32 

24 

10 

16 

2 

.304 

.193 

.385 

.366 

.237 

.24 

.195 

.193 

.246 

.283 

.707 

3.5578 

7.0128 

1.6534 

2.110 

2.9876 

5.8033 

4.7265 

7.865 

6.3549 

4.8768 

.2829 

.0032** 

.0001*** 

.1205 

.051 

.0064** 

. 0001*** 

. 0001*** 

.0001*** 

. 0001*** 

. 0002*** 

. 8039 

Note. ** p < .01. *** p < .001. 
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frequency with which issues related to budget, curriculum 

and instruction, facilities and operations, and staffing 

and personnel were discussed, using a five-point Likert 

scale. Subjects were also asked to rate the frequency with 

which decisions made in council meetings were carried out 

using the same Likert scale. 

Interrater reliability for these five items was 

determined by calculating an Intraclass Correlation 

Coefficient. A coefficient alpha of .7619 and a 

standardized item alpha of .7597 were calculated. Details 

of these calculations appear in Table 4.16. 

Leadership Style and Responses to Content Questions 

Multivariate tests of significance were performed to 

determine if any relationships existed among principal 

leadership style, and the means for the subjects' responses 

to the content questions on the demographic survey. Results 

of the Phillais, Hotellings T-squared, and Wilks tests, 

presented in Table 4.17, indicate a significant 

relationship among these variables (p < .001). 
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Table 4.16 

Reliability Analysis of Content Questions: 

Intraclass Correlation Coefficient 

Item Mean and Standard Deviation 

Item Mean SD N 

Budget 2.250 1.215 88 

Curriculum and Instruction 3.625 1.148 88 

Facilities and Operations 2.852 1.209 88 

Staffing and Personnel 2.864 1.224 88 

Frequency Carried Out 3.409 .9665 88 

Covariance Matrix for Two Way Mixed Effect 

Budget Cur/Inst Fac/Ops Staff/Pers Carr Out 

Budget 1.4770 

Cur/Inst .6236 1.3175 

Fac/Ops .6466 .6451 1.4760 

Staff/Pers .6322 .5920 .6808 1.4984 

Carr. Out .2644 .4770 .3600 .2978 

(table continues) 
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Budget Cur/Inst Fac/Ops Staff/Pers Carr Out 
Budget 1.2153 

Cur/Inst .4470 1.1478 

Fac/Ops .4402 .4650 1.2086 

Staff/Pers .4249 .4213 .4602 1.2241 

Carr. Out .2251 .4300 .3082 .2517 

Intraclass Correlation Coefficients 

ICC Model 
One-way Random 

Two-Way Mixed (Consistency) 

Two-Way Mixed (Absolute) 

Two Way Random (Consistency) 

Two-Way Random (Absolute) 

Avg Measure 
ICC 
T7W 

7619 

,7041 

,7619 

,7041 

3.1236 

4.1995 

4.1995 

4.1995 

4.1995 

Sig. 
of F 

. 0 0 0 0 * * *  

. 0 0 0 0 * * *  

. 0 0 0 0 * * *  

. 0 0 0 0 * * *  

.  0 0 0 0 * * *  

Item Total Statistics 

Scale Scale Corrected 
Mean if Variance Item- Squared Alpha if 
Item if Item Total Multiple Item 

Item Deleted Deleted Correl. Correl. Deleted 
Budget 12.7500 11.3161 .5300 .3029 .7194 

Cur/Inst 11.3750 11.1336 .6104 .3831 .6902 

Fac/Ops 12.1477 11.0009 .5819 .3430 . 6998 

Staff/Pers 12.1364 11.2226 .5371 .3023 .7168 

Carr. Out 11.5909 13.3939 .3956 .2015 .7606 

Hotellings T^=115.6414 F=27.9086 p=.0000*** 

Reliability Coefficients for Five Items 

Alpha=.7619 Standardized Item Alpha=.7597 

Note. *** p < .001. 
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Table 4.17 

Multivariate Test of Significance: Leadership Style and 

Responses to Content Questions 

Approx. Hyp. Error Sig. 

Test Value F D.F. D.F. of F 

Pillais .36738 3.6904 10 164 .000*** 

Hotellings T^ .50658 4.0527 10 160 .000*** 

Wilks .65133 3.8731 10 162 .000*** 

Note. *** p< .001. 

Univariate tests of significance, shown in Table 4.18, 

indicated that there were significant relationships among 

the means for leadership style and issues of budget (p < 

.05), curriculum and instruction (p < .001), and facilities 

and operations (p < .01). No significance was observed 

among the means for leadership style and staffing and 

personnel. A significant relationship was observed among 

the means for leadership style and the frequency with which 

decisions made by the councils were carried out (p < .001). 

Regression analyses of the means for transformational 

leadership, transactional leadership and each of the 

content questions from the demographic survey are presented 

in Table 4.19. 
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Table 4.18 

Univariate F-Tests of Significance: Leadership Style 

and Responses to Content Questions 

Adj . Hyp. Error Sig. 

Variable R^ MS MS F of F 

Budget .07066 .04879 4.540 1.405 3.2314 .044* 

Curr/Inst .17371 .15426 9.956 1.114 8.934 . 000*** 

Fac/Ops .11737 .09660 7.458 1.320 5.652 .005** 

Staff/Pers .04107 .01851 2.677 1.471 1.820 .168 

Carried Out .25037 .23273 10.17 .7168 14.20 . 000*** 

Note. * p < .05. ** p < .01. *** p < .001. 

The regression analyses show significant relationships 

between the means for transformational leadership and the 

issues of budget (p < .05), curriculum and instruction (p < 

.001), and facilities and operations (p < .001). 

Significant relationships between the frequency with which 

decisions were carried out and transformational leadership 

(p < .001) and transactional leadership (p < .05) were also 

observed. 
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Table 4.19 

Regression Analysis of Leadership Styles and Responses to 

Content Questions 

Std. Sig. 

Covariate B Beta Error t-Value of t 

Budget 

Transformational .4296 .2632 .171 2.507 .014* 

Transactional -.0522 -.0204 .268 -.194 .846 

Curriculum and Instruction 

Transformational .5736 .3721 .153 3.758 .000*** 

Transactional -.3800 -.1574 .239 -1.589 .116 

Facilities and Operations 

Transformational .5551 .3420 .166 3.343 .001*** 

Transactional .1714 .0674 .260 .659 .512 

Staffing and Personnel 

Transformational .2775 .1688 .175 1.583 .117 

Transactional -.2524 -.0980 .275 -.919 .361 

Freguency Carried Out 

Transformational .5635 .4341 .122 4.604 

Transactional -.4328 -.2129 .192 -2.257 

. 0 0 0 * * *  

.027* 

Afote. * p < .05. *** p < .001. 
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Elmpowerment Subscales 

and Responses to Content Questions 

Multivariate tests of significance were conducted to 

determine if any significant relationships existed among 

the mean Likert ratings for the six subscales of the SPES 

and the five content questions. Results of the Pillais, 

Hotellings T-squared, and Wilks tests all indicate a 

significant relationship among these means. The results of 

these analyses are presented in Table 4.20. 

Table 4.20 

Multivariate Test of Significance for Empowerment Subscales 

and Responses to Content Questions 

Test Value Approx. Hyp. Error Sig. 

F D.F. D.F. of F 

Pillais .65209 2.0247 30 405 .001*** 

Hotellings T^ 1.0208 2.5656 30 377 .000*** 

Wilks .44772 2.2991 30 310 .000*** 

Note. *** p < .001. 
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Univariate tests of significance were conducted to 

determine if significant relationships existed among the 

means for the empowerment subscales and each of the means 

for the content questions from the demographic survey 

(Table 4.21). These analyses revealed significant 

relationships among the means for the empowerment subscales 

and discussion of issues related to budget (p < .001), 

curriculum and instruction (p < .001), and facilities and 

operations (p < .05). A significant relationship was also 

observed among the means for the empowerment subscales and 

the frequency with which decisions made by the council were 

carried out (p < .01). 

