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Name of Candidate Paul Thomas Hackett, Jr.
Committee Chairs Boyd S. Rogan and Harold Bishop

Title _An Investigation of Leadership Styles and Implementation of Change

Interventions Used by Principals in Urban and Rural Public Schools in Alabama
This study examined three types of change facilitator styles (responder, manager,
and initiator) practiced by principals as perceived by teachers working with the principals.

The practice of the responder style has been characterized as allowing the school to run
itself The manager style is defined by more active leadership without a strong goal
orientation. The initiator style is characterized by active leadership, collegial relationships
with faculty, and strong vision/goal orientation.

The purpose of the study was to ascertain if any of the three styles as perceived by

2 teachers were related to variables of interest. These variables included the location of the
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school (urban or rural), the per capita income of the community in which the school was

located (below average, average, or above average), the per pupil expenditure for the
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school system in which the schoo! was located (below average, average, or above
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average), the gender of the principals, the level of education of principals, the grade levels

in the schools, and the perceptions of the principals themselves.

DALY A

The study found no significant relationship between location and change facilitator
style. There was no significant relationship found between change facilitator style and per

capita income of community. Neither was there found a relationship between change

facilitator style and per pupil expenditure for the school system, educationat level of the
principal, or grade levels in the schools. There was, however, a significant correlation
found between the perceptions of teachers regarding change facilitator styles and the

gender of the principals. More male teachers and fewer female teachers were found to
i
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CHAPTER 1
INTRODUCTION
The leadership of educational administrators is crucial to the success of schools

and school systems. Heck and Marcoulides (1993) suggested that academic achievement

in elementary and secondary schools depends to a large degree on the leadership of the

principal. They asserted that the level of achievement in the school is influenced by factors

such as the ability of the principal to organize instruction, build strong school climate, and
‘ monitor the instructional program of the school. The research of Hall (1988) has shown
v that it is the behavior of the principal which influences successful implementation of
innovation in a school. The work of Hall (1988) implies that principals are most effective
when they serve as facilitators of change. Pavan and Entrekin (1991) state that it is the
principal, among others, who must work to effect change.

Reform movements emphasizing accountability for educators have created expec-
tations that education will change. The public emphasis is now on efficiency and accoun-
tability (Pavan and Entrekin, 1991). Because of this, the field is presently undergoing a
time of unprecedented change. Carrow-Moffett (1993) stated that change will be constant

in the next century. According to Gainey (1994), the United States has already experi-
enced tremendous change from “an agrarian economy, to an industrial economnty, to a
service economy” (p. 27), while schools in the U.S. have “continued to stay on course
with precious few changes” (p. 27).

3 Although school administrators have recognized the need for change in education

that matches the need for change in the private sector (Anderson, 1993), reform efforts in
education that focus on meeting the needs of a global economy have been largely ineffec-

tive (White, 1990). The state of Alabama, just as other areas of the country, is subject to

5
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relationship of change facilitator styles (CFSs) to variables such as per capita income of
community, per pupil expenditure in school system, gender of principal, level of education
of principal, and grade levels housed in school. There is a need for research investigating
the types of change interventions, or change facilitator styles, practiced by principals in the

state of Alabama.

Purpose of the Study
The purpose for conducting this study was to investigate the predominant change

facilitator styles of elementary, middle, and high school principals in public schools in
Alabama based on the perceptions of teachers in the schools led by those principals.

Null Hypotheses
1. There will be no significant difference between the perceptions of teachers in ru-

ral and urban schools regarding the predominant change facilitator styles of their prin-
cipals.

2. There will be no significant relationship between the perceptions of teachers
regarding the predominant change facilitator styles of their principals and the per capita
income of the community in which the school is located.

3. There will be no significant relationship between the perceptions of teachers
regarding the predominant change facilitator styles of their principals and the per pupil
expenditure for the schools where those principals serve.

4. There will be no significant relationship or difference between the perceptions of

teachers regarding the predominant change facilitator styles of their principals and the

gender of those principals.
5. There will be no significant relationship or difference between the perceptions of
teachers regarding the predominant change facilitator styles of their principals and the

level of education of those principals.

&
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6. There will be no significant relationship or difference between the perceptions of
teachers regarding the predominant change facilitator styles of their principals and the
grade levels housed in the schools where the principals serve.

7. There will be no significant relationship between teacher and principal percep-
tions regarding the predominant change facilitator styles of the principals.

Signifi f the Stud
Research by Hall and Hord (1984) and Evans and Teddlie (1993) established a
correlation between certain change facilitator styles and the degree of implementation of
; changes in the school environment. Work by Hord et al. (1984) established a relationship
z between certain leadership styles and the willingness of secondary change facilitators with-
l in the school to engage in leadership behavior leading to change.

The field of education is presently undergoing unprecedented change in the state of
Alabama. Since 1993, two governors have made educational reform a priority. Since
1991, two state superintendents of education have proposed wide-ranging reform mea-
sures, the most recent of which applies sanctions to school systems where students score
below grade level on nationaily normed tests.

A study ascertaining whether relationships exist between certain variables and
specific change facilitator styles is warranted given the changing topography of the edu-
cation field. Information gathered in this study will be of use to those in leadership posi-

tions at the Alabama SDE and at the local system level. Ascertaining patterns in change

facilitator styles which are related to variables existing in the school setting will assist

SDE personnel in devising strategies for effecting change in schools throughout Alabama.

Making training decisions specific to certain variables may be one possible use of resuits of
this study.
Data from this study will prove valuable in identifying personnel who are likely to

practice specific change interventions. Superintendents, boards of education, and human

3~
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resource personnel will be able to create a profile which matches the change facilitator
style they believe most meets the needs of a particular situation. Recruiting capability will
thus be enhanced.

Methodology
A random samgple of principals of schools in Alabama was selected for this study.

This sample was proportionately representative of elementary, middle, and high schools in
Alabama. A research packet containing two Change Facilitator Style Questionnaires was
mailed to the principals selected for the study. The Change Facilitator Style Questionnaire
(CFSQ) developed by Hall and Vandenberge as cited in Hall & George, 1988 was admin-

istered to teachers in the schools headed by the principals who were subjects of the study

VIR R e

(Appendix C). The teachers were purposefully selected to represent teachers in the school
of each subject principal. Each teacher responding was the Alabama Educational Asso-

! ciation faculty representative for the school in which the principal served. Permission was

sought and obtained to use this instrument in this study (Appendix A, Appendix B). Each
principal was asked to respond to items on a demographic cover sheet regarding informa-
tion necessary for this study (Appendix D). Demographic data necessary to the study
include gender and level of education of the principal. Each principal was asked to

self-administer the CFSQ in order to provide data relative to perception of his or her own

change facilitator style. Permission was sought and obtained to use the CFSQ for this
purpose (Appendix B). Completed instruments were returned by means of two separate
self-addressed stamped envelopes, one each for the principal and teacher so that confiden-

tiality of responses could be ensured. A follow-up telephone call was made to those who

; had not returned the completed questionnaire within 3 weeks.
The level of community affluence was determined by ascertaining the per capita in-
come for the community from data collected during the 1990 Census (U.S. Department of

Commerce, Economics and Statistics Administration, 1990). Based on this information

L e—

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



the level of affluence of each community was characterized as Type 1 per capita income
($4,000 or more below the mean per capita income for communities in the state of Ala-
bama), Type 2 per capita income (more than $2,000 but less than $4,000 below than the
mean per capita income for communities in the state), Type 3 per capita income (no more
than $2,000 below or above the mean per capita income for communities in the state),
Type 4 per capita income (more than $2,000 but less than $4,000 above the mean per
capita income for communities in the state), and Type S per capita income ($4,000 or
more above the mean per capita income for communities in the state).

The level of economic support for each school was determined using information
from the SDE relative to per pupil expenditure (State of Alabama Department of
Education, 1994). Based on this information, level of economic support was charac-
terized as Level 1 ($1,000 or more below the mean per pupil expenditure for the state),
Level 2 (more than $500 but less than $1,000 below the mean per pupil expenditure for
the state), Level 3 (no more than $500 above or below the mean per pupil expenditure for

the state), Level 4 (more than $500 but less than $1,000 above the mean per pupil
expenditure for the state), and Level 5 ($1,000 or more above the mean per pupil

expenditure for the state).

Assumptions
It was assumed that the random sample of principals selected for this study would

be representative of principals in rural and urban schools in Alabama. The instrument

measuring the dependent variable, change facilitator style, is reliable and valid.

Limitati f the Stud
This study was limited by the fact that the results depended on the responses of

purposefully chosen teachers. Also a limitation was that the designators urban and rural

for schools may be problematic from the standpoint that there may be significant within-
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group variation among rural and urban schools which may correlate with specific change
facilitator styles for principals. This study was limited by the fact that results depend upon
the willingness to participate of the principals whose styles were being studied. A final
limitation was that demographic data relative to the principal and the school were
self-reported.

Definition of T
The following includes the definition of terms which were used in this study:
Change is a process carried out by individuals in a system where innovations are

implemented which enable the system to experience growth (Hord, Rutherford,

Huling-Austin, & Hall, 1987).

The Change Facilitator (CF) is one who enables others to adopt innovations within
their work. This can be accomplished by exhibiting certain behaviors. These behaviors
have been documented in the work of Hall and Hord (1984).

Change Facilitator Style (CES) is a way to categorize three distinct types of lead-
ership behavior. CFS is determined by ascertaining the predominant type of change inter-
ventions performed by a leader.

An glementary school is a school comprised of any combination of grades K-5.

A middle school is a school comprised of any combination of grades 6-8.

A high school is a school comprised of any combination of grades 9-12.

Per capita income (income per person in a community) is used in this study as an
indicator of community affluence. The indicators are the following:

Type 1 per capita income: $4,000 or more below the mean per capita income for
the state of Alabama.

Type 2 per capita income: More than $2,000 but less than $4,000 below the mean

per capita income for the state.

:
T
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Type 3 per capita income: No more than $2,000 below or above the mean per
capita income for the state.

Type 4 per capita income: More than $2,000 but less than $4,000 above the mean
per capita income for the state.

Type S per capita income: $4,000 or more above the mean per capita income for
the state.

Level of economic support is based upon the per pupil expenditure for the schools

in the system where the subject works.

Level 1 per pupil expenditure is that which is $1,000 or more below the mean per
pupil expenditure for the state of Alabama.

Level 2 per pupil expenditure is that which is more than $500 but less than $1,000

( below the mean per pupil expenditure for the state of Alabama.

Level 3 per pupil expenditure is that which is no more than $500 above or below
the mean per pupil expenditure for the state of Alabama.

Level 4 per pupil expenditure is that which is more than $500 but less than $1,000

above the mean per pupil expenditure for the state of Alabama.

Level 5 per pupil expenditure is that which is $1,000 or more above the mean per

pupil expenditure for the state of Alabama.

Urban schools are schools in systems within 25 miles of a population center of
50,000 people or more (Stephens & Turner, 1988).

Rural schools are schools in school systems farther than 25 miles from a popula-
tion center with 50,000 or more people (Stephens & Turner, 1988).

Level of education refers to the degree level achieved by the principal in the study:

Bachelor of Arts/Science, Master of Arts/Science/Education, Education Specialist, Doctor
of Education, or Doctor of Philosophy.

L F
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CHAPTER 2
REVIEW OF THE LITERATURE

The literature on leadership has long recognized that leaders vary in the ways they
influence the behavior of subordinates. Leadership literature lists different ways of cate-
gorizing the behaviors of leaders who are practicing the role of leadership. These ways of
categorizing leadership behaviors are commonly referred to as leadership styles. Among
leadership styles which describe the specific behaviors as practiced by leaders are the fol-
lowing: (a) facilitative leadership; (b) democratic and autocratic leadership,

(c) transformational leadership; (d.) laissez faire, democratic, dictatorial, and transactional
leadership; (e) situational leadership including high task and high relationship, high task
and low relationship, high relationship and low task, and low relationship and low task;,
(f) moral and ethical leadership; and (g) change facilitator styles including responding,
managing, and initiating behaviors.

These methods of categorizing leadership behaviors often describe leadership
behaviors in terms of their influence on the behavior of subordinates. Those who are able
to influence change in the behaviors of subordinates may be said to facilitate change within
the school environment. In this review, various concepts relative to the role of leader

including this concept of leader as change facilitator will be examined.

Leadership Styles
Facilitative leadership. In any organization, the leadership behaviors of the leader
determine the degree to which that organization is effective. Hickcox (1992), in a study of

school system chief executive officers (CEOs), ascertained the degree to which effective
CEOs achieved their goals by working through people rather than by exercising an auto-

10
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cratic style of leadership. Hickcox found two elements critical to the effectiveness of the
CEOQ:s being studied: vision of the CEO and willingness of the CEO to achieve the vision
by influencing others rather than by attempting to mandate change. Although this study
did not establish objective criteria for the choice of effective executives, the data gathered
from interviews with the subjects are valuable in that a pattern of behavior is established
for executives thought to be effective by other school executives.

Lashway (1995) defined facilitative leadership as that which emphasizes collabora-
tion and empowerment. Lashway compared the concept of facilitative leadership with the
concept of transformational leadership. Transformational leadership, asserted Lashway,
relied upon the inspiration of employees to perform at a high level for the good of the
organization. The concept of transformational leadership has evolved, according to
Lashway, to a more fluid leadership style where leadership flows in many directions rather
than depending on top-down inspiration. This evolution of transformational leadership
into facilitative leadership depends upon “mutuality and synergy” (Lashway, 1995, p. 1).

Gardner (as cited in Lewis, 1993) observes that a leader must not only work within
the venue which he or she leads but interact beyond that venue in the world at large.
Leaders must develop skills in four areas: agreement building, networking, exercising
nonjurisdictional power, and institution building. According to Lewis (1993), agreement

building skills are those which enable a leader to resolve differences among colleagues

who bring with them a variety of perspectives. These skills enable the leader to focus eve-
g ryone on a common purpose. In order to achieve this goal, the leader must develop trust
"f;" with (and among) subordinates. Additionally, the leader must use networking skills which

are essential to creating relationships between institutions which are critical to the success

of each.
More to the point of facilitator behavior is the exercise of nonjurisdictional power.

Leaders are required to develop consensus among many stakeholders in education. Often,

these stakeholders are in no way subordinate to the educational leader. The leader must

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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be able to develop influence and create alliances which are mutually beneficial in order to
accomplish a joint vision developed with input from many stakeholders (Lewis, 1993).

In order to achieve the consensus and teamwork cited as key indicators of facilitative
leadership by Lewis (1993), one must behave differently from traditional leaders. Facilita-
tive leaders must spend a great deal of time with subordinates getting input and developing
consensus. They must work to develop the opposing views natural in the work setting
into direction and action (Lashway, 1995).

Democratic and autocratic leadership Richards, Gipe, and Duffy (1991) found
that administrators of schools of the arts in the U.S. and Canada operated as facilitators

* rather than top-down autocrats. They identified two styles of leadership, designating as
democratic those leadership behaviors that were facilitative and as autocratic those behav-
iors which closely followed the traditional hierarchical model of leadership. Democratic
leaders were defined as those who foster participative decisionmaking where subordinates
exercise latitude in assuming managerial responsibilities. Autocratic leaders were defined
as task-oriented managers who exercise a great deal of authority over making and enforc-
ing policy, supervising employees, and setting the direction for the organization. Using a
number of objective questionnaires with established internal validity, Richards et al. (1991)
found marked similarities in perceptions by administrators in that they spend much of their
time in working with staff, an activity they viewed as critical. The administrators in this
study cited management of the organization as requiring a great deal of attention. Gen-
eralizing from the results of this study may be difficult, however. Richards et al. (1991)
admitted that administrators in schools for the visual and performing arts may be different

from administrators in other settings owing to the unique nature of the arts field.

Transformational leadership. Lashway (1995) defined transformational leadership

as leadership that inspires others to perform at optimal levels so that vision may be

o -
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achieved. According to Liontos (1992), practices used by transformational leaders include
visiting classrooms daily, involving everyone in decision making, finding good things that
are occurring and recognizing them, surveying the staff often, allowing experimentation,
and finding workshops for teachers to attend.

Leithwood (1993) listed the following elements of transformational leadership:

(a) identification and articulation of a vision, (b) fostering the acceptance of group goals,
(c) establishment of high performance expectations, (d) establishment of appropriate
models, (e) establishment of intellectual stimulation, (f) establishment of contingent
reward, and (g) the practice of management by exception.

The Leithwood (1993) study used restructuring initiatives, teacher perceived out-
comes, and student participation in and identification with school as dependent variables.
Lﬁ The degree of variance in types of change being effected by transformational leaders was

too small to show the effect of different types of leadership.

In a case study comparison, Keedy (1993) contrasted the leadership styles of four
successful secondary school principals as showing various degrees of transformational
leadership. According to Keedy (1993), the principals chosen for the study had in com-
mon the fact that they had fostered relationships with teachers “empowered by mutual
commitment” (p. 2). All four, stated Keedy (1993), were mission grounded, transactional
leaders. Despite the fact that results of a case study present problems when attempting to
generalize findings, Keedy’s (1993) assertion that the actions of the principals he studied
were driven by beliefs is interesting in light of the assertion of Leithwood (1993) that

practices of transformational leaders are a product of internal processes: past experiences,

feelings, beliefs, preferences, and thought processes. According to Leithwood (1993),
internal processes are shaped by external influences: “formal training, informal socializa-
tion experiences, district policies, staff preferences, the weather, community opinion”

(p- 2).

;
H
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A more widely ranging study relative to transformational leadership was conducted
by Silins (1994). This study used a survey given to 291 primary teachers which compared
two leadership approaches and the effect of each on specific outcomes, including teacher
outcomes, curriculum outcomes, school culture, and student performance. The following
leadership behaviors were chosen as indicators of transformational leadership: the quality
of being a visionary, individual consideration, collaborative problem solving, goal
achievement and ethos. Transactional leadership behaviors were defined for this study as
bureaucratic orientation and management-by-exception, behaviors which correlate with
laissez faire and dictatorial styles of leadership. In this study it was found that transac-
tional leadership behaviors did not correlate with positive change in the specific outcomes
chosen as dependent variables. Transformational leadership behaviors, on the other hand,
correlated positively with those specific outcomes. Because of these results, this study was

more conclusive than some of the previously mentioned studies.

Studies which

depend on ratings by teachers have tended to show more the effects of leadership style
than the Pavan and Entrekin (1991) and the Leithwood (1993) studies. Ogletree and
Thomas (1990) compared principal leadership style and teacher evaluation of the principal.

Leadership styles included the following four: laissez faire, democratic, dictatorial, and

transactional. Laissez faire and dictatorial principals received the highest ratings. In this
study, teachers in private schools and preschools rated their principals significantly higher
than did teachers in other types of schools.

Research by Gallmeier (1992) appeared to contradict the results of Ogletree and

Thomas’s (1990) study. In Gallmeier’s (1992) work the level of teacher motivation as a
function of leadership style (democratic, laissez faire, dictatorial, transactional) was stud-

ied. It was found that there was no correlation between leadership style and motivation.

3
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Situational leadership behaviors. Hersey and Blanchard (1988) characterized lead-

ership behavior according to the context of the situation in which it is practiced. They
identified two separate categories of leadership behavior: task behavior (which refers to
the degree to which leaders direct subordinates) and relationship behavior (which refers to
the degree to which leaders interact with subordinates on an interpersonal level). Leader-
ship behaviors practiced in these two areas occur on two separate continua since, given a
specific situational context, leadership behavior may be high in task orientation and either
high or low in relationship orientation. Likewise, leadership behavior may be low in task
orientation and either high or low in relationship orientation, depending on situation. The
interaction of these two types of leadership behavior as practiced in the work environment
can be categorized in four general areas: high task and low relationship, high task and high
relationship, high relationship and low task, and low relationship and low task.

The third dimension of this leadership model encompasses the effectiveness of
leadership behaviors given the situational context in which leadership behaviors are prac-
ticed. The situational context depends on factors such as the readiness of subordinates to
assume tasks independently, the maturity of subordinates or organization, and the specific
situation in which leadership must be practiced. The specific situation may vary, depend-
ing on various environmental factors. Environmental factors may include such variables as
the stability of the environment. If the organization is undergoing a crisis, a situational
context exists in which high task behavior is required, while a stable environment where
subordinates may independently practice their job related skills will require different lead-
ership behaviors from the leader (Hersey & Blanchard, 1988).

The readiness of subordinates to assume independent responsibility has a great deal

to do with the behaviors exhibited by the leader (high task and low relationship, high task

and high relationship, high relationship and low task, low relationship and low task).
Specific leadership behaviors are related to the four task-relationship quadrants as follows:
telling, or directing by giving specific instructions and supervision, is a high task and low
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relationship behavior; selling, or convincing subordinates of the desirability of certain
courses of action, is a high task and high relationship behavior; participating, or facilitating
decisions by subordinates, is a high relationship and low task behavior; and delegating, or
assigning authority for decision making and action to subordinates, is a low relationship
and low task behavior (Hersey & Blanchard, 1988). In this model, the level of task-
oriented behavior varies with the readiness of subordinates, while the level of relationship-
oriented behavior varies with the situational context.

In the Hersey-Blanchard (1988) leadership model, the decision-making style of the
leader changes given the readiness of subordinates to assume responsibility and the situa-
tional context in which the decision must occur. Decisionmaking behaviors match with
specific leadership behavior task-relationship quadrants: authoritative decisionmaking with
the high task and low relationship quadrant, consultative decisionmaking with the high
task and high relationship quadrant, facilitative decisionmaking with the high relationship
and low task quadrant, and delegative decisionmaking with the low relationship and low

task quadrant (Hersey & Blanchard, 1988).

Moral and ethical leadership. Some writers propose that the modern definition of
leadership be expanded to include moral leadership (Sergiovanni, 1992). Bennis (1991)

has chronicled the decay and disintegration of leadership practices based on values in the

United States. Ambition, greed, lack of vision, and a lack of commitment to shared val-
ues, according to Bennis (1991), have created a vacuum of leadership filled by leaders of
limited vision and ability. Additionally, the demands of bureaucracy stifle action which
advances vision for improvement. “Routine work drives out nonroutine work and smoth-

ers to death all creative planning, all fundamental change” (Bennis, 1991, p. 15).

Bennis (1991) envisions a leadership model which emphasizes vision, the “creation
of meaning” (p. 21) for subordinates, leading rather than managing, and “doing the right
thing” rather than “doing things right” (p. 18). Leaders should “not think in terms of vic-

.
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In addition to the above, Block (1987) cited vision as the driving force in a situa-
tion where all are empowered to improve service.

The vision of top management and the people above becomes input for the vision
created by each lower level manager and employee. All individuals who want to
be entrepreneurial and to take ownership for the business have to create their own
vision. (p. 115)

Components listed by Block (1987) which should inform the process of creating a vision
are the following: the realization that the “choice for greatness is an act of service” (p.
115), the fact that the vision should express “the spiritual and idealistic side of our nature”
(p. 116), and the fact that the vision should begin with service to a customer.

Bellingham and Cohen (1990) proposed an ethical leadership model containing the
following elements: the development and articulation of vision, values, and norms; the
development of people as employees; the fostering of safety; the valuing of diversity; the
practice of product development, manufacturing, and marketing consistent with ethics;
emphasis on organizational contribution to the community; and emphasis on enhancement

of the environment.
Kanungo and Mendonca (1996) have proposed a vision of leadership based on

altruism. Because the social environment has changed from an industrial to a postindus-

trial orientation, they state that a need exists for organizations which meet the needs of a
E} changing society. In a postindustrial world, organizations must become more than “eco-
: nomic machines” ( Kanungo & Mendonca, 1996, p. 86).

As human systems, organizations must develop the moral obligation to respond

to the needs of consumers, minority groups, and others in their external environ-

; ments. In other words, organizational structures and philosophies need to shift
toward more organic forms with collaborative relations and a sense of purpose that
includes the organization’s effectiveness as well as the improvement of the quality
of life of its members. The individuals’ personal values also need to shift from
self-centered achievement and independence to altruistic self-actualization and
interdependence. (Kanungo & Mendonca, 1996, p. 86)

The Kanungo and Mendonca (1996) vision is informed with a strong emphasis on

o e
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the spiritual nature of ethical leadership; they cite a list of desirable practices for leader-
ship, virtues such as prudence, justice, fortitude, and temperance.

Responding, managing, and initiating. Hord et al. (1984) designated three general
types of behavior of leaders who facilitate change in educational organizations. In their
study, they found that the change facilitator styles directly impacted degree of change in a
school organization. Hall and Hord (1984) established a correlation between a style of
leadership they designated initiator and the degree of implementation of changes in cur-
riculum in the schools they studied. This style of leadership requires the commitment of
the leader to clear long-range goals. In a later study, Evans and Teddlie (1993) found that
the change facilitator styles of principals are correlated with the effectiveness of schools.
Their study confirmed “the existence of contextual differences related to principals’ iead-
ership styles” (Evans & Teddlie, 1993, p. 9).

In the Hord et al. (1984) study, the interaction between the primary change facili-
tator (usually the principal) and a secondary facilitator (often a lead teacher) was exam-
ined. It was found that secondary facilitators were involved in many more interventions
resulting in change when the primary facilitator was an initiator style leader (Hord et al.,
1984).

Rutherford (1990) defined the initiator style of leadership as one which depends on
the command of information to bring about change. Initiators gather information, use it to
analyze the school organization, and then set about improving the school based on
data-driven analysis. Quitugua (1990) stated that initiators set goals and are single-
minded in achieving the goals they have established. Hall and Hord (1984) defined the
initiator style as commitment to long-range goals and the willingness to “ ‘push’ teachers
and students to achieve them” (p. 54).

Rutherford (1990) defined the responder style of leadership as one where the
leader allows the school to essentially run itself and acts only when the situation demands

it. Pavan and Entrekin (1991) identified responders as those who function in a managerial
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capacity, responders “keep the school running and allow teachers great professional lati-
tude” (p. 3). Quitugua (1990) stated that responders “are not so particularly
goal-oriented; instead they view their teachers as autonomous professionals and their role
as one of providing support as teachers request or need it” (p. 3). Hall and Hord (1984)
defined the responder as one who allows teachers and others to express opinions. A
responder, according to Hall and Hord (1984), will delay decisions until the last minute.

The manager style of leadership, according to Rutherford (1990), falls between the
other two styles on a continuum. According to Quitugua (1990), aithough managers will
take part in innovative practices and develop relationships with teachers, they tend to be
less goal oriented than initiators. Managers are less focused on long-term goals and tend
to lead in a disjointed way. Managers, said Pavan and Entrekin (1991), “provide support
to teachers and will become involved if there is a push from the central office” (p. 3).
They contrasted managers with initiators who, they said, “have strong ideas about a vision
for their school which is described in terms of student benefits and will actively monitor
the innovation” (Pavan & Entrekin, 1991, p. 3).

Evans and Teddlie (1993) studied the relationship of change facilitator styles to
effective school practices in schools located in different socioeconomic contexts. Differ-
entiating among the three styles of leadership discussed in Quitugua (1990) (responding,
managing, and initiating), they found that thevmost often observed style of leadership in

effective schools located in low socioeconomic contexts was the initiator style of leader-

ship. In effective schools in middle socioeconomic contexts, the most often observed style
_ was the manager style. The style of responder was most often observed at ineffective
- schools. Evans and Teddlie (1993) readily maintained that in most effective schools,

styles of leadership used by principals are mixed. Generally, the style of responder is not

one of those used by principals in effective schools, even when they practice more than
one style: The styles usually interchanged by principals of effective schools are generally

those of manager and initiator (Evans and Teddlie, 1993).

3
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Change in Education

Change in the United States. According to Carrow-Moffett (1993), “the one con-
stant we can rely on is change” (p. 57). Changes in demographics, society, and technol-
ogy have affected the world profoundly. Gainey (1994) pointed out that changes occur so
quickly that it is difficult to react to a change before another change occurs. The United
States, says Gainey (1994), has changed significantly in this century from a farming econ-
omy to an economy based on providing service, while schools have changed little. Al-
though “the demographics of our communities have changed in terms of the families and
the students we serve” (wrote Gainey, 1994), “most schools have managed to maintain the
status quo” (p. 27) and in fact “look very much the way they did 100 years ago” (p. 27).

Attempts in the schools to meet the needs of a changing society, according to
Gainey (1994), have been ineffective because methods and practices have not changed:

&
1
3
-3

Educators attempt to meet new challenges with old methods. Even the best efforts of
educators to achieve significant reform have failed. Reform efforts have usually become
mired in a bureaucracy resistant to change. Support at the state or federal level has had
little effect on reform efforts. Local implementation of innovative programs with support
at the state and federal level has been gauged by White (1990) as having an approximate

success rate of 20%.

Change in Alabama. In Alabama, a recent lawsuit on behalf of plaintiff school sys-
tems has found that the system of state funding for education is inequitable. The previous
governor proposed legislation reforming education in Alabama (Alabama First: A Plan for
Excellence Act of 1994).

In 1995, Governor Fob James changed direction from other proposed reform

efforts (including those proposed during previous administrations) to a new funding pro-
posal (Preliminary Concept to Implement a Foundation Program for K-12 Education,
1995) and a revamped effort to benchmark the public schools in Alabama through an ini-
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tiative to test Grades 3-11 with the Stanford Achievement Test (Education Accountability
Plan, 1995). A critical feature of the Fob James plan which makes it different from plans
proposed in previous administrations is the emphasis upon the possibility of state takeover
of schools and school systems whose students perform below grade level on the Stanford
Achievement Test. The Education Accountability Plan (1995) as passed by the Alabama
State Legislature, grants the authority to the State Board of Education to create an assis-
tance program for schools or school systems where more than half of the students score
below the national norm on a nationally normed achievement test (Education Accountabil-
ity Plan, 1995). The assistance program consists of a plan for improvement to be
developed at the school level. If there is insufficient improvement after a period of 2

g years, the State Superintendent is to appoint a team to assist the schoo! in developing and

implementing an improvement plan. If after these state intervention measures the State

Board of Education determines that there is insufficient evidence of improvement, the

State Superintendent is to implement a takeover of the school, including the appointment

of a person or team to assume the leadership of the school (Education Accountability
Plan, 1995).

Similar measures are in place for school systems where the majority of the students

are performing below grade level on the state approved achievement test. The first meas-
’ ure involves the development of a plan for improvement. The last measure involves the
assumption of the management of day-to-day affairs of the board of education by the State
Superintendent of Education. This focus on standardized testing as the major measure of
accountability departs from the more comprehensive accountability plans developed dur-
ing the Hunt and Folsom administrations (Alabama State Department of Education, 1991,

Alabama First: A Plan for Academic Excellence Act of 1994).

Additionally, a demographic shift from a predominantly rural to a predominantly
urban population has presented educators with new challenges from demographic, eco-

nomic, and social perspectives (SouthEastern Regional Vision for Education, 1993).

L —
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The creation of new, affluent suburbs with heavy tax bases, as well as the increase in
populations in large urban centers, creates a situation where locales with ability to raise
funds become the “haves” among school systems, while those (primarily rural) where the
population has fallen and local industries have relocated become the “have-nots.”