Regression analyses were performed to determine if 

significant relationships existed between any of the six 

subscales of the SPES and any of the five content questions 

pertaining to issues discussed and frequency carried out. 

Significant relationships were found in only 4 of the 30 

possible combinations. Significant relationships were found 

between the SPES subscale of decision-making and the issues 

of budget (p < .01) and curriculum and instruction (p < 

.05). Significant relationships were also found between 

autonomy and curriculum and instruction (p < .05), and 
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impact and facilities and operations (p < .05). Results of 

these analyses are presented in Table 4.22. 

Table 4.21 

Univariate F-Tests for Empowerment Subscales and Responses 

to Content Questions 

Adj . Hyp. Error Sig. 

Variable R^ R^ MS MS F of F 

Budget .28110 .22785 6.020 1.140 5 .2788 .000*** 

Curr/Inst .30031 .24848 5.737 .9902 5 .794 .000*** 

Fac/Ops .14760 .08446 3.126 1.337 2 .338 .039* 

Staff/Pers .12315 .05819 2.676 1.411 1 .896 .091 

Carried Out .20467 .14576 2.772 .7980 3 .474 .004** 

Note. * p < .05. •* p < .01. *** p < .001. 
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Table 4.22 

Regression Analysis of Empowerment Subscales and Responses 

to Content Questions 

Std. Sig. 

Covariate B Beta Error t-Value of t 

Budget 

Decision-Making .6458 .3909 .219 2.948 .004* 

Prof. Growth .0625 .0287 .355 . 176 .861 

Status -.0590 -.0243 .420 -.141 .889 

Self-Efficacy .2417 .0943 .408 .593 .555 

Autonomy .3533 .2258 .188 1.882 .063 

Impact -.2924 -.1186 .469 -.624 .535 

Curriculum and Instruction 

Decision-Making .4243 .2719 .204 2.078 .041* 

Prof. Growth .0552 .0269 .331 . 167 .868 

Status -.6169 -.2686 .391 -1.578 . 118 

Self-Efficacy .1496 .0618 .380 .394 . 695 

Autonomy .3590 .2430 .175 2.052 .043* 

Impact .5320 .2284 .437 1.218 .227 

(table continues) 



132 

Std. Sig. 

Covariate B Beta Error t-Value of t 

Facilities and Operations 

Decision-Making .0474 .0289 .237 .200 .842 

Prof. Growth .0245 .0113 .384 .064 . 949 

Status -.8308 -.3436 .454 -1.828 .071 

Self-Efficacy .0919 .0361 .442 .208 .836 

Autonomy .0163 .0105 .203 .090 .936 

Impact 1.283 .5232 .508 2. 527 .013^ 

Staffing and Personnel 

Decision-Making .3877 .2330 .244 1.591 . 116 

Prof. Growth .0480 .0219 .395 . 122 . 904 

Status -.7306 -.2983 .467 -1.565 . 121 

Self-Efficacy .5873 .2276 .454 1.295 . 199 

Autonomy -.1281 -.0813 .209 -.613 .541 

Impact .4789 .1929 .522 .918 .361 

Freguency Carried Out 

Decision-Making .1691 .1287 .183 .923 .359 

Prof. Growth .1391 .0803 .297 .469 .641 

Status -.2910 -.1505 .351 -.829 .409 

Self-Efficacy -.1705 -.0837 .341 -.500 . 619 

Autonomy .1751 .1407 .157 1.115 .268 

Impact .6799 .3467 .392 1.734 .087 

Note. * p < .05. ** p < .01. 
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Principal Gender and Leadership Style 

Six of the principals from the participating schools 

were male and five were female. Means for the 

transformational leadership ratings were calculated for 

each gender and analyzed using a one-tailed t-test. No 

significant difference between the means for the males' and 

females' transformational leadership ratings was observed 

(p=.978, df=104, SE=.143, t=.0279, 95% confidence 

interval). A t-test was also performed on the mean ratings 

for transactional leadership for each gender. No 

significant difference was found between the mean 

transactional leadership rating for the males and females 

{p=.4391, df=104, SE=.093, t=.7764, 95% confidence 

interval). 

Principal Gender and Empowerment Subscales 

Multivariate tests of significance for principal 

gender and the means for the empowerment subscales were 

conducted (Table 4.23). Significant relationships among the 

means for the empowerment subscales and principal gender 

were observed (p < .05). Univariate tests of significance 

were conducted and identified significant relationships 

between principal gender and the mean for autonomy 
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(p < .05). Results of the univariate tests are found in 

Table 4.24. Regression analyses failed to demonstrate any 

significant relationships between principal gender and any 

single empowerment subscale. 

Multivariate and univariate tests of significance were 

also performed to determine if any relationships existed 

between the gender of the respondent and the empowerment 

subscale ratings. Significant F values of .905 in the 

multivariate tests demonstrate that there is no significant 

relationship among these variables. 

Table 4.23 

Multivariate Test of Significance of Principal Gender and 

Empowerment Subscales 

Exact Hyp. Error Sig. 

Test Value F D.F. D.F. of F 

Pillais .12306 2.26858 6 97 .043* 

Hotellings T^ .14032 2.26858 6 97 .043* 

Wilks .87694 2.26858 6 97 .043* 

Note. * p < .05 
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Table 4.24 

Univariate F-Tests for Principal Gender and Empowerment 

Suhscales 

Hyp. Error Hyp. Error Sig. 

Variable SS SS MS MS F of F 

Decision- 1.0978 40.198 1.0978 .3941 2.7855 .098 

Making 

Prof. .21986 19.570 .21986 .1919 1.1459 .287 

Growth 

Status .00749 21.549 .00749 .2113 .03547 .851 

Self- .63774 20.587 .63774 .2018 3.1597 .078 

Efficacy 

Autonomy 2.9325 49.552 2.9325 .4858 6.036 .016* 

Impact .08251 20.013 .08251 .1962 .42053 .518 

Note. * p < .05 
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Summary of Findings 

The following is a summary of the findings of this 

study as they relate to each of the hypotheses presented: 

Hoi There are no statistically significant 

relationships between the teachers' perception of 

principal leadership style and teacher perceived 

involvement in decision-making. 

The hypothesis is rejected. A significant positive 

relationship was observed between transformational 

leadership and decision-making (p < .001). 

Ho2 There are no statistically significant 

relationships between the teachers' perception of 

principal leadership style and teachers' 

perceptions that they are allowed to grow and 

develop professionally. 

The hypothesis is rejected. A significant positive 

relationship was observed between transformational 

leadership and professional growth (p < .001), and a 

marginally significant negative relationship was observed 

between transactional leadership and professional growth 

(P = .09). 

Ho3 There are no statistically significant 

relationships between the teachers' perception of 
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principal leadership style and teachers' 

perceptions of their status. 

The hypothesis is rejected. A significant positive 

relationship was observed between transformational 

leadership and status (p < .001), and a marginally 

significant negative relationship was observed between 

transactional leadership and status (p - .06). 

H04 There are no statistically significant 

relationships between the teachers' perception of 

principal leadership style and teacher perceived 

self-efficacy. 

The hypothesis is rejected. A significant positive 

relationship was observed between transformational 

leadership and self-efficacy (p < .001), and a significant 

negative relationship was observed between transactional 

leadership and self-efficacy (p < .05). 

H05 There are no statistically significant 

relationships between the teachers' perception of 

principal leadership style and teacher perceived 

autonomy. 

The hypothesis is rejected. A significant positive 

relationship was observed between transformational 

leadership and autonomy (p < .01). 
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Hoe There are no statistically significant 

relationships between the teachers' perception of 

principal leadership style and teachers' 

perceptions that they have a recognized impact on 

school life. 

The hypothesis is rejected. A significant positive 

relationship was observed between transformational 

leadership and impact (p < .001), and a marginally 

significant negative relationship was observed between 

transactional leadership and impact (p = .089). 

Ho7 There are no statistically significant 

differences in principal leadership style among 

principals participating in this study as 

reported by the teachers. 

The hypothesis is not rejected. Significant 

differences were not observed in the mean ratings for 

transformational leadership and transactional leadership 

among the principals of the schools involved in this study. 
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CHAPTER 5 

SUMMARY AND DISCUSSION 

Introduction 

Participation in decision-making has been found by 

Short and Rinehart (1992) to contribute to teacher 

empowerment. Empowerment of teachers is thought to be 

fundamental to school restructuring because it allows 

teachers to feel ownership and commitment to the change 

process (Rosenholtz, 1985). In an effort to promote 

educational reform, many states have mandated the formation 

of school councils, which are thought to empower teachers, 

principals, and parents by placing the responsibility and 

power to make decisions at the school level (Keedy et al., 

2000). School councils can serve as an organizational 

design that involves teachers in decisions that affect 

their work, gives them access to information, and allows 

them to engage in group decision-making (Leithwood & 

Menzies, 1998). 

Research by Smylie (1992) and Weiss and Cambone (1994) 

suggest that the single most important factor influencing 

teachers' willingness to participate in decision-making and 

to take an active role in school reform was their 
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relationship with their principal. Leithwood and Jantzi 

(1999) gathered evidence from teachers, school council 

members, and parents suggesting that principal leadership 

was crucial to the development of effective school 

councils. 

One way to characterize principal leadership is to 

examine the degree to which the principal demonstrates 

transactional and transformational leadership styles as 

described by Burns (1978) and Bass (1985). A survey 

instrument. The Multifactor Leadership Questionnaire (MLQ) 

(Bass & Avolio, 1995), has been shown to be both valid and 

reliable in evaluating leaders' transformational and 

transactional leadership styles, and was used in this 

study. 

This dissertation examined how principal leadership 

style might affect feelings of empowerment of teachers who 

were acting in a leadership capacity by serving on their 

school's school council. These teachers completed the MLQ 

(Bass & Avolio, 1995) to provide their impressions of their 

principal's leadership style, and the School Participant 

Empowerment Scale (SPES; Short & Rinehart, 1992) to 

evaluate their own feelings of empowerment. 
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This chapter provides an overview of the study 

including a statement of the problem, a brief description 

of the methodology used, and the hypotheses tested. Next, a 

summary and interpretation of the findings are presented. 

This interpretation includes relating the findings to the 

literature, discussing their implications to current 

practice, and concludes by describing their limitations and 

implications for future research. 

Statement of the Problem 

A premise of transfomational leadership theory is 

that transformational leaders raise their colleagues and 

subordinates to higher levels of awareness about important 

issues (Bass, 1985). Principals who exhibit a 

transformational leadership style are likely to involve 

their teachers in the decision-making process (Leithwood, 

1994). Participative school councils serve as vehicles for 

empowering teachers by increasing accountability, providing 

opportunities for teacher learning, and creating a 

collective autonomy and mutual responsibility. (Smylie et 

al., 1996). What effects does the leadership style 

exhibited by the principal have on the perceived 

empowerment of teachers who serve on school councils? 
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Description of the Methodology 

Eleven high schools from a large urban school district 

located in the southwestern United States were selected for 

participation in this study. Subjects were teachers who 

were serving on their school's shared decision-making body. 

These were referred to as instructional councils or school 

councils. Instructional councils had been operating at the 

schools for many years and consisted of administrators and 

department chairs. The school councils were relatively new 

structures, in their first or second year of operation that 

had been mandated by school district policy and state law. 

These councils consisted of representatives from the 

community, classified staff, parents, teachers, students, 

and administrators. Within the context of this study, no 

distinction was made between teachers participating on the 

school council and those participating on the instructional 

council. 

The researcher attended a regularly scheduled meeting 

of the instructional or school council and administered 

three surveys: The Multifactor Leadership Questionnaire 

(MLQ; Bass & Avolio, 1995), the School Participant 

Empowerment Scale (SPES; Short & Rinehart, 1992), and a 

demographic survey constructed by the researcher 
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(Appendixes G, H, and I). Subjects' responses to the MLQ 

were used to determine the subjects' perceptions of the 

degree to which their principal demonstrated 

transformational and transactional leadership styles. 

Subjects rated their own empowerment based upon the six 

subscales of empowerment in the SPES developed by Short and 

Rinehart (1992). The demographic survey provided general 

demographic information such as gender, ethnicity, and 

years of experience, but also contained five content 

questions asking subjects to evaluate the frequency with 

which various types of issues were discussed in council 

meeting and the frequency with which they felt council 

decisions were acted upon. All three survey instruments 

used a five-point Likert-type scale to rate subjects 

responses. 

The researcher distributed 116 sets of questionnaires 

of which 106 were completed for a 91% return rate. The 

completed surveys were scored in accordance with the MLQ 

Technical Report (Bass & Avolio, 2000), and the 

instructions accompanying the SPES (Short & Rinehart, 

1992). Mean Likert scores were calculated for principal 

leadership style, the six subscales of empowerment, and the 

content questions, providing leadership style and 
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empowerment ratings for each school site. These means were 

then analyzed using multivariate analysis of variance, 

univariate analysis of variance, and regression analyses to 

test the hypotheses being investigated in this study. 

Hypotheses 

The following hypotheses were tested in this study: 

Hoi There are no statistically significant 

relationships between the teachers' perception of 

principal leadership style and teacher perceived 

involvement in decision-making. 

H02 There are no statistically significant 

relationships between the teachers' perception of 

principal leadership style and teachers' 

perceptions that they are allowed to grow and 

develop professionally. 

H03 There are no statistically significant 

relationships between the teachers' perception of 

principal leadership style and teachers' 

perceptions of their status. 

H04 There are no statistically significant 

relationships between the teachers' perception of 
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principal leadership style and teacher perceived 

self-efficacy. 

Hos There are no statistically significant 

relationships between the teachers' perception of 

principal leadership style and teacher perceived 

autonomy. 

Hoe There are no statistically significant 

relationships between the teachers' perception of 

principal leadership style and teachers' 

perceptions that they have a recognized impact on 

school life. 

Ho7 There are no statistically significant 

differences in principal leadership style among 

principals participating in this study as 

reported by the teachers. 

Summary of the Findings 

Survey data regarding the perceived leadership style 

of the 11 principals involved in the study, subjects' 

perceptions of their own empowerment, subjects' demographic 

information, and meeting content data including the types 

of issues discussed and frequency with which they were 

carried out, were obtained from 106 teachers who were 
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serving on their high school's school council. The number 

of teachers participating from each school ranged from two 

to 20. Data regarding subjects' gender, ethnicity, and 

years of experience are presented in Table 3.1 and Table 

3.2. 

Statistical analyses were conducted to determine if 

significant relationships existed among the means for 

leadership style and the empowerment subscales. The results 

of these analyses demonstrated a significant positive 

relationship between transformational leadership and all 

six subscales of the SPES: decision-making (p < .001); 

professional growth (p < .001); status (p < .001); self-

efficacy (p < .001); autonomy (p < .01); and impact (p < 

.001). A significant negative relationship between 

transactional leadership and self-efficacy (p < .05) was 

also observed. Marginally significant (p < .1) negative 

relationships were observed between transactional 

leadership and Professional Growth (p = .09), Status (p = 

.06), and Impact (p = .06). This means that on average, 

teachers reported high levels of empowerment and also high 

ratings for their principal's level of transformational 

leadership. Teachers also, on average, reported high levels 

of empowerment associated with low transactional leadership 
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ratings for the principals. Based upon these results, the 

first six hypotheses were rejected. 

All principals involved in this study were perceived 

to exhibit higher degrees of transformational than 

transactional leadership. Eight principals were perceived 

to exhibit significantly higher levels of transformational 

leadership (p < .01), while two were perceived to 

demonstrate marginally significant difference in 

transformational leadership (p = .51, and p = .12). Data 

for HS 11 were not analyzed due to the small number of 

subjects at that site (N=2). Based upon these results, null 

hypothesis 7 is not rejected. 