Resistance to change. Despite a national call for changes in education which meet
the needs of a changing world, writers in the field of education often discuss the difficulty
of effecting change in the school setting (Margolis, 1991). Margolis (1991) listed the fol-
lowing sources of resistance to change which frustrate efforts to update educational prac-
tices: (a) formal and informal norms, (b) responsibilities which define roles, (c) lack of
opportunity for teacher to influence change, (d) lack of resources, (€) reinforcement prac-
tices in the school, (f) reputation of leadership, (g) lack of decentralization of power,

(h) lack of clarity of goals, (i) strength of old habits, and (j) contractual agreements.
Dietz (1990) added five obstacles to change in education: (a) tactical planning rather than
strategic planning, (b) isolationism among colleagues, (c) giving in to resistance,

(d) consolidation of power rather than power sharing, and (¢) wandering discussions
instead of focused meetings.

Combs (as cited in Margolis 1991) enumerated several principles to eliminate resis-
tance to change, including the following: (a) avoiding imposing solutions, (b) concen-

tration on beliefs and perceptions, (c) emphasizing process and systems thinking, (d)

focusing on challenges which both teachers and administrators find critical, and (e)
g encouraging changes which have potential.
: Once change is initiated, it is difficult to institutionalize or make permanent. East-

wood and Louis (1992) wrote that although “most schools devote considerable effort to
the early years of a change program [they] pay relatively little attention to the problems of
creating lasting change” (p. 212). Stages cited by Eastwood and Louis (1992) which

overcome resistance to change and effect institutionalization of change include the follow-

%
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ing: (a) creation of a collaborative environment, (b) focus upon a plan, (¢) working to-
gether to develop vision, (d) identification of need, (e) development of support system by
the administrator, (f) collaborative development of a plan, (g) the building of commitment
through staff development, (h) “front burnering” (p. 220), (i) development of assistance
programs, (j) a monitoring system, (k) the ensuring that plan is followed, and (1) reestab-

lishment of pressure.

Role of CI \ Cl Faili
Practices influencing change. White (1990) has identified practices which influ-

ence successful change in the schools. Among these practices are the following: the

identification of need within the organization and examination of the quality of the pro-

: gram being implemented, the assurance that the objectives of the program are clear to

ﬁc teachers, and the analyzing of the complexity of the program. Recommendations made by

White (1990) include the following: (a) targeting interventions to individual teachers, as

well as to entire programs; (b) the utilization of a diagnostic tool for monitoring the pro-
gram, (c) the implementation of programs in small steps; (d) the utilization of a broad-
based leadership team;, (e) the clarification of objectives; (f) the sharing of power among
all players;, and (g) the creative utilization of time to accomplish objectives.

One model for effecting change in schools is discussed in Hord et al. (1987). This
model, the Concerns-Based Adoption Model (CBAM), is based on the concept that the ef-

fectiveness of the implementation of change in the school setting depends to a large degree

3
g
o
E

on the ability of leaders to ascertain the concerns of those involved in the change and
assist them in comprehending and participating in the process. This concept, critical to the
CBAM model, is called the level of concern (LoC). A change facilitator, state the authors,

should ascertain LoC and aid those involved in change as they attempt to implement inno-

vations. Specific components of the LoC concept include the following:
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1. Change is a process and not an event.

2. Change is accomplished by individuals.

3. Change is a highly personal experience.

4. Change involves developmental growth.

5. Change is best understood in operational terms.

6. The focus of facilitation should be on individuals, innovations, and the context.
(Hord et al., 1987)

Hord (1989) studied the facilitation of change utilizing a model that categorized
the interventions which implement change in eight function classifications. Hall and Hord
(as cited in Hall, 1988) define intervention as “an action or event, or set of actions and
events, that influences use of an innovation” (p. 51). The following are the function classi-
fications according to Hall and Huling-Austin (as cited in Hord, 1989): 1,000, developing
L. supportive or organizational arrangements and resources; 2,000, training; 3,000, providing

consultation and reinforcement; 4,000, monitoring and evaluating; 5,000, external com-

munication; 6,000, dissemination (gaining support); 7,000, impeding (discouraging or
interrupting use); and 8,000, expressing and responding to concerns.

Hord et al. (1984) earlier conducted a more comprehensive study in which the
intervention behaviors of the principals of nine elementary schools and their colleagues
were documented for a period of one year. In this study, which they designated the

principal teacher interaction (PTI) study, a prototype of the intervention behavior model

cited above was utilized in analyzing the change facilitator styles of principals (initiator,
manager, responder) in terms of the types of change interventions in which they (and those
within their schools) engaged (Hall, 1988). Among findings of the study were significant

relationships between facilitator style and degree of implementation success of curriculum

innovations in the classroom. “Teachers in schools with Initiator and Manager style prin-
cipals had significantly higher degrees of implementation (r = .76) than did teachers in
schools with principals using the Responder style” (Hord et al., 1984, p. 53). A secondary
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finding of this study was the fact that other members of the organization engage in inter-
vention behaviors giving rise to the discovery of secondary change facilitators who influ-
ence change in schools through their behaviors (Hall, 1988; Hord et al., 1984).

Skills of change facilitators. Carrow-Moffett (1993) listed skills essential to the
leader who effects change within the school environment: “We will need leaders who are
able to set directions and facilitate those involved in working cooperatively to meet the
challenges of a diverse world” (p. 58). Carrow-Moffett (1993) stated that “leaders must
consider not only the rational plan--i.e., the logical sequential way it should work--but also
the ‘arational’ [sic] or human system factors” (p. 58). Change agents, she said, “must first
challenge [themselves] to explore and develop [their] awareness of the barriers and en-
hancers that [they] bring to the change process” (Carrow-MofFett, 1993, p. 58).

f Other skills listed by Carrow-MofTett (1993) include the ability to identify a mutual
b vision, the ability (and willingness) to empower others, the ability to ascertain the values

of self and others and to consolidate those values as part of a mutual vision, openness and

willingness to examine self, and the ability to resist the impetus to “change-back” once
change is initiated. Margolis (1991) asserted that change facilitators must have a clear
understanding of the reasons change is difficult: “Only then can proper adjustments to

resistance be made to achieve worthwhile goals™ (p. 1).

The principal as change facilitator. According to Jwaideh (1984), there is not

enough emphasis in educational literature on the critical role of principals in implementing

change. “Effective principals,” says Jwaideh (1994), “‘establish clear goals and priorities,

achieve a balance between task considerations and interpersonal relationships, serve as
role models for school norms, communicate high expectations to teachers, provide sup-
port and direction for change, and gain the support of the community and higher admini-

stration” (p. 10). Jwaideh (1984) asserts that principals who lead successful change
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(1989), female administrators “interact more with teachers and students than men do.
They spend more time in the classroom or with teachers in discussions about the academic
content of the school than do men and they spend more time outside of school hours with
teachers” (p. 172). Lyman et al. (1993) supported this view, citing research supportive of
the idea of women as collegial, participative leaders. According to Lyman et al. (1993)
female principals serve as effective enablers of change within their schools, perhaps
because of their tendency to share decision making.

Concern for people is a key change concept, according to Hord et al. (1987). The
effective change facilitator understands colleagues and the fact that they have concerns
about change. Any change undertaken without consideration of the concerns of col-
leagues is likely to lack permanence. Murray and Simmons (1994) explained that the idea
of concemn for others is a critical part of effective leadership, one more common to

women leaders than to leaders who are men:

Critical components of the new view of a leader’s role include elements of “con-
cern for people” or “consideration.” This view is indicative of the emerging

female leader and may also support the possible advantage she may have in leader-
ship. Elements of preference for a team organizational structure, empathy,
collaboration and high performance standards, along with ones of cooperative style
described by Logan (1985), portray the feminine leadership model. (Murray and
Simmons, 1994, p. 74)

The concept of “emerging female leader”” (Murray & Simmons, 1994) represents a
paradigm shift that has taken place since 1980. According to Kosnett (as cited in Hill &

Ragland, 1995) women entrepreneurs have started half of all businesses in the United
States since 1980. Political definitions have changed: The fact that women such as Hillary
Clinton are seen as policy makers has changed perceptions of many (Hill & Ragland,
1995) because they represent the shift in focus from women as clerical workers or middle

management executives to women as decision makers at the policy level. The fact that
this shift is taking place need not cause confusion (Hill and Ragland, 1995): ‘“Most
[women] have not used stereotypes from the past. They disregard these stereotypes and

i,
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reach positions of importance through competence and valid experiences. Proven success
in the past has propelled them into significant positions of authority” (p. 29).

Weiler (1994) discussed the fact that the idea that women administrators spend
more time in interaction with teachers than do men is not, in fact, a new concept. Women
rural school supervisors in California in the first half of the 20th Century wrote that they
saw themselves not only as reformers but as collaborators with teachers. Rural school
supervisors emphasized the democratic approach to management in rural schools (Weiler,
1994). State Commissioner of Public Education, Helen Heffernan, “envisioned supervi-
sion as a democratic and collaborative process, modeled on her experience working under
Superintendent Richmond of Kings County” (Weiler, 1994, p. 38).

Women administrators approach their jobs in ways diametrically opposed to the
3 leadership paradigm of the late 19th and early 20th Centuries, according to Wesson and
Grady (1994). That paradigm, they stated, viewed leadership as an exercise of control

within a very structured hierarchy.

3 Two powerful movements in this country seem to have originated at least in part

: as reactions to this leadership model: first is the current reform movement in
education with its emphasis on restructuring schools; second is the paradigm shift
in leadership that is characterized by collaboration and consensus building.
(Wesson & Grady, 1994, p. 413)

In the Wesson and Grady (1994) study, the researchers studied women superin-
tendents in order to ascertain if their leadership behaviors corresponded with styles com-

monly called collegial or collaborative. A second variable under study was job satisfaction

for female urban superintendents working in highly bureaucratic environments. The study
found that these superintedents tended to interact with others in the school and office

environment in nontraditional ways. They reported that

urban superintendents report using collegial-collaborative approaches to their jobs
in highly bureaucratic, urban organizations. This study of reported descriptors of
the work lives of women urban superintendents indicates that they are defining
their leadership styles in ways that are different from the command-and-control,

o
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hierarchical model. Aburdene and Naisbitt (1992) have indicated that women in
corporate American [sic] lead in new and different ways, ways which are non-
hierarchical and emphasize collaboration and cooperation. . . .They seem to be
operationalizing the terminology found in the leadership research done by
Aburdene and Naisbitt. (Wesson & Grady, 1994, p. 423)

Articulating the female approach to leadership, Shakeshaft (1989) listed several
components of a female management style:

1. Relationships with others are central to all actions of women administrators.

2. Teaching and learning are the major foci of women administrators.

3. Building community is an essential part of a woman administrator’s style.

4. Marginality overlays the daily worklife of women administrators.

5. The line separating the public world from the private is blurred. (pp. 197, 198)

Nicksick, Willower, and Warner (1994) found that female principals tended to
want to focus on people-oriented and instruction-centered activities rather than managerial
activities. Female principals envisioned their purpose as to work with teachers in improv-
ing instruction. Ninety-six percent of the principals studied cited instruction and curricu-
lum as areas they liked. Eighty-four percent stated that they would like to spend more
time on these areas. Nicksick et al. (1994) reported that 46% of the principals cited the
following as unique qualities of women administrators: caring, nurturing, compassion,
warmth and kindness, concern for the whole person, or maternal instincts. Of the
respondents, 22% listed sensitivity as a unique quality of women administrators. The

research efforts of Lyman et al. (1993) all support the idea of women as collegial, partici-

pative leaders. Lyman et al. (1993) cite interview evidence which suggests that women
administrators share decision-making with others.

Murray and Simmons (1994) discussed the need for collegial, participative leaders

in environments where site-based management is being implemented. Site-based manage-
ment, where local school personnel assume authority for much of the direction of the local

school, can only be successful under a leader who is able to include others in decisions and
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work in a collaborative environment. An autocratic leadership approach negates the posi-
tive effect that site-based management initiatives have on the overall school program.
Brown and Irby (as cited in Murray and Simmons, 1994) state that research shows
as most effective the collaborative style favored by women administrators. Among attrib-
utes they cite as critical to successful leadership initiatives of the future are caring, intui-
tion, and empathy, qualities that researchers have found more common in women leaders

than men leaders. As Regan (as cited in Murray and Simmons, 1994) says:

The analysis of the implications for feminine leadership in educational
administration clearly links the effectiveness of site-based management to col-
laborative leadership, a concept more familiar to the motivations and behavior of
women. Feminine administering (possible for men as well) is an inclusive mode of
leadership that requires both teachers and administrators to participate in decision
making and conceptually overlaps with the current reform movement of shared
decision making and restructuring schools. (p. 75)

Shakeshaft (1989) supports this idea saying that “the female world is very similar to the

world of effective schools. Traditional female approaches to schooling look like the pre-
scriptions for administrative behavior in effective schools” (p.199).

A 1990 study of Chapter 1 schools involved in a Philadelphia school improvement
program (Pavan and Reid, 1994) found that female principals headed the majority of the
schools where the academic performance of the students was higher than expected. Pavan
and Reid (1994) assert that it is not the gender of the principal itself which correlates with

the high academic achievement of the students, but the predominant leadership styles of

the administrators, these being women “who emphasize instructional issues in a supportive

climate” (p. 437).
It is exactly this type of leadership which is being emphasized in the Philadelphia

it kv as

schools where written and oral examinatios are administered to elementary principals.

These focus on instructional issues rather than on other managerial aspects of the princi-
palship (Pavan and Reid, 1994). What the Pavan and Reid (1994) study confirms and

what has served as the focus of the administrative evaluation system of the Philadelphia

o e
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schools is the fact “that those principals, predominantly women, who emphasize instruc-

tional issues in a supportive climate have more productive schools” ( p. 437).

Differences in rural and urban schools. Rural and urban school settings differ,
although there is significant disagreement among researchers relative to the nature of dif-
ferences between the settings, the amount of difference, and the effect of differences on
the school program in each setting. Richardson, Neel, and Cline (1989) found rural
schools different from urban or suburban schools in several significant (mostly demo-
graphic) ways:

First, rural school districts often have a different clientele than other school
districts. Students who attend rural schools often have different source [sic] of
motivation than other students. Additionally, their support structure is often
different from students in the urban areas. Secondly, rural schools extend the
definition of community, often inculcating a more diverse population than other
districts. Third, the lack of population often highlights a difficulty in locating and
retaining qualified teachers and educational administrators. Fourth, there is also
difficulty in providing ongoing staff development for teachers, but particularly for
administrators. Fifth, rural school systems must address the issue of recruitment of
administrators from outside the local school district. (pp. S, 6)

Hetrick (1993) found that the diversity among members of rural populations did
not extend to the rural school leadership. Hetrick (1993) found a lack in diversity of per-
sonality type which marked a profound difference between the amount of diversity in man-

agement type among leadership team members in rural and suburban schools. Hetrick

(1993) asserted that this lack of diversity resulted from a tendency of rural areas to foster
homogeneous points of view: “There is little doubt that the rural community itself has
» much to do with deterring changes. Most rural communities are homogeneous and usually

closed to outsiders, especially those promoting change” (p. 11).

Additionally, Hetrick (1993) proposed this lack as a possible explanation for his
assertion that rural school settings rarely generate changes and innovations in teaching

methodology and curriculum. These kinds of innovations are usually developed in urban

[—
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or suburban areas. Hetrick (1993) analyzed the prevalence of different personality types
among the administrative ranks in rural, urban, and suburban schools using the Myer-
Briggs Type instrument.