Discussion of the Findings 

Principals were found to exhibit both transformational 

and transactional leadership styles. Avolio and Bass (1988) 

proposed a two-factor theory of leadership, stating that 

transactional leadership is necessary for managing the 

organization while transformational leadership supports 

individual and organizational change. Research by Berson 

(2001) found that transformational leaders also employed 

transactional leadership, varying leadership style 

depending upon the circumstances. This is consistent with 



148 

the statements of Hersey and Blanchard (1969), who claim 

that subordinate maturity dictates leadership style. 

Leithwood (1994) found that teachers, being inherently 

intrinsically motivated, responded better to 

transformational leadership because it produced a climate 

of trust and loyalty. But Leithwood (1994), like Avolio and 

Bass (1988), found that transformational leadership is 

value-added, occurring simultaneously with transactional 

leadership. 

The statements made by Avolio and Bass (1988), 

Leithwood (1994), and Berson (2001) are consistent with the 

findings of this study. According to the teachers' 

perceptions, the principals universally incorporated 

elements of both transformational and transactional 

leadership. All principals in the study were reported to 

exhibit higher levels of transformational than 

transactional leadership. Figure 5.1 provides a visual 

representation of the mean transformational and 

transactional scores for each school. 
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Principal Leadership Style 

ITransformational 
I Transactional 

HS HS HS HS HS HS HS HS HS HS HS 
8 2 6 9  1  1 0  7 3 4 5  1 1  

High School 

Figure 5.1. Mean transformational and transactional 

leadership. 
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The researcher attempted to determine if any 

significant differences existed among the empowerment 

ratings for the different high schools. However, sample 

sizes from several of the sites were too small to permit 

meaningful statistical analyses of these data. Further 

study involving larger numbers of subjects will be required 

to examine this relationship. 

Looking at the data without the benefit of statistical 

analysis, one can observe that there does not appear to be 

a relationship between the level of perceived 

transformational leadership and the level of perceived 

transactional leadership. This is consistent with the 

findings of Avolio and Bass (1988), Leithwood (1994), and 

Berson (2001), who conclude that transformational and 

transactional leadership are not mutually exclusive; high 

transformational leadership scores do not equate to low 

transactional scores and vice versa. Transformational and 

transactional leadership coexist and are employed to 

varying degreed depending upon the situation, as described 

by Hersey and Blanchard (1969) , and may indeed be dependent 

upon subordinate maturity. Teachers from the five schools 

demonstrating the highest levels of transformational 

leadership averaged 5.1 years of experience serving on 
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school councils while their counterparts on the remaining 

schools averaged 3.6 years. The relationship between years 

of experience and leadership style goes beyond the scope of 

this study, and would require a larger sample size for 

statistical analysis, but would be an interesting topic for 

future research. 

Principal leadership is a critical factor in teachers' 

willingness to participate in decision-making and school-

wide reform efforts (Foels et al., 2000; Smylie, 1992; 

Weiss & Cambone, 1994). Lightfoot (1986) argues that this 

leadership must not be "hierarchical authoritarianism" (p. 

10), but must be based upon what she calls symmetrical 

relationships and a negotiable organizational structure. 

Empowering leadership behaviors as described by Reitzug 

(1994) are supporting, facilitating, and creating 

opportunities for subordinates: qualities of the 

transformational leader. 

Leadership Style and Empowerment 

All principals involved in this study received higher 

mean transformational leadership ratings than mean 

transactional leadership ratings as reported by the 

subjects. The researcher attempted to determine whether 
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significant relationships existed between perceived 

leadership style and the subjects' reported empowerment. 

Results of the multivariate analysis of variance 

demonstrated significant relationships among the means for 

leadership style and empowerment. This meant that 

relationships among the means existed and further analysis 

was merited. Univariate analyses of variance for principal 

leadership style and the empowerment subscales demonstrated 

that there were significant relationships among the means 

for leadership style and each of the six subscales of 

empowerment, as defined by the SPES (Short & Rinehart, 

1992). For decision-making, professional growth, status, 

self-efficacy, and impact, p < .001 was observed. For 

autonomy, p < .01 was observed. These results demonstrated 

a relationship between leadership style and each of the 

empowerment subscales but do not differentiate between 

transformational leadership and transactional leadership. 

Additional examination of these data by separate 

regression analyses for transformational and transactional 

leadership yielded a significant positive relationship 

between each of the empowerment subscales and 

transformational leadership. This meant that on average, 

sxibjects gave the principals high transformational 
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leadership ratings and also reported high ratings for their 

own empowerment based upon the six subscales of empowerment 

as defined by Short and Rinehart (1992). 

Significant positive relationships between the means 

for transformational leadership and decision-making, 

professional growth, status, and impact were all observed 

at p < .001. Autonomy was found to be significant at the 

p < .01 level, and self-efficacy at p < .05. 

A statistically significant negative relationship was 

observed between transactional leadership and self-efficacy 

(p < .05). Marginally significant (p < .1) negative 

relationships were observed between transactional 

leadership and the subscales professional growth (p = .09), 

ststus (p = .063), and impact (p = .089). 

Factoring in the variation in responses from 

individuals at the different schools, similar results were 

revealed. Significant positive relationships were observed 

between transformational leadership and each of the 

empowerment subscales. However, no significant 

relationships at p < .05 were found between transactional 

leadership and any of the empowerment subscales. Marginally 

significant (p < .1) negative relationships between 

transactional leadership and the subscales self-efficacy 
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{p = .055) and status (p = .056) were observed. The 

differences between these two sets of regression analyses 

could be due to the fact that by considering the variation 

in ratings for each high school, the sample size is reduced 

to N=ll. This sample size may simply be too small to yield 

reliable information from the regression analysis. 

The finding that a significant positive relationship 

exists between self-efficacy and transformational 

leadership, and a significant negative relationship exists 

between transactional leadership and self-efficacy presents 

some interesting questions. Teacher self-efficacy may well 

result from events independent of principal leadership 

style such as student achievement or the teachers' self 

image. Teachers who perceive themselves to be efficacious 

may perceive their principals to rate high in 

transformational leadership and low in transactional 

leadership, or teachers' self-efficacy may be strongly 

influenced by principal leadership style. Unique results 

for Self-Efficacy have been identified in other studies as 

well. 

In their discussion of the results from a study 

involving teacher empowerment, leader power, and conflict. 

Short and Johnson (1994) acknowledge that teacher self-
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efficacy might have been affected by factors other than 

those examined in their study, such as competing 

requirements of home and school, or striking a balance 

between time spent on discipline and instruction. With the 

study by Short and Johnson (1994) and this dissertation 

both identifying the possibility that mitigating factors 

could affect teacher self-efficacy, further study in this 

area is certainly warranted. 

While the analyses of the survey data obtained in this 

study clearly demonstrate a relationship between teachers' 

perception of transformational leadership and teacher 

empowerment, it is important not to infer cause and effect. 

The teachers surveyed may perceive themselves to be 

empowered because of the principal's transformational 

leadership style, or may in fact perceive their principal 

to demonstrate a transformational leadership style because 

they feel empowered. 

Research by Wall and Rinehart (1997), and Keedy et al. 

(2000) found little relationship between participation on 

school councils and empowerment. Thus the empowerment 

perceived by the teachers in this study may either be the 

result of the principal's transformational leadership, or 
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other factors not tested in this study, and not merely the 

fact that they were members of their school's council. 

Principal leadership style and teacher empowerment 

appear to be far more complex constructs than originally 

thought. More extensive research is required to control for 

all of the variables influencing leadership style and 

empowerment. 

Leadership Style and Types of Issues Discussed 

When comparing principal leadership style to the 

subjects' responses to the content questions on the 

demographic questionnaire, significant relationships 

occurred between the means for transformational leadership 

and the frequency with which items were discussed related 

to budget (p < .05), curriculum and instruction (p < .001), 

and facilities and operations (p < .01). No significant 

relationship was observed between transformational 

leadership and the item staffing and personnel, or between 

transactional leadership and any of the four items 

discussed. 