Other researchers found little or no difference in rural and urban educational lead-
ers. In a study of women in the superintendency in rural and urban schools, Wesson and
Grady (1993) found little difference in the variables under study: job satisfaction, personal
benefits, self-fulfiliment, and personal strengths relative to job performance. Wesson and
Grady (1993) stated the following:

The most striking conclusion is that both urban and rural women super-
intendents have leadership characteristics that are similar, and these leadership
; characteristics do fit a new leadership paradigm. These women superintendents
! have been hired to be change agents and consensus builders, and both the urban
and rural superintendents are finding a lot of success in their jobs. Data gathered
during the interviews indicate that both groups of superintendents describe their
job satisfiers, job benefits, and strengths in terms that do indeed fit a new leader-

ship paradigm. (p. 15)

Muse, Thomas, and Newbold (1989) found little difference between figures com-
paring rural principals and principals nationally for variables of age, gender, amount of
education, certification, and amount of experience in the field of coaching. Although their
study raised questions relative to the reasons for the overwhelming preponderance of men
in the rural principalship, the study itself found little to suggest differences in demographic
variables related to principals in rural schools.

One significant finding of the Muse et al. (1989) study is that few administrators in
rural schools have worked in the school district where they are presently employed for
more than 16 years. Even more significant is the fact that 53% of the respondents to the

Muse et al. (1989) study reported that they planned to move to another position in the

next 5 years. The researchers postulated that administrators may see the rural principal-
ship as a means to an end rather than as an end in itself. If the rural principalship is viewed

as a means to an end, then the ramifications for rural schools may be significant. Because

Rr——
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of this finding, Hannaway and Talbert (1991) stated that they found urban school princi-
pals to be somewhat more experienced than rural principals, but that the difference was
not substantial. More tellingly, “despite substantial differences in their social, political,
and organizational settings, urban, suburban, and rural schools show comparable means on
the effective schools variables of interest.” (Hannaway and Talbert, 1991, p. 16).

Studies on differences in variables among urban, suburban, and rural schools have
appeared somewhat contradictory, perhaps because the variables measured by each have
been different. While Hetrick (1993) found a marked difference between suburban and
rural schools relative to diversity of personality type among the ranks of the leadership,
Muse et al. (1989) found little difference in figures for demographic information relative to
rural principals and average figures for principals nationally. Wesson and Grady (1993)
found little difference in responses from urban and rural women superintendents relative to
job satisfaction and managerial strengths. Most important, Hannaway and Talbert (1991)
found little difference on effective schools indicators among urban, suburban, and rural
schools. Perhaps the contradictory nature of studies explains the fact that Hannaway and
Talbert (1991) called for more study of component variables in effective schools relative
to possible differences among urban, suburban, and rural schools, with principal leadership

being one of those variables.

Conclusion
Leadership. A review of the literature yields several different ways of characteriz-
ing leadership. Hickcox (1992), in a study of effective CEOs, characterized the styles of

leadership as autocrat and facilitator. Richards et al. (1991) juxtaposed autocratic and

democratic styles of leadership. Other models of leadership discussed in the literature
have included transformational leadership (Keedy, 1993, Leithwood, 1993 ); laissez faire,
democratic, dictatorial, and transactional leadership (Ogletree & Thomas, 1990); situa-

tional leadership (Hersey & Blanchard, 1988); and moral and ethical leadership

L,
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(Bellingham and Cohen, 1990; Bennis, 1991; Block, 1987; ; Kanungo and Mendonca,
1996; Sergiovanni, 1992). The critical concept in CBAM concept is the concept of LoC.
The concept of LoC involves the idea that during change, those involved in the change
undergo stages of concern relative to change. A change facilitator, state Hord et al.
(1987), should ascertain LoC and aid those involved in change as they attempt to imple-

ment innovations.

Need for change. Vast changes are taking place both nationally and locally. Writ-
ers such as Carrow-MofTett (1993) and Gainey (1994) have discussed the need for educa-
tional institutions which meet the challenges presented by social, demographic, and eco-
nomic changes. Meanwhile, writers such as Dietz (1990) and Margolis (1991) have
detailed the fact that although the climate is ripe for reform, change is difficult to accom-
plish.

Change facilitator. It is in this environment that the change facilitator must work
to effect innovation in the schools. In Hord et al. (1984), Hali (1988), and Hord (1989)
are discussions of research that categorize the styles of leadership in terms of responding,

managing, and initiating. A categorization of intervention behaviors which effect change

has been developed by these researchers. In a study of principal teacher interaction (PTI),
Hord et al. (1984) found that manager and initiator principals engaged in more interven-

tion behaviors than did responder principals.
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expenditure in the schools where those principals serve.

4. There will be no significant relationship or difference between the perceptions of
teachers regarding the predominant change facilitator styles of their principals and the
gender of those principals.

5. There will be no significant relationship or difference between the perceptions of
teachers regarding the predominant change facilitator styles of their principals and the
level of education of those principals.

6. There will be no significant relationship or difference between the perceptions of
teachers regarding the predominant change facilitator styles of their principals and the
grade levels housed in the schools where the principals serve.

7. There will be no significant relationship between teacher and principal percep-

L Y NCHCI I,

tions regarding the predominant change facilitator styles of the principals.

Subjects for the Study

The subjects for this study were a random sample of principals in the public

schools in Alabama. The subjects were chosen so that principals from elementary, middle,
and high schools in Alabama would be proportionately represented. The schools in which
these principals serve were designated urban or rural based upon setting. A questionnaire

was administered to teachers in those schools to ascertain teacher perception of predomi-

nant change facilitator style of principals who serve in those schools. The teachers who
responded to the questionnaire were purposefully chosen to represent the faculty at the
school where the subject serves as principal. Teachers chosen were the Alabama Educa-

tional Association faculty representatives for each school. A return rate of at least 70%

was anticipated.

>
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Questiopnaire

The questionnaire to be administered to teachers to ascertain teacher perception of
change facilitator style is the CFSQ (Appendix C) developed by Hall & Vandenberge (as
cited in Hall & George, 1988). This questionnaire is comprised of 30 questions which
solicit teacher perceptions regarding specific leadership behaviors, termed change inter-
ventions. The types of change intervention behaviors exhibited by a principal determine
the CFS of that principal.

The CFSQ (Appendix C) was also administered to each principal in order to ascer-
tain the perception of principals of their own change facilitator styles. The principals were
to respond, as well, to questions on a demographic cover sheet regarding gender of

: principals, level of education of principals, and grade levels housed in each school

(Appendix D).

3
" . g . g . -
: Yalidity and Reliability of the Questionnaire

The CFSQ was developed in 1988 in order to determine the predominant change

facilitator styles of educators in leadership positions in schools (Hall, 1988). The CFSQ is

a questionnaire with 30 items to which those answering the questionnaire respond regard-
, ing their perceptions about the leadership behaviors of a subject. The CFSQ is then

ﬁ scored using the scoring method described by George (personal communication, April 18,
: 1996). Overall scores indicate a primary change facilitator style for the subject. The
change facilitator styles indicated by the scoring of the questionnaire are responder, man-
ager, and initiator. A norming study conducted on a sample of 1,189 CFSQ ratings

resulted in a norming scale with high alpha coefficients, the lowest being .76 (George, per-

sonal communication, April 18, 1996). A demographic cover sheet accompanied the
CFSQ. Principals were to respond to items on this cover sheet in order to ascertain data
which will be used in the study. The cover sheet included questions relative to gender,

level of education, and grade levels housed in the school where the principal serves.

i
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Data Collection

Before collection of data was begun, expedited review by the Institutional Review
Board (IRB) for Human Use of the University of Alabama at Birmingham was sought
(Appendix E) and granted (Appendix F). Following approval of this study by the IRB, the
following steps were taken to collect data.

A random sample of 413 principals in the Alabama public schools was selected for
this study. The teachers for the study were purposefully selected: For each subject princi-
pal, the teacher responding to the CFSQ in the school where the principal serves was the
Alabama Educational Association representative for the faculty. A letter requesting par-
ticipation in the study was sent to each subject (Appendix G). The letter explained to the
subject the procedures to be followed in order to participate in the study, including that
the facuity member selected to respond to the CFSQ should be the Alabama Educational
Association faculty representative for the school in which the principal is assigned.
Accompanying the letter was a research packet containing the following:

1. A CFSQ for a teacher in the school where the principal serves (teacher was to
have been purposefully selected [Appendix C]),

2. A CFSQ to be administered to the principal (Appendix C);

3. A demographic cover sheet designating the questionnaire to be completed by
the principal (Appendix D),

4. Two self-addressed, stamped envelopes.

After 14 days, a letter (Appendix H) was sent to those schools from which there
had been no response. At that time, another packet of research instruments was sent.

After 30 days, those who had not responded were reminded of the study by telephone.

Data Analysis
The CFSQs were scored using the scoring method described by George (personal

communication, April 18, 1996). Using this scoring system, responses of teachers were
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tabulated and each questionnaire assigned an overall rating for the principal which desig-
nated CFS. The frequency of these overall ratings was examined for each of the following
variables and reported by table and in narrative form: (a) teacher perception of the CFS of
the principal and setting of school (urban or rural), (b) teacher perception of the CFS of
the principal and per capita income for the community in which the school is located, (c)
teacher perception of the CFS of the principal and per pupil

expenditure for the school, (d) teacher perception of the CFS of the principal and gender
of the principal, (e) teacher perception of the CFS of the principal and the level of
education of the principal, (f) teacher perception of the CFS of the principal and the grade
levels served by the school, and (g) teacher and principal perception of CFS of the
principal. Contingency table analysis using a chi square statistic was conducted to test
each hypothesis in order to ascertain whether a relationship existed between the variables
under consideration and teacher perception of principal CFS. In cases where the chi
square was significant and the null hypothesis rejected, the chi square value was calculated
for each cell in the contingency table and compared with the proportion of the critical

value applicable to that cell. Those cells having a chi square value greater than the critical

value were examined, and relationships between observed and expected frequencies of

responses were interpreted.

| Missing D
: Two hundred fifty-seven responses were returned for a basic response rate of

62%. In order to be included in the analysis, a survey was to have at least 90% of the
items relative to perception of CFS completed. Forty-five responses were incomplete

because the teacher CFSQ had not been returned. An additional 5 were incompiete

because the teachers completing the CFSQ had not responded to at least 90% or more of
items on the questionnaire. A total of 206 responses were accepted for analysis,

comprising a 50% rate of usable response. Of those responses, 21 were incomplete

o m—
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because the principal of the school had not returned the demographic cover sheet. Thus,
21 responses were not included in the analysis of educational level of principal. This
represented a usable response rate for this variable of 45%. Additionally, 20 principals
did not return completed CFSQ forms. This represented a 45% usable response rate for
principal CFSQ, which was analyzed for principal perception of his or her own CFS.

For those surveys with missing responses, which totaled less than 10%, values
for the missing responses were predicted using regression analysis. This method was cited
by Sutarso (1995) as the preferable method for predicting values for missing data when
n = 60 or 120 and the percentage of missing data is 10% (p. 76). In this method, each
missing value was treated as a dependent variable, and the remaining responses to the sur-
vey were treated as independent values and used to predict the missing values. This pre-
dicted value was substituted for the missing value and used in contingency table analysis

performed relative to each hypothesis under study.

Summary

This chapter contains a discussion of methodology to be used to investigate the

predominant CFSs of elementary, middie, and high school principals in public schools in

Alabama based on the perceptions of teachers in the schools led by those principals.
CFSQs (Hall, 1988) were administered to teachers and principals, scored using the
method described by George (personal communication, April 18, 1996), reported in nar-
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t rative and frequency tables, and analyzed using contingency table analysis, resulting in a

: chi square statistic. Data for variables in the study came from a variety of sources to

include a demographic cover sheet for principals, the Alabama Department of Education

Annual Report for 1994 (State Department of Education, 1994), and information from the
1990 United States Census (U.S. Department of Commerce, Economics and Statistics

Adminstration: Bureau of the Census, 1990).
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CHAPTER 4
ANALYSIS OF DATA

The purpose for conducting this study was to investigate the predominant CFSs of
elementary, middle, and high school principals in Alabama based on the perceptions of
teachers in the schools led by those principals. The survey used in this study was the
CFSQ developed by Hall and Vandenberghe (1987) and discussed in Hall and George
(1988).

The three types of CFSs under study were responding, managing, and initiating.
Responding has been defined in various ways. Rutherford (1990) defined responding as
allowing the school essentially to run itself and acting only when the situation demands it.
According to Hall and Hord (1984), a responder will delay decisions until the last minute.
Managing is defined as a CFS which, although fostering innovative practices among
teachers, tends to be less focused on long-term goals, thus resulting in disjointed
leadership (Quitugua, 1990). The initiating style, according to Rutherford (1990), is
marked by command of information: information gathering, analysis of information, and

the setting of goals for improvement based on data- driven analysis. Hord et al. (1984)

found that the CFSs of manager and initiator were most often found in schools where
changes are
implemented with the style of initiator fostering change interventions on the part of secon-
dary facilitators.

Research packets were mailed to a sample of public schools in Alabama which

included 197 elementary schools, 103 middle schools, and 113 high schools, for a total of
413 Alabama schools. Each packet contained a cover letter explaining the study, a demo-

graphic cover sheet to be completed by the principal, and two CFSQs, one each for the
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principal and a teacher who was the Alabama Educational Association building represen-
tative for the school. Following the initial mailing of the packets, a second packet was
mailed to principals at those schools from which there was no response. After 30 days, a
follow-up contact was attempted by phone to those schools from which there was still no
response.

Some response was received from a total of 257 schools. Of those 257, 46
responses were incomplete because the teacher CFSQ had not been returned. An
additional 5 were incomplete because the teachers completing the CFSQ had not
responded to at least 90% of items on the questionnaire. A total of 206 responses were
accepted for the study, comprising a 50% rate of response, which could be used for
analysis. Of those responses, 21 were incomplete because the principal of the school had
not returned the demographic cover sheet. Therefore, 21 responses were incomplete for
the educational level of principal. This comprised a 45% rate of response, which could be
used to analyze the relationship between educational level of the principal and teacher
perception of CFS. An additional 20 responses were incomplete because the principal of
the school had not returned the CFSQ. This comprised a 45% rate of responses which
could be used to analyze the relationship between teacher and principal perception of

principal CFS.

Demographic Data
Responses included for analysis in this study were submitted by principals and

teachers from 206 public schools in Alabama. One hundred four of these schools were

elementary schools (defined as being comprised of any combination of grades K-5), 42

were middle schools (defined as being comprised of any combination of grades 6-8), and
60 were high schools (defined as being comprised of any combination of grades 9-12). Of
the elementary schools, 29 were rural schools and 75 were urban schools. The middle

school sample was comprised of 11 rural schools and 31 urban schools. The high school

5
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sample was comprised of 23 rural schools and 37 urban schools. Rural schools numbered
63, comprising 31% of the sample, while urban schools numbered 143, comprising 69% of
the sample (Table 1).

Table 1

. Distribution of Numbers of Schools by T { Locati

Location
Type of School Rural Urban Total
Elementary School 29 75 104
Middle School 11 31 42
High School 23 37 60
All Schools 63 143 206

For the purposes of this study, the communities in which the schools were located
were differentiated by the economic level for each community. This was measured by

gauging the level of per capita income for each community (U.S. Department of Com-

merce, Economics and Statistics Administration, 1990). The first level of income was
where the per capita income for the community was $4,000 or more below the mean per
capita income for the state of Alabama. The second level of income was where the mean

per capita income for the community was more than $2,000 but less than $4,000 below

4 the mean per capita income for the state. The third level of income was where the mean
per capita income was no more than $2,000 above or below the mean per capita income of
the state. The fourth level of income was where the per capita income for the community

was more than $2,000 but less than $4,000 above the mean per capita income for the

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



45

state. The last level of income was where the per capita income for the community was
$4,000 or more above the mean per capita income for the state.

Three schools were located in a community with a level of income $4,000 or more
below the mean per capita income for the state, comprising 1% of the sample. Schools lo-
cated in a community with a level of income more than $2,000 but less than $4,000 below
the mean per capita income for the state numbered 30, comprising 15% of the sample.
Schools located in a community with a level of income no more than $2,000 above or
below the mean per capita income of the state numbered 139, comprising 68% of the
sample. Schools located in a community with a level of income more than $2,000 but less
than $4,000 above the mean per capita income for the state numbered 9, comprising 4% of

the sample. Schools located in a community with a level of income $4,000 or more above

{ the mean per capita income for the state numbered 25, comprising 12% of the sample

(Table 2).