A logical inference from these results is that 

staffing and personnel items are not addressed as 

frequently as the other items in council meetings and 
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issues related to curriculum and instruction and facilities 

and operations are the most frequently discussed items. 

Smylie et al. (1996) found an important relationship 

between the types of issues discussed in council meetings 

and student achievement. He found that if issues discussed 

were not related to curriculum and instruction, student 

achievement declined. Additional research would be required 

to determine whether the types of decisions being made by 

the teachers involved in this study have an impact on 

student achievement. 

Significant relationships were observed between both 

transformational (p < .001) and transactional (p < .05) 

leadership, and the content question regarding the 

frequency with which decisions made by the council were 

carried out. Since the mean Likert score for the frequency 

with which decisions are carried out is quite high (M=3.4 

on a scale of 1 to 5), it is possible that subjects 

perceive their decisions are carried out regardless of the 

leadership style exhibited by the principal. An alternative 

scenario would be that subjects perceive their decisions 

are rarely carried out regardless of leadership style. 

Given the relatively high mean Likert rating for frequency 
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with which decisions are carried out, the latter scenario 

seems unlikely. 

Empowerment and Types of Issues Discussed 

When comparing the means for the empowerment subscales 

to the means for the content questions on the demographic 

questionnaire, significant relationships were observed 

among the means for the empowerment subscales and issues 

related to budget (p < .001), curriculum and instruction 

(p < .001), and facilities and operations (p < .05). 

However, when conducting regression analyses, significant 

relationships were discovered in only 4 of the 24 possible 

combinations. While comparing the mean Likert ratings for 

decision making and budget (p < .01), decision-making and 

curriculum and instruction (p < .05), autonomy and 

curriculum and instruction (p < .05), and impact and 

facilities and operations (p < .05) each yielded 

significant relationships, the sheer number of statistical 

analyses performed on these data increases the possibility 

of type I error, rejecting a null hypothesis that is in 

fact true. It is worth noting however, that 2 of the 4 

significant results involve the evaluative question dealing 

with curriculum and instruction. This could suggest that 
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issues of curriculum and instruction are discussed more 

frequently, or are perceived to be of greater importance by 

the subjects and thus more empowering. No significant 

relationships were found between the mean for the frequency 

with which issues were carried out and any of the six 

empowerment subscales. 

Implications for Practice 

Teacher empowerment is thought to enfranchise 

teachers, create a sense of ownership, inspire growth, and 

to be a fundamental component of school restructuring 

(Whitaker & Moses, 1990). A common structure employed by 

many school districts nationwide to facilitate teacher 

empowerment is the school council. These councils serve in 

an advisory capacity to the principal and their 

effectiveness is largely dependent upon the principal's 

leadership (Smylie, 1992; Weiss & Cambone, 1994). 

The results of this study suggest that there is a 

strong relationship between the perception by teachers that 

the principal demonstrates a transformational leadership 

style and teachers' perceptions of empowerment. It seems 

likely that teachers who participated in this study either 

felt empowered because their principal was a 
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transformational leader, or felt that their principal was a 

transformational leader because they perceived themselves 

to be empowered. Since it is difficult to ascertain which 

is the cause and which is the effect, the logical action 

would be to consider both simultaneously. 

Principals should pursue those activities that enhance 

the empowerment of teachers: involving them in decision

making, giving them opportunities for professional growth, 

increasing their status, enhancing their feelings of self-

efficacy, making them more autonomous, and assuring that 

they make an impact on their students and the school. At 

the same time, principals and district administrators 

should work to develop a school climate and culture that 

enables principals to exhibit a transformational leadership 

style and enhance the empowerment of their teachers. 

Teachers should attempt to understand shared leadership and 

how it impacts their own feelings of empowerment. 

Institutions preparing future school leaders can use 

the results of this study to focus their training programs. 

Leadership training must be focused on both teachers and 

administrators. Since it is unclear whether the results of 

this study were due to principal leadership style or 

whether they were the result of teacher perceptions, both 
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groups must be targeted. Future leaders must be prepared to 

exhibit both transactional and transformational leadership 

styles to varying degrees depending upon the situation, but 

must strive toward a higher level of transformational 

leadership in order to foster teacher empowerment. Teachers 

must recognize and strive toward the conditions that 

promote their empowerment. This means that universities 

must provide skills and knowledge necessary for school 

leaders to move seamlessly between transactional and 

transformational leadership styles as circumstances merit. 

It also means that school leaders must be trained to 

identify and create an environment that supports a higher 

level of transformational leadership in order to provide a 

climate conducive to empowerment, and teachers must elevate 

themselves to higher levels of commitment, meriting 

transformational leadership. 

School district administrators can use these results 

to inform their hiring practices for new school leaders. 

They can look for individuals who are flexible in their 

leadership style yet favor one that is transformational. 

They can look for teachers who are intrinsically motivated 

and empowered, capable of working within an environment 

shaped by a transformation leadership style. 
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District administrators can provide ongoing 

professional development for their principals and teachers, 

helping them to create and maintain a school climate that 

lends itself to transformational leadership and fosters 

teacher empowerment. New and experienced principals would 

benefit from professional development activities that would 

help them to identify situations requiring transactional 

leadership and those requiring transformational leadership. 

Teachers and principals would both benefit from training in 

shared decision-making strategies that both empower 

teachers and strengthen the authority of the principal. 

Professional development for teachers and principals should 

facilitate the discussion of important issues related to 

student achievement, enabling councils to move beyond the 

more superficial issues. 

Anecdotal evidence gathered from this study suggested 

that principals are more likely to demonstrate a 

transformational leadership style when the members of their 

school's council have more experience serving on the 

council. While the instructional councils examined in this 

study were comprised of department chairs who had served on 

the council for a niomber of years, the teachers on the 

school councils had served for only a year or two. 
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Observational data not docvimented by the researcher 

indicated that experience councils addressed issues of 

substance related to curriculum and instruction and student 

achievement. The inexperienced councils tended to focus on 

superficial issues related to council procedures. As 

schools and school districts draft by-laws for their 

councils, it might be wise for them to consider permitting 

members to serve for extended terms rather than rotating 

membership every 2 or 3 years, permitting the teachers time 

to gain necessary experience and enabling them to move 

toward discussing the important issues related directly to 

student achievement. Further research is needed in this 

area of experience or maturity of council members since 

this study did not specifically address council maturity. 

Implications for Future Research 

This study found significant relationships between 

teachers' perceptions of principal leadership style and 

teacher empowerment. However, the nature of this 

relationship appeared to be far more complex than 

originally thought. Seemingly, a large number of variables 

influence leadership and empowerment. Research by Short 

(1998) identified several characteristics of schools where 
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empowerment exists. These include high trust among teachers 

and all school leaders, including the school board, and 

reduced boundaries between school and community. Further 

study regarding the influence of these factors, among 

others, on teacher empowerment and their effect on 

leadership are required. 

Repeating this study with larger sample sizes could 

permit analysis of the relationships between leadership 

style and empowerment on a school-by-school basis, 

examining the perceived leadership style of each principal 

and determining how it affects teacher empowerment at each 

site. While some schools had as many as 20 teachers 

participating on their school council, one had only two 

teachers. The limited nxomber of subjects at several of the 

sites made statistical analysis of disaggregated data 

impossible. 

Several of the teachers surveyed in this study were 

serving on school councils that had been in existence for 

only one year, while others were serving on councils that 

had been functioning for many years. Further research is 

needed to determine what effects council maturity and 

teachers' years of experience on the council have on 
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teachers' perceived empowerment and perceptions of their 

principal's leadership style. 

It would be interesting to study whether there are 

differences in perceived empowerment between teachers who 

serve on the council and those who do not. Also, a study to 

see if the positive relationship between transformational 

leadership and empowerment and the negative relationship 

between transactional leadership and empowerment applies to 

the entire faculty, and not just council members, could 

prove interesting. 

Subjects in this study were all high school teachers 

from the same school district. Further research could be 

conducted to determine if similar results would be observed 

at the middle school level and at the elementary level, or 

if they could be duplicated at other school districts both 

locally and nationwide. 

Suinmary 

Teachers who were members of their school's school 

council reported a significant relationship between their 

perceptions of principal leadership style and their own 

perceived empowerment. Structures such as school councils 

are designed to increase teacher involvement in decision-
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making, and thus their empowerment. Researchers argue that 

teacher empowerment is essential to successful school 

restructuring. 

While this study has found that significant 

relationships exist between perceived leadership style and 

perceived empoweirment, it does not address the issue of how 

leadership style or empowerment impacts student learning. 

Since, as educators, this is our entire reason for being, 

examining how school restructuring and reform affect 

student achievement is crucial. Principals and teachers 

must work together to see to it that our school reform 

efforts have a positive and lasting effect on the students 

we serve. 
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Board Policy for Shared Dedslon Making 

SHARED DEClSZON-MAiaNG (SDM) 

BOAUD POLtSt 1115 

According to A.R.S. § 15-351, the Governipg Board may ddegace to a 
school coundi the responsibility to develop a currtcuium and may delegate 
any additional powers that are reasonably necessary to accomplish 
decentrall2ation. 

The Board authorizes the establishmene of a school council at each school 
site. Each school council shall operate in accordance with its school 
constitution/by-iaws. Board Policy, Arizona State Statutes and 
Federal law. The school council shall follow regulations promulgated by the 
Board, according to the adopted Shared Oedslon-Meldng (SOM) Standards 
for Accrediting School Councils. 

The Shared Oecislon>Maldng process creates an atmosphere where 
decision-making is collegial and fbsters an exchange of ideas and 
information necessary for effective profowlnnal practice for an improved 
educational process. It provides opportunities for each school community to 
make critical decMons, positively impacting student performarKe. This 
Shared Oedskm-Makfng process shall not supersede Board or 
Superintendent decision maUng authority unless delegated by the Board. 

Each school shall have a school council comprised of the stakeholders at 
the site: parents, oommunlty members, school employees (administrators, 
teachers, and non-certifled employees and students (required only at high 
school level)). The school council shall make decisions for the site and as a 
school progresses through the phases* It will assume greater autorwmy and 
authority. The Joint CommlttM Ibr Shared Oedsion-Making will 
oversee the progress of eech school through the phases by regularly 
evaluating each school according to the standards for accreditation. These 
generalized standards wlN provkle guidelines to each site for the orderly 
development of Shared Decision-Making without unduly restraining the 
unique development of each school as a aepeiate entity. 

(These phases are cumulative and progrssslve) 

• Phase One: Initial school eouncM develops the school̂  
constituden/by-laws for ratillcatlon by stakeholders at the school. 
(Target date for all existing schools to complete Phase One is 
May 2002) 

• Phase Two: School begtois operation under its consUtudon/by-lawrs 



and maintains accurate records of the dedsion of the school coundl. 
The school council develops and re-evaluates the Management and 
Assessment Plan (MAP), utilizing baseline data (e.g.. School Quality 
Survey, Standardized testing. North Central Evaluation, etc.). 

• Phase Three: School is authorized, through its school council, to 
maice decisions on budget, curriculum, and personnel matters within 
the bounds of Federal Law, State Statutes, and TUSO Policy including 
the Consensus and White Collar/Food Service Agreements. 

• Phase Four: School is authorized, through its sdiool council, to 
develop supplemental evaluation policies. 

Nembratiip off tiM School Council mm Roqiiired by tho Stata StatuCa 
(A.ILS. f 15-381): 

• Teachers 
• Non-Certified Employees 
•. Community Members 
• Students (Required at the High School Level) 
• Parents (who are noc School District employees) of Students at the 

School 
• Site Administrator 

The number of teachers and parents must be equal and constitute a 
majority of the school coundl. 

The school coundl shall reflect tho ethnic composition of the local 
community. 

Initial representatives shall be selected at public meetings held at the 
school site. 
The current taam may be grandlSattierad in as tho Initial school 
coundl if tho number at teachers and parents is equal and constitutes 
a majority of the council. 

Representatives shall be selected by tttelr membership groups. 

• THM 

The Board authorizes the establishment of tho review teams to 
fMlitate tho accredltaaon of each schooi. Tho roviow teams wW bo 
trained by and wiN report to the Joint Committee for 
Shared Oedsion-Maidng. 

The school review teams will servo as a moans to dotefmino school 
accauntabiUey far . As part of tho colaboraOvo effort among 

., and tho Community, the schooi review teams will be trained in 
tho SOI4 Standards, visit school sitas, and file a report to tho Joint 



Committee. The Joint Committee will fenward the report to the 
Superintendenc The reports will explain how the school fared against each 
indicator in each standard and recommend phase accreditation placement. 
Since the standards reflect what each school should be doing to fiacilitate 
student achievement and community participation, the review teams will 
exist as a means to measure school progress at a given time and the 
review team reports will serve as a rccord to measure the progress of a 
school over time. 

Legal (Reference: Arizona Revised Statute S 15-351. School Councils; 
Duties; Membership 

Adopted By Board: April 10, 2001 
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Department of Accountability and Research 

Novefnber 6, 2001 

Barry Roth 
4410 S. Pertita Rd. 
Tucson, AZ 85730 

Project Title: The Effects of Prinapal's Leadership Style on School 
Council Members' Perceived Empowerment 

Dear Mr. Roth, 

I am pleased to inform you that your request to conduct research in the 
SctKXSl District has been approved for the 2001« 2002 school year. 

> Provide the prindpals with an overview of the study and ask them to sign a copy 
of the attactied consent form. I need to keep a copy of the form in your file so 
please mail the forms to me. 

> Provide me with one copy ofthe final report of the completed study. 

If you have any questions please call me. 

Sincerely. 

>\Ai DK n Albert W. Gould. Pti.O. 
Research Proiect Manager 
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December 18, 2001 

Dear Principal 

Your school is invited to participate in a study of high school teachers'/school council members' 
empowerment, and the le^ership styles of h^ school principals. The School 
Distrkt has granted permission for this study. The results of ths study will be published in the 
form of a dissertation. 

[f you agree to allow access, I will provkie your teachers who are members of your schooFs site 
council with a copy of the School Participant Empowerment Scale survey instrument, 
Vfuiti&ctor Leadership Questionnaire and a sonpie demogr^hic data questrannaire, and ask . 
them to complete them and return them to me. Tlie surveys take approximately IS minutes 
to complete. Your school may benefit fix>m partkipating in this study by contributing to a better 
understanding of how leadership style of principals impacts the woriq)lace for teachers. 

All information obtained in connection with this study that can be identified with , a 
school, or a particular individual will remain confidentiaL All responses on the survey 
instruments will be anonymous. If you agree to have your school participate in this study, please 
sign the PrincipiU or Deparnnem Head Permission Form and return it to me. An 
additional copy is provided for your records. 

Please do not hesitate to contact me at the number provided if you have any questions. Thank 
you for considering this request. 

Sincerely, 

William Barry Roth, Principal Investigator 
David T. Smith Science Rewurce Center 
2025 E. Winsett Ave. 
Tucson, AZ 8S719 
520-225-4939 

Kris Bosworth PhJ)., Faculty Advisor 
Educational Leadership Department 
The University of Arizona 
Tucson, AZ 85721 
520-626-4964 
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Onartmaat Of MeeamtaMltw and Hmardl 

PRINCIPAL OR DEPARTMENT HEAD PERMISSION FORM 

Request To Conduct Research In a 3chooi 
or Department Purina the 2001-2002 School Year 

All researchers must have their projects officially approved by the External 
Research Review Committee before approaching you for consent When 
approved, researchers are sent a letter indicating that their project has tseen 
officially approved. Researchers need to provide you with a copy of this for your 
records. Please indicate whether you approve or disapprove of this study being 
conducted in your school or department and return this form to Accountability and 
Research. 