PRME SUyEe  acadivatoori e

Level of Income

RELE S e

$4,000+ >$2,000 Within >$2,000 $4,000
Type of School Below <$4,000 $2,000 <$4,000 Above
Mean Below of Mean Above Mean Total

Elementary School 1 14 68 7 14 104
Middle School 2 7 25 1 7 42
High School 0 9 46 1 4 60
All Schools 3 30 139 9 25 206
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communities with above average income. For middle schools, 9, or approximately 5% of
the sample, were located in communities with below average per capita income; 25, or
12% of the sample, in communities with average income; and 8, or 4% of the sample, in
communities with above average income. For high schools, 9, or approximaiely 5% of
the sample, were located in communities with below average per capita income; 46, or
22%, in communities with average income; and S, or 2%, in communities with above
average income.

The schools included in the study were differentiated by level of economic support

within the school system in which they were located (Table 4). The level of economic

support was measured by per pupil expenditure (State of Alabama Department of
Education, 1994).

Per Pupil Expenditure

$1,000 $500 Within .$500 $1,000
Below $1,000 $500 <$1,000 Above
Mean Below of Mean Above Mean Total

Elementary School 0 24 48 26 6 36
Middle School 0 7 29 5 1 97
High School 0 17 35 6 2 73
All Schools 0 48 112 37 9 206
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Of the schools participating in the study, none were affiliated with school systems
with a per pupil expenditure $1,000 or more below the mean, and 48, or 23%, were from
school systems with a per pupil expenditure more than $500 but less than $1,000 below
the mean. Schools from school systems with a per pupil expenditure no more than $500
above or below the mean numbered 112, comprising 54% of the sample. Schools from
systems with a per pupil expenditure more than $500 but less than $1,000 above the mean
numbered 37, or 18% of the sample. Schools from systems with a per pupil expenditure
$1,000 or more above the mean numbered 9, comprising 5% of the sample. Due to the
small numbers in each level of per pupil expenditure category, the levels of income were
regrouped for purposes of analysis (Table 5). The new categories were designated below
average (more than $500 below the mean per pupil expenditure for the state of Alabama),
average (no more than $500 above or below the mean per pupil expenditure for the state),
and above average (more than $500 above the mean per pupil expenditure for the state).

Elementary schools numbered 24 in the below average per pupil expenditure cate-

gory, while 48 were affiliated with systems with average per pupil expenditure and 32

were affiliated with systems with above average per pupil expenditure. Middle schools

E numbered 7 in the below average per pupil expenditure category, while 29 were
affiliated with systems with average per pupil expenditure and 6 were affiliated with sys-
tems with above average per pupil expendimfe, High schools numbered 17 in the below

average per pupil expenditure category, while 35 were affiliated with systems with average

per pupil expenditure and 8 were affiliated with systems with above average per pupil

expenditure.

The sample of elementary principals was comprised of 46 male and 58

female principals. Twenty-nine male principals and 13 female principals comprised the
middle school sample, while 47 male principals and 13 female principals comprised the
high school sample. Male principals numbering 122 comprised 59% of the sample total

with female principals comprising 41% of the sample total (Table 6).

s
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Per Pupil Expenditure
Below Above
Type of School Average Average Average Total
Elementary School 24 48 32 104
Middie School 7 29 6 42
High School 17 35 8 60
All Schools 48 112 46 206

Below = More than $500 below the mean per pupil expenditure for the state of Alabama.
Average = No more than $500 above or below the mean.
Above = More than $500 above the mean.

Table 6

Gender of Principal
Type of School Male Female Total
Elementary School 46 58 104
i Middle School 29 13 42
1 High School 47 13 60
: All Schools 122 84 206

¥
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Of the principals participating in this study, 75 had attained either a bachelor’s or
master’s degree, comprising 41% of the sample (Table 7). Those attaining an educational
specialist degree or AA certification in the state of Alabama numbered 84, comprising
45% of the sample. Those principals attaining a doctorate numbered 26, comprising 14%
of the sample. Of the principals in th 206 schools included in the sample, 21 did not
submit surveys and cover sheets so that information regarding the educational level of the
principal was unavailable for those schools. The sample size remaining for analysis of

education level of principal and teacher perception of CFS was 185.

Table 7

E Distribution of Educational Level of Principals by Type of Schodl

Level of Education

Bachelor Ed.S. Ed.D.
Type of School Master AA Ph.D. Total
Elementary School 36 43 14 93
Middle School 15 18 6 39
High School 24 23 6 S3
All Schools 75 84 26 185
21 cases missing.
E Distributi £ Nond hic Variabl

Of the 206 teachers responding to the CFSQ, 36, or 18%, perceived their princi-
pals to predominantly practice the CFS of responder. Those who perceived the principals

in their schools to have a predominant CFS of manager numbered 97, comprising 47% of

T
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the sample. The remaining 73 teachers, 35% of the sample, perceived their principals to
predominantly practice the CFS of initiator.

Of the 36 teachers who described their principals as responders, 11, or 5% of all
teachers in the sample, were teachers in urban schools, while 25, or 12% of all teachers in
the sample, were teachers in rural schools. Of the 97 teachers perceiving the principals of
their schools to be managers, 30, or 14% of all teachers in the sample, were teachers in
urban schools, while 67, or 33% of all teachers in the sample, were teachers in rural
schools. Of the 73 teachers who described their principals as initiators, 22, or 11% of all
teachers in the sample, were teachers in urban schools, with the remaining 51 teachers, or

25%, of all teachers in the sample, teaching in rural schools (Table 8).

Table 8

Location
Change
Facilitator Style Urban Rural Total
Responder 11 25 36
Manager 30 67 97
Initiator 22 51 73

Table 9 represents the frequency distribution of teacher perception of the CFS of

{ the principals of their schools relative to the level of income of the community as meas-

ured by per capita income of community. Among teachers who teach school in communi-
ties with a below average level of per capita income (more than $2,000 below the mean
per capita income for the state), 5, or 2% of the sample, perceive the principals of their

schools to be responders, while 19 teachers, or 9%, perceive their principals to practice
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the style of manager, with 9 teachers, or 4% of the sample, perceiving their principals to
practice the CFS of initiator. Of those teachers who teach in a community with an aver-
age level of per capita income (no more than $2,000 above or below the mean per capita
income for the state), 28, or 14%, perceive their principals to practice the style of
responder, with 60, or 29%, perceiving their principals to be managers and 51, or 25% of
the sample, perceiving their principals to be initiators. Of those teachers teaching in
communities with an above average level of per capita income (more than $2,000 above
the mean per capita income for the state), 3, or 2%, perceived their principals to be
responders; 18, or 9%, perceived their principals to practice a primary style of manager;

and 13, or 6%, perceived their principals to be initiators.

i
i
¥

Table 9

Per Capita Income

Change Below Above

; Facilitator Style Average Average Average Total
Responder 5 28 3 36
Initiator 19 60 18 97

' Manager 9 51 13 73

3

Below = More than $2000 below the mean per capita income for the state of Alabama
Average = No more than $2000 above or below the mean
Above = More than $2000 above the mean
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ceived their principals to be initiators. Of those teachers who teach in systems where there
is above average support for the schools (more than $500 above the mean per pupil
expenditure for the state), 4 teachers, or 2%, described their principals as responders,
while 25 teachers; or 12%, perceived the principal to be a manager, with 17 teachers, or
8%, perceiving the primary principal change style to be that of initiator.

The frequency distribution of perceptions of teachers for the CFSs of the principals
in the schools in which they teach and the gender of the principal are presented in Table
11. Of the teachers in schools where the principal is male, 29, or 14% of the sample,
perceived the primary CFS of the principal to be that of responder, while 54, or 26%, per-
ceived the primary style to be that of manager, with 39, or 19%, describing their principals
as inititators. Of those teachers in schools where the principal was female, 7, or 3%,
described their principals as responders, with 43, or 21%, perceiving their principals to be

managers and 34, or 17%, perceiving their principals to be initiators.

Table 11

Change
Facilitator Style Male Female Total
Responder 29 7 3

[ Manager 54 43 97
Initiator 39 34 73

Table 12 displays the frequency distribution of the perceptions of teachers regard-

ing the CFSs of the principals in their schools and the education level of the principal. In
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schools whose principals’ educational level was bachelor’s or master’s degree, 19
teachers, or 10% of the total sample, described their principals to primarily practice the re-
sponder CFS, with 29, or 16%, perceiving their principals to practice the style of manager
and 27, or 15%, perceiving the principal of the school to be an initiator. Of those teachers
who teach in schools where the principal has achieved an educational specialist degree or
met requirements for AA certification in the state of Alabama, 11, or 6% of the total
sample, perceive their principals to predominantly practice the responder CFS, with 45
teachers, or 24%, describing their principals as managers and 28 teachers, or 15%,

describing their principals as initiators.

Table 12

Education Level of Principal
Change Bachelor EdS. Ed.D.
Facilitator Style Master AA PhD. Total
Responder 19 11 3 33
Manager 29 45 14 88
Initiator 27 28 9 64

*21 cases missing.

Of the teachers who serve in schools where the principal has attained a doctoral

5 degree, 3, or 1%, perceived their principals to be responders, while 14, or 8%, perceived
their principals to be managers and 9, or 5%, perceived their principals to be initiators. Of

the 206 schools selected for the study, 21 were missing the principal’s demographic cover
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sheet. Because of this fact only 185 cases could be analyzed regarding teacher perception
of CFS and level of education of principal.

Table 13 presents a frequency distribution of the teacher perceptions of CFS of
principals as it relates to the grade levels included in the schools in which the teachers
serve. Of teachers in elementary schools (any combination of Grades K-5), 16, or 7% of
the sample, described their principals as responders, while 48, or 23% of the total sample,
described their principals as managers, with 40, or 19%, perceiving their principals to be
initiators. Among the teachers in middle schools (any combination of Grades 6-8), 7, or
3%, described their principals as responders, while 20, or 10%, described their principals
as managers, with 15, or 7%, describing their principals as initiators. Among high school
teachers, 13, or 6%, perceived their principals to be responders, while 29, or 14%, per-
ceived their principals to be managers and 18, or 9%, perceived them to be initiators.

Table 13

: Type of School

: Change

E Facilitator Style Elementary = Middle School High School Total

Responder 16 7 13 36

' Manager 48 20 29 97
Initiator 40 15 18 73

Table 14 presents a frequency distribution of the perceptions of teachers regarding
the CFSs of their principals as they relate to the perceptions of the principals themselves
regarding their own CFSs. Of the 186 principals who completed CFSQs, 33, or 18% of

-

-
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the sample, perceived themselves as practicing a primary CFS of responder, while 111, or
60%, described themselves as managers, with 42, or 22%, perceiving themselves as
initiators. Of the 33 principals perceiving themselves as responders, 13, or 7% of the total
sample, worked with teachers who perceived them as responders; 17, or 9%, worked with
teachers who perceived them as managers; and 3, or 1%, worked with teachers who
perceived them as initiators. Of the 111 principals who perceived themselves as managers,
16, or 9% of the sample, worked with teachers who perceived them as responders, 56, or
30%, worked with teachers who perceived them as managers; and 39, or 21%, worked
with teachers who perceived them as initiators. Of the 42 principals who perceived them-
selves as practicing primarily the initiator style, 5 or 3% of the sample, worked with
teachers who perceived them as responders; 14, or 8%, worked with teachers who

perceived them as managers; and 23, or 12%, worked with teachers who perceived them

Table 14
WWWW 1 Facili Sty
Teacher Principal Perception of
Perception Change Facilitator Style
of Change
Facilitator Style Responder Manager Initiator Total
Responder 13 16 5 34
: Manager 17 56 14 87
Initiator 3 39 23 65
All 33 111 42 186

*20 missing cases.

-
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as initiators. Of the 206 schools chosen for study, principals from 20 did not return

CFSQs resulting in 20 missing cases for this variable (Hypothesis 7).

Analysis of Hypotheses

Hypothesis 1. Contingency table analysis was performed for the variables in
Hypothesis 1: There will be no significant difference between the perceptions of teachers
in rural and urban schools regarding the predominant CFSs of their principals (Table 15).

Table 15

Teacher Perception of Change Facilitator Style
Responder Manager Initiator
3 Number
3 Location in Sample N % N % N %
: Rural 63 1 17.5 30 476 2 349
- Urban 143 25 17.5 67 469 51 357
All 206 36 17.5 97 471 73 354

x2(2, N = 206) = 012, p = .994.

For teacher perception of CFS and location, no significant relationship was observed,
%x2(2, N =206) = .012, p = .994, and the null hypothesis was retained. There was insuf-
ficient evidence to reject the null hypothesis regarding the perception of teachers of the

predominant CFS of their principals and the location of the schools in which they teach.

Hypothesis 2. Contingency table analysis was performed for the variables in

Hypothesis 2: There will be no significant relationship between the perceptions of teachers
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regarding the predominant CFSs of their principals and the per capita income of the com-
munity in which the school is located (Table 16). For teacher perception of CFS and per
capita income, no significant relationship was observed, x2(4, N = 206) = 4.355, p = .360,
and the null hypothesis was retained. There was insufficient evidence to reject the null hy-

pothesis regarding this variable.

Table 16

Teacher Perception of Change Facilitator Style

Responder Manager Initiator
Number ,
Income* inSample N % N % N %
Below 33 5 15.2 19 57.6 9 273
Average 139 28 20.1 60 43.2 51 36.7
Above 34 3 88 18 52.9 13 38.1
All 206 36 17.5 97 47.1 73 354

12(4, N =206) =4.355, p =.360.

Below = More than $2,000 below the mean per capita income for the state of Alabama.
Average = No more than $2,000 above or below the mean.
Above = More than $2,000 above the mean.

Hypothesis 3. Contingency table analysis was performed to test Hypothesis 3:
There will be no significant relationship between the perceptions of teachers regarding the
predominant CFSs of their principals and the per pupil expenditure for the systems where
those principals serve (Table 17). For teacher perception of CFS and per pupil expendi-
ture, no significant relationship was observed, x2(4, N = 206) =4.011, p = 404, and the
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null hypothesis was retained. There is not sufficient evidence to reject the null hypothesis
regarding the perception of teachers regarding the predominant CFSs of their principals
and system per pupil expenditure.

Table 17

Teacher Perception of Change Facilitator Style

Responder Manager Initiator
Level of Number
Expenditure inSample N % N % N %
Below 48 9 18.8 24 50.0 15 313
Average 112 23 205 48 429 41 36.6
Above 206 36 17.5 97 47.1 73 354

x3(4, N =206) =4.011, p =.404.
Below = More than $500 below the mean per pupil expenditure for the state of Alabama.

Average = No more than $500 above or below the mean.
Above = More than $500 above the mean.

Hypothesis 4. Contingency table analysis was performed to test Hypothesis 4:

There will be no significant relationship or difference between the perceptions of teachers
regarding the predominant CFSs of their principals and the gender of those principals
(Table 18). For teacher perception of CFS and gender of the principal, a significant rela-
tionship was observed, x2(2, N = 206) = 8.307 = .016, and the null hypothesis was

rejected. There is sufficient evidence to reject the null hypothesis regarding the perception
of teachers of the predominant CFS of their principals and the gender of those principals.

Further examination of the relationship between teacher perception of the CFS suggests

"‘

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Table 19

Teacher Perception of Change Facilitator Style

Responder Manager Initiator
Education  Number
Level inSample N % N % N %
Bachelor
Master 75 19 253 29 38.7 27 36.0
Ed.S/AA 84 11 13.1 45 53.6 28 333
Ed.D/Ph.D 26 3 11.5 14 538 9 346
t All 185 33 17.8 8 476 64 346
x2(4, N=185)=6.182, p =.186.
E Note: 21 cases were omitted because principals had not returned demographic cover
sheet.
s

Hypothesis 6. Contingency table analysis was performed for the variables in
Hypothesis 6: There will be no significant relationship or difference between the percep-
tions of teachers regarding the predominant CFSs of their principals and the grade levels

housed in the schools where the principals serve (Table 20). For teacher perception of

CFS and grade level housed in the schools where the principal serves, no significant rela-
tionship was observed, x2(4, N = 206) = 1.690, p = .792, and the null hypothesis was
retained. There is not sufficient evidence to reject the null hypothesis regarding the

perception of teachers of the predominant CFSs of their principals and grade levels housed

in the schools where the principals serve.

t

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



63

Table 20

Principal Teacher Perception of Change Facilitator Style

Perception

of Change Responder Manager Initiator

Facilitator Number

Style inSample N % N % N %

Elementary 104 16 154 48 46.2 40 38.5

Middle School 42 7 16.7 20 476 15 35.7
J High School 60 13 21.7 29 483 18 300

All 206 36 17.5 97 47.1 73 334

x2(4, N = 206) = 1.690, p =.792.

Hypothesis 7. Contingency table analysis was performed for the variables in
Hypothesis 7: There will be no significant relationship between teacher and principal per-
ception of the CFSs of those principals (Table 21). For teacher perception of CFS and the
perception of the principals themselves of their own CFS, a significant relationship was
observed, x2(4, N = 186) = 23.024, p = .0001, and the null hypothesis was rejected.

There is sufficient evidence to reject the null hypothesis for teacher and principal percep-

tions regarding the CFSs of the principals. Further examination of the relationship sug-
gests that more teachers perceived their principals to be responders when the principals

perceive themselves to be responders than would be expected if the null hypothesis were

to be retained. Furthermore, fewer principals were perceived by the teachers in their
schools as initiators when the principals themselves perceived their primary CFS to be that

of responder than would be expected were the null hypothesis to be retained. In addition,

.
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fewer principals than expected were perceived by teachers in their schools to be managers
when they themselves perceived their style to be that of initiator. Finally, more teachers
than expected perceived the principals in their schools to be initiators when the

principals perceived their CFS to be that of initiator.

Table 21

Principal Teacher Perception of Change Facilitator Style
Perception
of Change Responder Manager Initiator
Facilitator =~ Number
Style inSample N % N % N %
3
: Responder 33 13%# 394 17 515 3* 9.1
Manager 111 16 144 56 505 39 351
Initiator 42 5 11.9 14* 333 23** 548
All 186 34 18.3 87 46.8 65 349

%34, N = 186) = 23.024, p = .0001.

* Fewer than expected.
**More than expected.
Note: Twenty cases were omitted because principals had not returned CFSQs.

Summary of Results

For the following hypotheses, contingency tabie analysis found no significant cor-

relation between the variables under study and thus no reason to reject the null hypothesis:
1. There will be no significant difference between the perceptions of teachers in ru-

ral and urban schools regarding the predominant CFSs of their principals.

L -
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2. There will be no significant relationship between the perceptions of teachers
regarding the predominant CFSs of their principals and the per capita income of the com-
munity in which the school is located.

3. There will be no significant relationship between the perceptions of teachers
regarding the predominant CFSs of their principals and the per pupil expenditure for the
schools where those principals serve.

5. There will be no significant relationship or difference between the perceptions of
teachers regarding the predominant CFSs of their principals and the level of education of
those principals.

6. There will be no significant relationship or difference between the perceptions of
teachers regarding the predominant CFSs of their principals and the grade levels housed in
the schools where the principals serve.

Contingency table analysis found a significant correlation in the analysis of
Hypothesis 4: There will be no significant relationship or difference between the percep-
tions of teachers regarding the predominant CFSs of their principals and the gender of
those principals., ¥2(2, N = 206) = 8.307, p = .016. When cells were examined indi-
vidually, it was found that the observed value for the perceptions of teachers regarding

the CFS of responder was higher for male principals than would be expected if the null

hypothesis were to be retained. At the same time, the observed value for the perceptions
of teachers regarding the CFS of responder was lower for female principals than would be
expected if the null hypothesis were to be retained.

Contingency table analysis found a significant correlation in analysis of Hypothesis

7: There will be no significant relationship between teacher and principal perceptions

regarding the predominant CFSs of the principals, %2(4, N = 186) = 23.024, p = .0001.
Further examination of the relationship between these variables found the following:
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1. More teachers than expected perceived their principals to be responders when
the principals themselves perceived themselves to be responders than would be expected if
the null hypothesis were to be retained.

2. Fewer principals were perceived by teachers in their schools to be initiators
when the principals perceived themselves to be responders than would be expected if the
null hypothesis were to be retained.

3. Fewer principals were perceived by the teachers to be managers when they
themselves perceived themselves to be initiators than would be expected if the null
hypothesis were to be retained.

4. More teachers perceived the principals in their schools to be initiators when the
principals perceived themselves to be initiators than would be expected if the null

hypothesis were to be retained.

C m——
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CHAPTER 5
DISCUSSION OF RESULTS

During the investigation of leadership styles and implementation of change inter-
ventions used by principals in urban and rural public schools in Alabama, seven variables
were studied for possible relationships to teacher perception of CFSs of the principals in
the schools where they teach. The variables under study were the location of the school
(urban or rural), the per capita income of the community in which the school was located,
the per pupil expenditure in the system in which the school was located, the gender of the
principal, the level of education of the principal, the grade levels housed in the school, and
the perceptions of the principals themselves regarding their own CFSs. The 30-question
CFSQ, developed by Hall and Vandenberghe (as cited in Hall and George, 1988), was
administered to a principal and to a teacher who served as the Alabama Educational
Association building representative for the school. The CFSQ was scored using the
scoring procedure advanced by George (personal communication, April 18, 1996).
Each CFSQ yielded a rating for the principal which corresponded to a primary CFS:

Responder, manager, or initiator.

Summary of Results
Location of school and change facilitator style. This study found that there was no

reason to reject the null hypothesis for location of school and CFS. There was no signifi-

cant difference between the perceptions of teachers in rural and urban schools regarding
the predominant CFSs of their principals. A relationship between the variables of location

and teacher perception of CFS was therefore not indicated.

67
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It would be difficult to ascertain whether or not the lack of a finding regarding a
relationship between location of school and principal CFS may have been caused by the
fact that a larger number of urban schools were studied than rural schools. The number
of schools selected for study was dependent on the process used for random selection and
on the number of surveys returned for study. It is interesting to note the fact that the
population in Alabama is rapidly becoming urban was addressed in a recent report on
demographics in Alabama (SouthEastern Regional Vision for Education, 1993). This fact
may have implications for generalizing the finding for change facilitator style and location.

Also germane to finding a lack of a relationship between location and CFS is that
such a set of results appears to parallel findings in the work of Wesson and Grady (1993),
who reported little difference in the variables of job satisfaction, personal benefits,
self-fulfiliment, and personal strengths related to job performance. Wesson and Grady
(1993) found that both urban and rural female superintendents practice similar leadership
behaviors. Muse et al. (1989) found little difference in figures comparing rural principals
with a national norm group for variables including age, gender, amount of education, cer-
tification, and amount of experience in the area of coaching. Most telling of all,
Hannaway and Talbert (1991) discussed finding no marked difference on effective school

indicators among urban, suburban, and rural schools. This result parallels the results

\ found for Hypothesis 1 in that CFSs have been found to have significant relationships with
the degree of implementation of curriculum innovations (Hall, 1988). Hannaway and
Talbert (1991) themselves had called for more investigation of possible differences
between urban and rural schools, with one variable of concern being the area of principal

leadership.

Research exploring relationships between location and leadership practices has

recently appeared to indicate that there is little reason to suspect a relationship between
leadership practices and location of the school where a school leader practices. The prac-

tice of developing leaders who are capable of effecting change should not be limited to

[r——
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one setting. The need for staff development in the area of change practices would appear

to be universal where setting is concerned.

Per capita income and change facilitator style. There was no significant relation-
ship observed between the perceptions of teachers regarding the predominant CFSs of

their principals and the per capita income of the community in which the school is located.
Because of this fact, there was no reason to suspect a relationship between these two vari-
ables. Per capita income became a variable of interest because of the results of a

recent lawsuit in the state of Alabama which found funding inequities in the educational
system. Two governors have proposed reform legislation to address the issue. In 1994,
Governor Jim Folsom proposed a comprehensive plan which featured systemic change
(Alabama First: A Plan for Excellence Act of 1994). In 1995, Governor Fob James intro-
duced a new funding proposal (Preliminary Concept to Implement a Foundation Program

0 et SR TR

for K-12 Education, 1995), the funding for which is a yearly subject for debate in the

: legislature.
These inequities do not appear to extend to the practice of leadership and CFSs.

Results of this study regarding income and CFS do not necessarily have relevance to the

actual funding of educational programs in Alabama. However, the results may have bear-

ing on issues related to training of principals': The results lend no support to the idea that
school leaders in more affluent communities are different regarding the change behaviors
they practice. Training in the practice of the initiator CFS advanced by Hall (1988) as
most efficacious for the implementation of curriculum innovations, should thus be con-

ducted without regard for the affluence of the community where a school leader practices.

As in the previous section of this discussion, training of principals in effective change
practices should be offered universally.
An interesting resuit of this study unrelated to CFS was that the number of schools

located in communities with per capita income judged average (no more than $2,000
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above or below the mean per capita income for the state of Alabama) far exceeded the
number in the below average or above average range. Sixty-seven percent of the schools
included in this study were located in a community with average per capita income, while
16% were located in communities with below average per capita income and 17% were
located in communities with above average income. This result may not necessarily be
generalizable to the entire state based on the fact that the number of schools studied,
although random, was relatively small. It is possible, however, that the number of systems
already funded equitably may be close to two thirds of those in the state so that efforts to
make funding equitable in the state may involve a relatively small number of schools. A
study of per capita income of community for all school systems in Alabama could ascertain

the actual figures for the entire population.

Per pupil expenditure and change facilitator style.  For Hypothesis 3, there was

no reason to reject the null hypothesis: There will be no significant relationship between

the perceptions of teachers regarding the predominant CFSs of their principals and the per
pupil expenditure for the school where those principals serve. Based on the results of this
study for this variable, there is no reason to suspect that principals in schools differ in the

predominant change style they practice depending on the level of economic support for the

school system in which they practice. As discussed in the preceding section, funding

issues are of paramount concern in the state of Alabama. Reform efforts revolve around
the issue of funding inequities among school systems in the state. However, findings for
Hypothesis 3 do not indicate that principals in more affluent school systems differ in the

change styles they practice from principals in average or less affluent school systems.

Based on willingness and ability to practice change, there is no reason to suspect that
more or less training in the area of change is indicated for school leaders based upon the
level of affluence of the school systems where they serve. Once again, as in the previous

section on per capita income and change styles, an interesting result with implications for
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funding appeared regarding the numbers of schools in the categories of average, below
average, and above average per pupil expenditure: Fifty-four percent of the schools
studied were categorized as average, 17% as above average, and 23% as below average.

Based on this result, questions for future study in the area of funding in education
in Alabama are indicated:

1. Are the resuits regarding these two variables generalizable to the entire state?

2. Why is the percentage of schools in the below average range of per pupil
expenditure so much higher than the percentage of schools in the below average range for
per capita income?

3. Why is the percentage of schools in the average range for per pupil expenditure
so much lower than the percentage in the average range for per capita income?

4. Why is there such a disparity in local effort for education and local level

of affluence?

Gender of principal and change facilitator style. For Hypothesis 4, the null

hypothesis was rejected. Hypothesis 4 stated that there will be no significant relationship
or difference in the perceptions of teachers regarding the predominant CFSs of their
principals and the gender of those principals. There is, therefore, sufficient evidence to
indicate a relationship between the perception of teachers regarding the predominant CFS

of their principals and the gender of those principals. Further examination of the

relationship between teacher perception of the CFS and gender of principal suggests that
teachers perceive more male principals than expected as practicing a primary CFS of

responder, while they perceive fewer female principals than expected as responders.

As previously stated, Hall (1988) found that “teachers in schools with Initiator and
Manager style principals had significantly higher degrees of implementation (r = .76) than
did teachers in schools with principals using the Responder style” (p. 53). As early as

1984, Hall and Hord established a correlation between the change style of initiator and
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the degree of implementation of changes in curriculum in the schools they studied. Evans
and Teddlie (1993) maintained that although change styles in effective schools were often
mixed, the two styles observed in effective schools were those of manager and initiator.
The results of this study for Hypothesis 4 would appear to indicate that male prin-
cipals are perceived as responders in a number that is higher than expected. Female prin-
cipals are perceived by their teachers as responders in a number that is lower than
expected. This finding is important given that those writing in the area of change tend to
cite the change style of initiator as more effective in effecting change within schools than
that of responder. According to Carrow-Moffett (1993), the skills listed as essential to the
leader who effects change within the school environment are those most consistent with
the style of initiator. Other writers who have championed change styles with behaviors
matching those indicating the style of initiator are Margolis (1991) and Jwaideh (1984).
The findings for Hypothesis 4 would appear to be consistent with the findings of
later writers in the area of gender and school leadership. Shakeshaft (1989) stated that
profound differences exist in the ways that men and women manage. Female leaders tend
more toward interaction with others, spend more time in the classroom, and spend more
time away from school with colleagues. These behaviors are critical to effecting change,
according to Hord et al. (1987) and Murray and Simmons (1994). Concern for people
and consideration of the concerns of colleagues are critical to effecting change and are, in

the view of some writers, components “indicative of the emerging female leader and may

support the possible advantage she may have in leadership” (Murray & Simmons, 1994,
p. 74).
j" Some components of the female leadership style, according to Shakeshaft (1989),

] are the following: (a) Relationships with others are central to all actions of women admin-
istrators, (b) teaching and learning are the major foci of women administrators, and ()
building community is an essential part of a woman administrator’s style. The Shakeshaft

Shakeshaft (1989) model of the female administrator includes components of both the

3.
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manager and the initiator change styles, styles cited by Hall and Hord (1984), Hall (1988),
and Evans and Teddlie (1993) as the most effective styles in effecting change within the
school environment. Recent literature on change has emphasized the need for school
leaders who practice the CFS of initiator. In light of this fact, the finding that more male
principals practice the CFS of responder than expected, while fewer female principals
practice the CFS of responder than expected, implies a need for further study in the area
of gender and CFSs. Questions for further study include the following:

1. Would these findings be consistent throughout the Southeast and throughout the
United States?

2. Are there locale-related cultural issues related to CFS that may explain findings

! for gender and CFS?

3. Are there grade level-related issues involving gender of principals which are

iac i

related to the CFSs of principals?

4. Do issues related to child rearing have a relationship to the practice of CFSs by

gender?

MR A bl Saedic s ip o

Level of education of principal and change facilitator style. For Hypothesis 5,

there was no reason to reject the null hypothesis: There will be no significant relationship

or difference between the perceptions of teachers regarding the predominant CFSs of their

an o g

principals and the level of education of those principals. The fact that only 26 of the prin-
cipals who responded to the demographic cover sheet had attained a doctoral degree may
’f have influenced the results. With a larger number of respondents, there may have been

different results. Another influence on results may have been the fact that of the subjects

accepted for study, 21 either did not return a demographic cover sheet so that information
regarding the education level of the principal was missing. Some concern must be

expressed regarding the generalizability of these results. However, based on the results
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of this study for this variable, there is no reason to suspect that principals in schools differ
in the predominant change style they practice depending on the their levels of education.
This is not to say that additional training will not effect changes in the change
styles of principals in much the same way that behaviors of the principal have been shown
by Hall and Hord (1984), Hall (1988), and Evans and Teddlie (1993) as being effective in
effecting change with the school environment. Though level of education has been long
thought to increase the effectiveness of professionals in all walks of life, education pres-
ently has a notoriously short shelf life. Change is constant in the social, demographic, and
technological realms. According to Carrow-MofFett (1993), change is the one constant on
which we can rely. Gainey (1994) discussed the fact that changes occur so quickly that it
is difficult to develop plans to deal with change. Possible questions for study may involve
the relationships among CFS, effectiveness as a leader, degree of implementation of inno-

vations in the school, and the most recent time during which the principal last enrolled in

pean

an educational leadership program. Leadership training should be constantly upgraded.