IaJ> is 
ResmvOWs Hmmm 

• GRANTED • NOT GRANTED permission to conduct a study entitled: 

lire. gCCA <LL OA CrLj Cou t̂./ f/fbmLn 
' ' NanwafSbdy ' f 

in 
Sefioot or OapMiMitt Nam 

Please note that this researcher has permission for the current year only. The 
researcher must re-apply annually to conduct multi-year projects. If you have 
questions contact Dr. Al Gould at 225-5418. 

l7-a 3jcc M~ 
Pfincipii or OflpsniiMnt Hssd SiQnMn Oai* Prai«ct# 
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THEUMVcenvor 

Human Subjects Prewcnon Ptocram AÎ ona. 1330 N. Vine Avenue 
P.O. Box 245U7 
Tucson. AZ 35724-1137 
(S20) 62M7U 

TUCSON AmZONA 

20 December 2001 

William B. Roth. Graduate Studetit 
Advisor iCris Boswotth, PhJ}. 
'Depanment of Educational Leadership 
Education Building 
PO BOX 210069 

RE: THE EFFECT OF PRINCIPAL'S LEADERSHIP STYLE ON SCHOOL COUNCIL 
MEMBERS* PERCEPTIONS OF EMPOWERMENT 

Dear Mr. Roth: 

We received documents concerning your above cited project. Regulations published by the U.S. 
Department ofHealth and Human Services [4S CFR Part 46.101 (b) (2)] exempt this type of research 
&om review by our Institutional Review Board. Note: Enclosed copy of iavitatioa 
Ictter/diselajBcr with IRB approval staoip afflzed it to bo dapUeatcd for oae in consenting 
subjects. 

Thank you for infbtming us of your work. If you have any quesdons concerning the above, please 
contact this ofBce. 

Sincerely, 

Rebecca Dahl, RJ4., PhJ3. 
Director 
Human Subjects Protectioa Program 

RD̂ s 
cc: Depaitmental/CoUege Review Commiltee 
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December 18, 2001 

E)ear Teacher, 

The School Oistiict Depanmeat of Accountability and Research, and your principal 
have given pennission for a study invesdgaong the effects of principal leadership style on teachers' 
perceptions of empowefmeat. You are being asked to participate because you are a member of your 
school's site coun  ̂

I will supply you with three survey instruments. The MultifiKtor Leadership Questionnaire, the School 
Participant Empowerment Scale, and a demographic survey. The surveys will take approximately IS 
miiiiitii* to complete. I do not andcipate any lisks to you related to your participaiion in this study. The 
potendal benefit is that you, your sduwl dî ct, and those involved in the training of education  ̂
leaders will gain insight into the effect leadership style has on teacher's perceptions of empowermenL 

Your patadpanon in this study is completely voluntary and you may withdraw fiom the study at any 
time by sî ly not completing your survey. If you choose not to participate, I will not know that you 
have withdrawn from the study since you will return an unmarked survey to me in a sealed envelope 
that does not identify you. If you choose not to participate, simply place the blank surveys in the 
envelope provided, seal it and return it to me when you leave the room. 

If you choose to participate, all information you provide wiU be kept in strictest confidexKe. Only I will 
have access to complet̂  survey forms and they will be stoitd in a secure area. When you have 
completed your surveys, simply place them in the envelope provided, seal it and hand it to me as you 
leave the building. You wiQ not be asked to place any infotmatioa on the surveys or envelope that 
would ideatiiy you. At any time during die nudy you are free to withboid any personal information 
you feel uncomfortable revealing. The infonnation obtatned from this study wW be used to complete 
the requirements of my doctoral degree piugiam st Hie Umversity of Arizona and will be publislied in 
the form of a dissertadon, but your identity will be kept confideatiaL Aliases for your school district 
and school will be used to reaaooably assnre confidentiality. 

By completing the questionnaires and retmoing them to me, you are gtv  ̂your permission to 
participate in this study. There are no costs to you as a result of participating in this study and you win 
tiot receive any compmsation. Ifyoa have any quettiaiisregKding your particxpatidn, please contact 
me at the telephone number fisted below. If yoa have any queAions about your rights as a research 
suiqect, yoa can call the Uuivetsity of Arizona Hunan Sufageets Gimiiitttee ofiSce at 626-6721. 

Sincerely, 

William Bany Roth, Principal Investigator 
David T. South Science Resource Center 
2025 E.Winsea Ave. 
Tucsoo, AZ 8S719 
S2&-225-4939 

Kris Boswocth Ph.0., Faculty Advisor 
Educational Leadership Department 
The University of Arizona 
Tucson. AZ8S721 
520-626^964 
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Multifactor Leadership Questionnaire (MLQ) 
Rater Form (5x-Short) 

Name of Leaden Oaie: 

Organization ID #: Leader ID#: 

This questionnaiie is to describe die leadetsiiip style of tbe above-mentiotied individual as you perceive it Please 
answer ail items OB this answer sheet. Ifaaiteaitirreltvaac,erif]ra«areaasareardaaackBowthc 
aaawar, leave tke answer blaalE. Pkaae answer diis questiaiiBBiie aaonymouaiy. 

iMPOHTAWr (necessary fijr processing): Which best describes yoa? 

I am at a higher organizstiaoai level than the penoa I am lating. 
TliepeisonlamratingisataiyaiganizBtiaaalleveL 
lamatalowerorganiatiaiiaiievel thanthepeaon lamrsting. 
1 do not wish my organizatioaai level CD be known. 

Fotty-five descriptive statements are Ited on the IbUowmg pages. Judge bow fiequentty each statement fits the 
person yon are describing Use the follbt̂ g nâ  sĉ  ̂

Not at all Oneelaa while - SMsetfiMS- r-̂ FaiHy>«Aaa Freqaeatly, 
• If not always 

0 I 2 3 4 

TmPERSO/flAMJLiTINC. .. 
0 I 2 3 
0 I 2 3 
0 I 2 3 
0 I 2 3 
0 I 2 3 
0 I 2 3 
0 t 2 3 
0 I 2 3 
0 I 2 3 
0 1 2 3 
0 I 2 3 
a t 2 3 
0 1 2 i 
0 I 2 3 
0 1 2 3 

Conriî C l99Sbyl 
PuMaMbyMiHK ICqr^CAMMI USA 

MLQKW 
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42. 

43-

I 

Makes dor wiitt one c» expect to receive wfacn peribtmoce foala an achieved. 
Show* that he/she is a Snn believer in "Vit ain't bnlDe. dont fix it.** ~ 
Goes beycod leif-iiaeRst Sir the good of the gwup 
Treats me as an individual cMfaer than jaataa a mnnhrr of a gmy. 
OetDOosnaies that lauUeiui nai 
Acts in ways that builds my reapect-
Omceonaies hia/ber fiiU aaemion on dealaag widi I 
Considas the monl aid rthical conaeqneaces of <k 
Keeps Hack of all misakes 

Displays a aeaae of power and confidence..—...—̂ . 
Articulaies a cofupelling vision of tbe'tfanac.—,—. 
Dneas my intmrifw towaid ftihwa to i 
Avoidi iBBkiag decisioaB 

I me as having diflfenent iiwrti, iNlitiâ  i 
Get* me to look at piabli 
Hetpa me ID develop î r 9trcnytas_ 

I the impofiance ofhaŵ  a callecti<% 

wiUbe 

in do 
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I 2 
I 2 
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School Participant Empowemiflnt Scale 
(Developed by Paula M. Short and James S. RInehart) 

Please rate the following statements in terms of how well Ihey describe how you feel. 
Rate each statement on the following scale: 