3 Perhaps level of education should be less a variable for study relative to the practice of

E CFSs and leadership behaviors than the amount of time since the last education/training in

the areas of leadership behaviors and change.

h’ Grade level and change facilitator style. For Hypothesis 6, there was no reason to

reject the null hypothesis: There will be no significant relationship or difference between
the perceptions of teachers regarding the predominant CFSs of their principals and the
grade levels housed in the schools where those principals serve. Based on the resuits of

this study for this variable, there is no reason to suspect that there is a correlation between

the predominant change styles practiced by principals and the grade levels included in their

schools.

Based on the fact that representative samples of elementary, middle, and high

schools were randomly selected for this study and that the percentage of total schools
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responding in each category of school closely matched the percentage of each type of
school in the original sample, there is no reason to suspect the generalizability of the
results for grade level and CFS.

The fact that there appears to be no relationship between grade levels housed ina
school and the principal CFS is interesting in that the marked difference in ages of chil-
dren, subject matter taught, teaching methods used, and training of teachers (early child-
hood, middle level, and high school) would appear to have no relationship to the types of
CFSs practiced by the leaders in those schools. Training in the area of effective CFSs will
need to focus on educators in all grade levels since practice of effective styles should take

place at all levels.

Principal and teacher perception of change facilitator style For Hypothesis 7, the

null hypothesis was rejected: There will be no significant relationship between teacher and

principal perceptions regarding the predominant CFSs of the principals. There is, there-
fore, sufficient evidence to indicate a relationship between the perception of teachers
regarding the predominant CFS of their principals and the perceptions of principals them-
selves. Further examination of the relationship between teacher and principal perception
of principal CFSs suggests that there are significant differences between the frequency of
teacher and principal perceptions observed in the study and those expected if the null

hypothesis was to be retained. The following differences between expected and observed

frequency were noted:

1. More agreement than expected was observed between teacher and principal

perception when both teacher and principal perceived the principal CFS to be that of

responder.

2. Fewer principals than expected were perceived by teachers in their schools to be

initiators when the principals perceived themselves to be responders.
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3. Fewer principals than expected were perceived by the teachers to be managers
when they themselves perceived themselves to be initiators.

4. More agreement than expected was observed between teacher and principal
perception when both perceived the principal CFS to be that of initiator.

Findings regarding teacher and principal agreement regarding CFSs are interesting
in that they seem to indicate that in many more cases than expected, teachers perceive
their principals in the same way that those principals perceive themselves. This finding is
particularly marked by the fact that the greatest agreement between teacher and principal
is found at the ends of the CFS spectrum: The highest rate of agreement is between
teachers and principals who regard principal change style to be that of responder, and
between teachers and principals who regard principal change style to be that of initiator.

The finding regarding the lower than expected rate for teacher perception of principal as

P e smne e h

initiator when the principal perceives the change style to be that of responder may be
explained by the higher than expected rate of agreement between teachers and principals
when both regard the principal CFS to be that of responder. Similarly, the lower than

1 expected rate for teacher perception of principal as manager when the principal perceives

the change style to be that of initiator may be explained by the higher than expected rate of

teacher and principal agreement when both regard the principal CFS to be that of initiator.

The findings for teacher and principal perceptions regarding principal CFSs would

" seem to indicate several interesting trends. First, teachers and principals agree in much
higher rates than expected regarding the practices of the styles of responder and initiator.
Perhaps an analysis of these findings may yield an interpretation that teachers in the public

schools of Alabama, particularly those in leadership positions, make the same judgments

regarding principal change style as the principals themselves. This would indicate that
teacher perception of principal change style (supported as it is in this study by principal
perception) may be an accurate indicator of the change climate or potential for change

within the school. Conversely, principal perception of the principal CFS, particularly at

¥
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the ends of the change style spectrum, may be considered to be valid predictors of change
climate and potential for change within the school.

Researchers have long relied on the perceptions of teachers to ascertain the CFSs
of school leaders for reasons articulated by Hall and George (1988). Among those rea-
sons were the fact that teachers were in constant contact with administrators in a variety
of situations and settings. The perceptions of teachers regarding the CFSs of their
principals have been cited as effective indicators of change climate and potential for
change within the schools. Hall and Hord (1984) found that the quality and quantity of
teacher implementation of new practices were higher in schools where the principal prac-
ticed the CFS of initiator. Additionally, Hall (1988) found that there was a significant
relationship between teacher perception of facilitator style and degree of implementation
success of curriculum innovations in the classroom. Evans and Teddlie (1993) found that
teacher perception of CFS was correlated with the effectiveness of schools in both low
and middle socioeconomic settings: In effective schools in low socioeconomic settings,
the primary change style of principals was that of initiator, while in effective schools
located in middle level socioeconomic settings, more principals practiced the CFS of man-
ager.

Since it appears that there is a relationship between teacher and principal percep-
tion of the change facilitator style of the principal, particularly at either end of the change

spectrum, the perceptions of principals themselves may have considerable validity in indi-

cating change climate and potential for change. These findings may have value for leaders
at the system and state level who plan, design, and create staff development opportunities

for principals. A simple diagnostic instrument analyzing change styles could be adminis-

tered to principals and then an evaluation of needs for staff development performed. Pres-
ently, staff development for school leaders is often comprised of general sessions
offered by professional organizations or by state departments of education. These

sessions often address new issues in education, new tools for school leaders, and new
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teaching methods. These are valuable subjects for study by school leaders. The findings
of this study indicate, however, that another approach could be valuable. In the present
climate of reform and change, top levels of leadership could identify specific change styles
they wish to see practiced, ascertain which leaders practice less effective styles, and then
teach change skills which would enable leaders to change their schools for the better.

Of the 206 research packets used in this study, 20 were incomplete in that they
were missing the principal survey. Because of this fact, for 20 subjects, the teacher and
principal perceptions could not be analyzed for relationships. Therefore, the subjects for
this section of the study number only 186. Should there have been more principals
responding, even more pronounced relationships may have been discovered between
teacher and principal perceptions of principal CFS. More study is required in this area,

however, before generalizing the results of this study.

Implicati f the Stud
The results of this study have several implications which relate to issues discussed

throughout. Among these are those which relate to the training of principals (and perhaps

other school-level leaders). Presently, education is undergoing a time of unprecedented

change: Demographics, the social landscape, and the realm of technology all offer tremen-
» dous challenges for school leaders. At the same time, reform efforts across the United
EQ States demand much more from school personnel in terms of student achievement, pro-
fessional accountability, and innovation to meet challenges.

Writers have emphasized the need for both change in the public schools
(Carrow-MofTett, 1993; Gainey, 1994, and White, 1990) and the practices which can
effect such change ( Hall, 1988; Hall and Hord, 1984; Hord, 1989; Hord et al., 1984; and

Hord et al., 1987). Such practices require training of school leaders.
Results for location, per capita income, and per pupil expenditure did not suggest

any relationships regarding these variables and teacher perception of principal CFS. If the

e
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need for training in effective change styles exists, that need appears to be universal, cut-
ting across location, levels of community affluence, and community economic support for
the schools. Further study should ascertain whether these results can be generalized to the
rest of the Southeast and to the remainder of the United States or apply only to Alabama.

There are implications for consideration regarding results of the study not directly
related to hypotheses. Specifically interesting are implications relative to school funding in
Alabama, an issue discussed earlier. When schools are categorized by per capita income
of community, 67% of all schools are categorized as being located in communities with
average per capita income, while only 16% are located in communities with below aver-
age income and 17% in communities with above average income. When schools are cate-
gorized by per pupil expenditure, the number of schools in the average category dropped
by 13%, while the number in the below average category increased by 7%. The following
questions have implications for those studying funding for education in the state of
Alabama:

1. Why is the percentage of schools in this study included in the below average
range of per pupil expenditure so much higher than the percentage of schools in the below
range for per capita income?

2. Why is the percentage of schools in this study included in the average range for
per pupil expenditure so much lower than the percentage for per capita income?

3. Why is there such a disparity among the schools included in this study regarding

local effort for education and local level of affluence?

Sicnificant Findi
Gender and change facilitator styles. The findings for gender have implications for

those who are effecting reform in the school setting. The fact that more male principals

than expected were perceived by teachers to practice the CFS of responder, while fewer
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female principals than expected practiced the responder style, has implications for those
who are working to effect change at the system and state levels. The work of some
researchers indicates that there is a “female style” (Brown & Irby as cited in Murray &
Simmons, 1994; Nicksick et al., 1994; Regan as cited in Murray & Simmons, 1994,
Shakeshaft, 1989) of leadership and that this style reflects more effective leadership prac-
tices than practices which are less collaborative and facilitative approaches to leadership
(Pavan & Reid, 1994).

The issue of gender, particularly when it is related to job performance, is poten-
tially controversial. The findings of this study support the idea that there is a “female
style” of leadership, a style comprised of practices associated with effective implementa-
tion of change in the school setting. Identifying critical elements which comprise this style
should be a priority for future researchers. These elements should be included in training
of all school leaders. In order to ascertain key elements practiced by effective female
leaders, more study is warranted. Among questions for future study are the following:

1. Would these findings be coasistent throughout the Southeast and throughout the
United States?

2. Are there locale-related cultural issues related to CFS that may explain findings
for gender and CFS?

3. Are there grade-level-related issues involving gender of principals which are

related to the CFSs of principals?
4. Do issues related to the raising of children have a relationship to the practice of
CFSs by gender?

5. What are specific differences in school performance which are related to gen-

der?

Principal and teacher perception of change facilitator styles. The finding of a rela-

tionship between teacher and principal perceptions regarding CFS appears to parallel
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findings in the work of Quitugua (1990), who found that there was no significant differ-
ence in perceptions of teachers and principals regarding the leadership styles of principals.
In the Quitugua (1990) study, the principals and teachers tended to perceive principal
leadership styles similarly. This held true in different levels of schools (elementary and
secondary), although primary leadership styles differed according to grade level of school.

The fact that a relationship was found between teacher and principal perception of
principal CFS has implications for those who plan, design, and create staff development
opportunities for principals. Because of high rates of agreement between principals and
teachers regarding the practice of certain CFSs, the confidence in the validity of a princi-
pal’s self-perception may be increased.

Staff development for school leaders is often comprised of general sessions which
address new issues in education, new tools for school leaders, and new teaching methods.

However, this approach to staff development does not address specific needs of school

administrators. The findings of this study indicate that a diagnostic-prescriptive approach
could be valuable. In the present climate of reform and change, top levels of leadership
could identify specific change styles they wish to see practiced, ascertain which leaders

RLAER M A M Sarhattacity aticlin Y

practice less effective styles, and then teach change skills which would enable leaders to

change their schools for the better. The perceptions of school leaders themselves would

have validity regarding diagnosis of needs in this area. Should future studies support the

findings in this area, diagnostic tools ascertaining CFS could be a regular component of a

system-level or even state-level initiative to foster true, effective change at the site level.
Additional implications exist for those who work in human resources departments

in school systems. School leader self-perceptions regarding CFSs could be used in hiring,

training, and assigning principals to school settings. Administering a diagnostic tool
would provide valuable information to screen potential leaders. School systems would
need to identify the specific change style most desired in a school leader, administer a

self-diagnosis tool, and rate potential leaders relative to their predominant change prac-
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tices. These ratings would comprise one component of a comprehensive search for effec-
tive school leaders. Those interviewing potential school leaders could use the diagnostic
tool in order to initiate questions which further ascertain potential of the candidate to

effect change.

Limitati f the Stud
Originally, 413 research packets were sent to elementary, middle, and high schools

chosen purposefully to represent the public schools in Alabama. Of those 413 packets,
some response was received from 257 schools. Fifty-one of those responses were missing
teacher surveys or included teacher surveys with over 10% of the survey items not com-
pleted. Those 51 responses could not be used in the study. The final number of useable
responses was 206, or 50% of the number originally sent. Of those 206 responses, 20 did
not include principal surveys, and 21 did not include data for the education level of the
principals.

The missing data for educational level of principal in the research packets accepted
for study reduced the number of subjects to a point where the ability to generalize results
may be questionable. The level of principal education was an area where no significant
correlation between variables was discovered. The responses of additional subjects may
have influenced the results to some degree, with accompanying implications for those

designing educational programs and training for schoo! administrators. Finally, the fact

that 20 principal surveys were missing may have had an effect on the results in the section
of the study dealing with teacher and principal perceptions. Some significant findings

were discovered related to this variable. More pronounced relationships or even further

relationships may have been found with more responses to this survey.
Worthy of discussion is the fact that the teacher respondent to this study was the
Alabama Educational Association representative for the school where the subject principal

practices. The building representative was chosen to respond to the questionnaire because

s
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of the fact that this teacher represented the other teachers in the school. However, results
may depend on the relationship between this school leader and the principal. If there
exists a situation where there is a power struggle between the two, the validity of the
responses to the survey may be questionable. Future study using the CFSQ should involve
more teachers at the individual schools. A protocol would need to be developed to

choose a number of representative teachers per school.

Questions for Future Study

An interesting result of this study, although not related to change, was the fact that
there existed an apparent disparity between the numbers of schools in the average and
below average range when per capita income and per pupil expenditure are compared for
3 communities in which the schools are located. Questions in this area for future study

include the following:

1. Why is the percentage of schools in this study included in the below average
range of per pupil expenditure higher than the percentage of schools in the below average
range for per capita income?

2. Why is the percentage of schools in this study included in the average range for
per pupil expenditure lower than that in the average range for per capita income?

3. Why is there a disparity in local eﬁ'ort for education and local level of affluence?

4. Are these differences significant?

Studies in the area of funding which examined these questions would need, first, to
ascertain if the findings of this study are generalizable to the population of the state and,

second, to ascertain variables which could influence findings in these areas and develop

means of measuring them.
The variable of gender was found to have some relationship to teacher perception
of principal CFS. Questions for future study in the area of gender and change style

include the following:

——
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1. Would findings for gender and CFS be consistent throughout the Southeast and
throughout the United States?

2. Are there locale-related cultural issues related to CFS
that may explain findings for gender and CFS?

3. Are there grade-level-related issues involving gender of principals that may
explain findings regarding gender and CFS?

4. Do issues related to the raising of children have a relationship to the practice of
CFSsby gender?

In several areas under study, implications for staff development and training of
school leaders were discussed. Future study is indicated in this area. Specifically,
questions for study should include the following:

1. Is staff development in the area of leadership and change effective in
improving change climate in the school setting?

2. What kinds of staff development are most effective in effecting

change in school leadership practices which in turn influence change climate at the local

IS I RENTYR I o AV

2 school level?
3. What kinds of personalities are most “coachable” in the area of CFS practices?
E Finally, findings regarding the agreement between teachers and principals regard-

Nadeh A

ing their perceptions of the principal CFSs of responder and initiator indicate the need for
study in the following areas:

1. Can the findings of this study be replicated in other studies?

2. Would results for teachers and principals in the rest of the Southeast and in the

remainder of the United States be consistent with the findings in this study?

3. What kind of diagnostic protocol could be devised to use principal perceptions
regarding their own CFSs to implement staff development?
Of the three questions, the issue of staff development and training of school lead-

ers is most critical. A high percentage of school leaders still practice the change style of
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Archie George. I will be glad to help with data interpretations.