1 3 Strongly Disagree 2 = Disagree 3 = Neutral 4 = Agree 5 = Strongly Agree 

1.1 am glvon Itw faaponebaity to monitor pregrama. <D ® 
2.1 ftvwtfon in a protoaaonal anvironmant (D (2) (3) <D (D 
3.1 beliava that 1 tiM eamad raipect CD (2) (3) ® 
4.1 tMliawe mat 1 am halping kida baooma indapandant laaman. (S) 0 
5.1 have control a«ar daily actmdutaa. <Si (3) <S) 
6.1 ballawa that 1 have Itw ability to get Mnga dona. CD (2> (3) (D (S> 
7.1 mate dadsiona about ttw imptamantatfon of naw piugiaiw in itM achool. (D (S> (3) ® 
8.1 am Irnad as a Mnjfcaiioiiai. 0) (3) (D ® 
9.1 iMliave ttiat 1 am vary afllKtlva. (D (2) (3) 0 ® 
10.1 batiava that 1 am injuwurlng atudantai 0) (S> (3) <S> ® 
11.1 am able to taetfi a» I chooaa. (D (3) ® 
12.1 partlGipato in staff davatopmant.  ̂ . "j. '• (D (2) (3) 0 ® 
13.1 mate daciaicna about ttw aalactfon of otriî laarfty ftliiiin|i'ad|wrt. 
14.1 have the opportunity tor prntoiiional gniwih. 

(D ® 0 ® 13.1 mate daciaicna about ttw aalactfon of otriî laarfty ftliiiin|i'ad|wrt. 
14.1 have the opportunity tor prntoiiional gniwih. (3) 0 ® 
15.1 havaltie raapactof my coMaaguaa. . (D (3> 0 ® 
16.1 faai that 1 am involvad in an innpoftant program fevcMriran?';-, (D (2> (3) 0 
17.1 hava the fraadom to make dacitiona on ̂ nhat is taygig (D <S> (3) 0 ® 
18.1 baliava ttat 1 am having an impact d) (2> (3) 0 ® 
19. lam involvad in acftoolbudgatdaaanna. (D (3) 0 ® 
20.1 wortc at a school whara kida coma Irat ~ > ' (S) (S (3) 0 ® 
21.1 hava lha support and laapact of my coMaaguaa  ̂ ; 0) (3) 0 ® 
22.1 saa afeidanla laam. (D (3) 0 ® 
23.1 maka dadsiona about cunicukim. (D (3) 0 ® 
24. lam a decision matar. f-'j-. (D (3) 0 ® 
25. lam given tha opportunity to laachod»artaachaiT:".i.ĵ  -.Jl (D <2> (3) 0 ® 
26. lam given tha opportunity to oonMnue learning. 0) (3) 0 ® 
27.1 have a sttong knowledge tieae in tha araea in which 1 toach. (D (3) (3) 0 ® 
28.1 baliava Ihetl hava tte opportunity to grew by walking daiywiVisfeidanli. (D O (3) 0 ® 
29.1 pareeiva that 1 have Itw opportuniy to inikienoe cdMis. (£ <s> (3> 0 ® 
30.1 can datamina my gain actwdule. 0) (2) (3) 0 ® 
31.1 heva dw opportunHy to coRaborata wHh odwr taaetwia in my sdwol. <S> (3) 0 <5> 
32.1 perceiva that 1 make a dHtaanGB. 0 (S> (3) 0 ® 
33. Piincipale« odwrtoaGtWfa« and actwol paiaonnai aolicdmy advice* (S <s> (3) 0 
34.1 baliava mat 1 am good et what 1 do. (D (2) (3) 0 ® 
35.1 can plan myowm sctwdule. (2> <S> (3) 0 ® 
36.1 paicaiva ttwt 1 have an impact on oltiar laarhart and sludanto. (J) <S> (3) 0 ® 
37. My advice ia aoMcHad liy udwia. (£ (S) (3) 0 ® 
38.1 hava an opportunity to toach odwr toactwn about mnovattva idaaa. (2) (3) 0 ® 

Copyrtghl. Paula M. Short and Jawaa S. Rfmhait. 
Uaa tiy wrtSn panniaam arty. 
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Damographic Qu«stionnai.z« 

Gender: Female Male 

Ethnic Background: 
Asian American 
African American 
Anglo 
Hispanic 
Pacific Islander 
ether 

Subject area(s) taught 

Number of years teaching at present site 
including this year. 

Total years teaching experience 
including this year. 

Mumber of years on school council 

On a scale from one to five, with one being rarely and five 
being frequently, rate the frequency with which your school 
council shares in decisions related to the following: 

Rarely ^ Frequently 

Budget 12 3 4 5 

Curriculum and Instruction 12 3 4 5 

Facilities and Operations 12 3 4 5 

Staffing and Personnel 12 3 4 5 

On a scale from one to five, with one being rarely and five 
being frequently, rate how often you feel the decisions 
made by your school council are carried out. 

Rarely ^ Frequently 
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?age I of 1 

From: "Multitetor Lsadefstiip Quaationnaira tar Reaaarch VMab Patmiaaion Set Raprint Safvic8s" 
<undaii«eratil«Odocijnghls.com> 

To: 'VfiWam Barry Rotti' <wbraai4aafltilink.na  ̂
Sane Monday, October 08. 2001 2:38 PM 
Attach: MLQRW.FOF 
Suajact: Commercial Reprint MuRitoctor Leadanhip Quealionnaira for Research Vtfib Permisaicn Set 

Dear William Barry Roth: 

We're pleased to provide you with reprint pennission for the MulUhctor Leadership Questionnaire for 
Research Web Permission Set document that you requested. Your document is being provided in 
PDF format and is attached to this e-fnaiL Should you lose your copy or need to replace it you can 
use the following link; 

http://crBator.docur;9hts.com/drmaker.egi?oo=orec&publieatkin=MuHitactor̂ 0Leaderahip% 
20Queatk3nnaire%20far%20Reaeaferi%20WBb%20Permi8SMn%20Set&obiect=MLQRWftvid=4Q1 ' 

Your permission inciudes the right to make up to 200 copies of ttie PDF for your own use. 

Please contact us at (650) 261-3500 if you have any questions. 

Sincerely, 

Mind Garden. Inc. 
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Roth, Barry 
From: Short Paula M. 
Sant: Friday. August 24,2001 12:27 PM 
To: Roth. Barry 
Subjact: RE: request to use SPES 

Barry: 

You have my pennssion to use the SPES in your dissertation research. I would • 
request that you send me a summary of your findings when you research is 
completed. Please let me know if I can help in any way. J am pleased that my 
published work is helpftji to you. 

Paula Myrick Short 

Paula Myrick Short Ph.D. 
Assodate Vice President for Academic Affairs 
University of Missouri System 
Columbia, MO 65211 
573-882-6396 

—Original Message— 

From: Rotti, Barry i 
Sent Friday, August 24,2001 1:20 PM 
To: 
Subject request to use SPES 

Dear Dr. Short 

I am a doctoral candidate at The University of Arizona and am conducting 
research on the effiact of principal's leadership style on taactien' fBeiings of 
empowerment and efficacy. My stu  ̂targets high school prindpals in Tucson 
Arizona and teachers who are serving in leadership positions as members of 
their school's leadership team or site coundl. To aasesi principal leadership 
style, I VMH use the MuWHSMtor Leederthip Questionnaire (Baas, 1965). I am 
requesting your permiasion to use the School Participant Enyowemwnt Scale to 
survey the teactiera targetad in thia study. A member of my disaertation 
committoe. Or. Oavkl Quinn, recommended your empowerment survey as an 
excellent instrument The total number of teachem to be queried wMI be 
approximately 75. 

Your extensive research legaiding taacher empowerment has t)een very 
informative and figurea prominently in chapter 2 of my dissertafion. Pleaae don't 
hesitete to contact me if you requim any lUrlherinfaimatton from me regarding 
my research or have any recommandaliofw. I am gnrtelU to you for your 
contribudona to the IMd and am looking forward to your reply to this email. 

Regarda. 
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