Good luck with completing your study.

Sincerely yours,

N Sthd/

Gene E. Hall, Prorfessor

-
;.
Y
I~
9

? QUALITY « DIVERSITY « PERSONAL TOWUCH

} *3 1 «CO™ a0 G OFOFT. wiv
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CFS-87

School:

Date: /. 4

CHANGE FACILITATOR STYLE QUESTIONNAIRE

On the following pages is a list of short phrases that describe differeat
activities. goals and cmpbases that principals and other leaders can have. Studies
bave shown that differeat people place differcat cmpbases on cach of these
behaviors and that there is an overall pacem or syle that is unique to cach.

. This questionnairc is a way to estmatc the cmpbasis that is gives to different
leadership activitics. It bas been designed to be 3 way 0 bhelp leaders analyze what
they arc doing. There is o right or wroag way. bowever, there do scem 0 be some
patterns. :

In this instance, would vou coasider the leadership/facilitating activities of
your priacipal.

Note that some of the items in this questionnaire refer to how this person is
working in relation to a particular program ocr innovation. For those items please
think about your priacipal's role with . .

Ay e

Also, somec of the items are similar 10 other items. This is done deliberately in 2
questionnzire of this type. By baving similar items, cach item can be less complex
and it is possible for you to complete the questioapaire in 2 minimum amouat of time.

Having ecach item rated on a costinuum is imporunt too. For most
facilitatorslcaders most items will apply, what makes the differeace is the amount of
emphasis or de-emphasis a parnicular leader gives to each typc of acuivity.

Pleasc read cach phruse sad use the following scale points to rate e degree of
emphasis givea o0 ecach by your primcipal.

| P ... . 4 ....... [ R 6.
pever rarcly seldom  sometmes oftca always
or or

oot true very guc

This qucstioanaire is got w0 be copied or used ualess permission bas beea granted by
the authors.

Copyright 1987. Gene E. Hall & Roland Vandeaberghe
Coacerns Based Sysiems [ntemational
Copyright Based Systems [atcsnational
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| PP i S 3 e 4 . ........ L 6
Never or Rarely Seldom Sometimes Often Always or
not aue very true
1. Is friendly when we talk to him/her. 1 2 3 4 5 6
2. Knows a lot about teaching and curriculum. 1 23 4 5 6

Procedures and rules are clearly spelled out. 1 2 3 4 5 6

Discusses school problems in a productive way. 1 2 3

[
N
W
H

w “n W
(<

3

4

S. Seems to be disorganized at times.
6

Shares many ideas for improving teaching and 1
learning.

7. Plans and procedures are introduced at the
last moment.

8. Keeps cveryone informed about procedufes. 1

9. S/he is heavily involved in what is happening
with teachers and students.

10. Proposes loosely defined solutions.

11. Is primarily concerned about how teachers feel. 1 2 3 4 5 6
i2. Asks questions about what teachers are doing 1 2 3 4 5 6
in their classrooms.
13. Has few concrete ideas for improvement. 1 2 3 4 5 6
14. Provides guidelines for efficicat operation 1 23 456
of the school. '
15. Supports his/her teachers when it really 1 2 3 4 5 6
4 counts.
; 16. Allocation of resources is disorganized. 1 23 4 56

-, ~——
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17.

18.

19.

20.

21.

22.

23.

24.

s

25.
26.

A o0 g

27.

28.

30.

R . o .
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G 2 e, k N T b T + .6
Never or Rarely Seldom Somedmes Often Always or
not gue very true

Efficient and smooth running of the school
is his/her priority.

Uses many sources to learn more about the
program/innovation.

Being accepted by teachers is very important

to him/her.

S/he sees the connection between the day to

day activities and moving toward a long-term

goal.

Knows very litde about programs/and
innovations.

Is skilled at organizing resources and
schedules.

Has an incomplete view about the future
of his/her school.

Auending to feelings and perceptions is
his/her first priority.

Explores issues in 2 loosely swuctured way.
Chats socially with teachers.

Delays making decisions to the last possible
moment.

Focuses on issues of limited importance.

Takes the lead whea problems must be
solved.

‘Has a clear picture of where the school is

going.

I 2 3 4 5 6
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Schoot code

Demographic Cover Sheet for Principal

Instructions: Please circle the appropriate response for each item. Your
responses are confidential.

Grade levels housed in school
K 1 2 3 4 5 6 7 8 9 10 11 12
Gender
Male Female
Level of Education
B.A. BSS MA MS MEd EdS EdD PhD

3 Wish to receive a report on study results? YES NO
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APPLICATION FOR EXPEDITED IRB REVIEW

1
3
?
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Attach 2 specimen or drug release form where applicable and a copy of any questionnaire(s) or consent form
to be used. Attach a copy of the completed Expedited Human Subjects Protocol found on pages 7 to 9 in this

Guide.
11/10/96 Educational Leadership _Education Building
SIGNATURE OF INVESTIGATOR DATE DEPARTMENT BUILDING
Room 213 9344892
SIGNATURE OF FACULTY ADVISOR and/or ROOM PHONE
COQURSE INSTRUCTOR
35294-1250 934-496)
UAB ZIP FAX
This space for IRB use only.
Reviewer's comments:
%.
3 Signature of Reviewer Date
Revard Morch 1996 17
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EXPEDITED REVIEW: THE HUMAN SUBJECTS PROTOCOL
(PLEASE TYPE)

Tide of Project _An [uvestipacjon of Leadersijp Styles aud lmplemencation of Change Interveatior
Used by Principals {n Ucrban and Rucal Public Schicols in Alabama

A. General Information
1. Invesugator

a) Name of Principal investigator __ Paul T. Hackett. Jr.
Social Security Number 259-98-1065

Qualificadons of Investigator Graduate Student in Educational Leadership

b) List the name, rank, and major departmental appointment of other investigators participating in this
project, if any. Provide below the Faculty Advisor/Course Instructor’s name and signature for all
student research and indicate whether the Faculty member is an Advisor or Course Instructor.
NONE X

OTHERS _Faculty Advisor: Bovd Rogan, Ph.D.

¢) If medical supervision is necessary, give the name of the physician who will be responsible for

supesvision.
3 Name Phone
3 .
2. If this proposal is part of a grant, please indicate the following:
{? Name of Grant:

Principal Investigator of Grant:

3. Source of Funds - State specific name of sponsor and/or funding source.
Governmental Agency or Agencies
Foundation(s)/Organizations
Corporation(s)
Individual(s)( X)_Pau)l ‘T. Hackete, Jr. Intemal-UAB Departmental Funds ( ) None ()

B. Number and Type of Subjects and Conerols

1. Number of Subjects and Controls _ Number of subjects will be based “upon the number _

- of elementary, middle, and high school principals in the state of Alabama: proportion

& number for sample determine y tequirements per Krejicie and Morgan (1979) table

2. Type of Subjects and Controls (include age ranges and health status) Principals in elementary.
Rpiddle, and high schools in Alabama: ages 21-65. health good

3. Populations from which Derived Subjects will be decived from the populations of elemeara:
middle, and high school principals ipn the srate of Atahama

frvned Mot 1996 18
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4. Describe the gender and racial/ethnic composition of the study populadon, as well as criteria for
inclusion or exclusion of any subpopulation. __Racial/echnic populacion will be represencacive
of that {n public school administration in Alabama

. City, AL.
S. Location of Scudy 1 will conduct the study from my home in Alexander y

6. None of the following X . or including:
Minors Under
14 years of age Prisoners Pregnant Women
Fetuses Mencally Retarded
Abortuses Mentally Disabled

If any of the populations abave are involved, attach a statement indicating the reasons for using these

groups.
7. Will any of the subjects be from the Veteran's Administration Hospital? Yes No _X
8. Will any of the subjects be from other hospitals or institutions?  Yes No x

Name of Insdrution(s)
Have other review boards reviewed this project (including deparomental review committees who
authorize the use of their padent populations)? YES NO _x

If yes, provide the name of the review board and the date of approval:

If the study was rejected, give the reasons:

Note: If the protocol is subsequently rejected or disapproved by another review board the IRB must be
nodfied prompdy.

9. Will the subject receive payment for participadon in the study? No If yes, state amount and
procedures for payment.

10. Other than for routine use, does this project involve obtaining biopsy or surgical material, clinical
laboratory specimens, body fluids and/ot microbiological isolates? YES __ NO _X  If yes, has
department providing the specimens given approval?- YES ___ NO ____ [f yes, attach
documentadon of approval.

C. Duradon of Study

Probable duraton of entire study ___Ten months

2 Total amount of time each subject will be involved _ One_hour

3 Duration of each phase in whi-h subject will be involved __77¢_hout

Sevasd Mans 1908 19
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V. ALsSTact Oof Ure rnesearch rian (riease 1ype)

1. Briefly describe the purpose, objectives and methodology of this project in lay language. Do not exceed
the space provided.

The purpose of the study will be to ascertain if there are dilferences in the
perceptions of teachers in rural and urban public schools in Alabama regarding change
interventions practiced by ctheir principals. The study will also ascertain vhether
differences exist in the teacher and principal perceptions relative to interventions
practiced by those principals. Other variables will be examined for correlation with
change intervention bel.avior: per capita income in community; per pupil expenditure;
gender; level of educacion of principal; and grade level of school.

Randomly selected principals will be asked to respond to a questionnaire ascer-
taining change facilitator style. Teachers will le purposefully selected to respond
to the same questionnaire. Questionnaires will be separately returned to the investi-
gator by self-addressed stamped envelopes.

2. Risks and Precautions: List any possible risks - Physical, Psychological, and Social. Describe any
special precautions to be taken to avoid these risks.

There is a possible professional risk to responding to the questionnaire.
Quescionnaires will be returned separately to the investigator. No individual
or school will be identified in the study. Should subjects desire a reporet,
overall results only will be reported to the subject by the investigator. All
responses will be kept confidential.

3. Confidentiality: Describe the procedures to be used to maintain confidentiality. If subjects will be
contacted please describe process and how potential subjects names will be obtained.
Specific information regarding any individual or school will be held in
confidence. Responses to questionnaires will be returned separately by princioals
and teachers. Subjects will be contacted by phone and the study will be explained

to them.

4. Explain the process to be used in obtaining informed consent. Attach a copy of the proposed consent
form for review, if applicable.

a A letter will be sent to subjects asking them to participate in this study.
d A follou-up phone call will be made. The completion of questionnaires will imply
§ consent to participate in this study.

Rrrard Marh 1996 20
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= THE UNIVERSITY OF
) ALABAMA AT BIRMINGHAM

Ortice of the Institutional Review Board for Human Use

FORM 4: IDENTIFICATION AND CERTIFICATION OF
RESEARCH PROJECTS INVOLVING HUMAN SUBJECTS

THE INSTITUTIONAL REVIEW BOARD (IRB) MUST COMPLETE THIS FORM FOR ALL APPLI-

CATIONS FOR RESTARCH AND TRAINING GRANTS, PROGRAM PROJECT AND CENTER GRANTS.
OSMONSTRATION GRANTS, FELLOWSHI?S, TRAINEESHIPS, AWARDS, AND OTHER PROPOSALS
WHICH MIGHT INVOLVE THE USE OF HUMAN RESEARCH SUBJECTS INDEPENDENT OF SQURC:
OF FUNDING.

THIS FORM DOES NOT APPLY TO APPLICATIONS FOR GRANTS LIMITED TO THE SUPPORT
OF CONSTRUCTION, ALTERATIONS AND RENOVATIONS, OR RESEARCH RESOURCES.

PRINCIPAL INVESTIGATOR: Paul T. Hacketc, Jr.

PROJECT TITLE: An Investigation of Leadership Styles and Implemencacion of
i Change Interventions Used by Principals in Urban and Rurai Public

Schools in Alabama

1. THIS IS A TRAINING GRANT. EACH RESEARCH PROJECT INVOLVING HUMAN
SUBJECTS PROPOSED BY TRAINEES MUST RE REVIEWED SEPARATELY BY THE
INSTITUTIONAL REVIEW BOARD (IRB).

x2. THIS APPLICATION INCLUDES RESEARCH INVOLVING HUMAN SUBJECYS. THE
IRB HAS REVIEWED AND APPROVED THIS APPLICATION ON __ /3/9¢

IN ACCORDANCE WITH UAB'S ASSURANCE APPROVED BY THE ONITED STATES
PUBLIC HEALTH SERVICE. THE PROJECT WILL BE SUBJECT TO ANNUAL
CONTINUING REVIEW AS PROVIDED IN THAT ASSURANCE.

X THIS PROJECT RECEIVED EXPEDITED REVIEW.

TEIS FROGECT RECEIVED FULL BOARD FEVIEW.

3. THIS APPLICATION MAY INCLUDE RESEARCH INVOLVING HUMAN SUBJECTS.
REVIEW IS PENDING BY THE IRB AS PROVIDED BY UAB'S ASSURANCE.
COMPLETION OF REVIEW WILL BE CERTIFIED BY ISSUANCE OF ANOTHER
FORM 4 AS SOON AS POSSIBLE.

4. EXEMPTION IS APPROVED BASED ON EXEMPTION CRTEGORY NUMBER(S)

DATE: L2 /3 /CL' Mﬂjf/"ﬂ'ﬂ-‘—*—/

- RITE KINNZY, DESc
- vié2’ CHAIR OF THE
INSTITUTIONAL REVIEW 30ARD

The Universicy of Alabama ac Birmingham
L17CR Administracion Building * 701 South 12th Screet
Birminghany. Alabama 35294-Q111 (20519323789 « S3AX (2051 973-5977
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Tom Hackett
1938 Lavista Road
Alexander City, Alabama

Dear Fellow Principal:

You have beer selarted to participate in a study of change
in schools in Alabama. I am conducting this study in
partial fulfillment of degree requirements in a graduate
program in Educational Administration at the University of
Alabama at Birmingham.

i Please assist me in successfully completing this study by

! having a member of your faculty who is the Alabama Education
Association building representative complete the enclosed
Change Facilitator Style Questionnaire.

I ask that you also complete the Change Facilitator Style
Questionnaire marked “PRINCIPAL” as well as the demographic
cover sheet.

Please return your questionnaire and cover sheet in the
enclosed self-addressed stamped envelope and ask your
colleague to return his or her questionnaire by the second
self-addressed stamped envelope. All responses to the
questionnaire will be strictly confidential. No respondent
or school will be identified. I will, if you so indicate,
send you a report of study results.

Thank you for helping me with this study.

Sincerely,

Tom Hackett

i
- El
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Tom Hackett
1938 Lavista Road
Alexander City, Alabama

Dear :

On , I solicited your assistance in
completing a study of change in schools in Alabama. I am
enclosing another packet of questionnaires.

Please ask a member of your faculty who has been selected as
Alabama Education Association building representative
complete the enclosed Change Facilitator Style Questionnaire
and return it by self-addressed stamped envelope.

E I ask that you also complete the Change Facilitator Style

] Questionnaire marked “PRINCIPAL” as well as a demecgraphic

3 cover sheet and return them using the second self-addressed
stamped envelope.

All responses to questionnaires and cover sheet will be held
in strictest confidence. No respondent or school will be
identified. I will, if you so indicate, send you a report
of study results.

Thank you for assisting me in completing this study.

Sincerely,

Tom Hackett
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GRADUATE SCHOOL
UNIVERSITY OF ALABAMA AT BIRMINGHAM
DISSERTATION APPROVAL FORM

N of Candid Paul T. Hackett, Jr.

Major Subject Educational Leadership

Title of Dissertation An Investigation of Leadership Styles and

Implementation of Change Interventions Used by Principals in

Urban and Rural Public Schools in Alabama

37” zﬂr@

—%&#M%
Director of Graduate Program @c"ﬂf‘c /Q’Cﬁ'ﬂ“”

Dean, UAB Graduate School %_@@g/
Date / / ] Zﬁ V
77
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