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LEADERSHIP BEHAVIORS THAT CONTRIBUTE TO TEACHER MORALE 

by 

VICKIE T. RANDOLPH-ROBINSON 

 (Under the Direction of Linda M. Arthur) 

ABSTRACT 

In this era of increased accountability and increased pressure to improve our 

public schools, elementary school leaders, working to meet the provisions of the No 

Child Left Behind Act (NCLB) of 2001, are focusing on developing effective leadership 

behaviors as they face the complex challenges of meeting organizational goals within 

their elementary schools and maintaining or increasing staff satisfaction.  Leadership 

behavior has long been of interest in industry, business, military, and the government; on 

the whole, research shows that focusing on social factors such as morale, group 

interaction, and supportive relationships has a strong effect on productivity and success.   

The literature suggests that a relationship exists between leadership behavior and 

staff morale and job satisfaction.  It hypothesizes that principals who consciously practice 

transformational leadership behaviors have a positive impact on the morale and 

productivity of their teachers.  This study explores the soundness of the hypothesis and 

provides data for school leaders who strive to develop innovative leadership styles that 

will empower their teachers and improve morale.   

This study was conducted to determine if a statistically significant relationship 

exists between the principals’ perceived leadership behaviors and teachers’ morale.  The 

two questionnaires used were the Excellent Principal Inventory and the Purdue Teacher 

Opinionnaire.   
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Leadership behavior clearly impacts teacher morale, and a positive relationship 

between leadership behavior and teacher morale is evident in several areas.  These 

findings support that teacher morale can be predicted on the basis of the leadership style 

asserted by the principal.  Principals who use a participatory style of leadership are more 

likely to have more satisfied and productive teachers than principals who use an 

autocratic style of leadership. 
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CHAPTER 1 

INTRODUCTION 

As long as America has had schools, leaders have sought ways to improve them. 

The current conversation about school reform began with the publication of A Nation at 

Risk in 1983, and intensified when MacNeil (1992) asserted that the schools of the 1990s 

were not meeting the demands of changing society.  Recent presidents have utilized 

education reform as part of their election platforms and subsequently enacted legislation 

when they reached office, as President Ronald Reagan did with his Goal 2000 and 

President George W. Bush did with his No Child Left Behind Act of 2001.  On the state 

level, Georgia enacted the Quality Basic Education Act (QBE) in 1983 and followed it 

with Governor Barnes’s A Plus Education Reform Act in 2000 

(http://teachservices.doe.k12.ga.us/report). 

The A-Plus Education Reform Act of 2000 was implemented to address concerns 

of accountability in the Georgia School Systems (HB 1187).  Governor Roy Barnes 

appointed committees to address the needs of public education in Georgia, and the 

findings of that commission informed the provisions of the reform act (HB 1187).  The 

committees were made up of business leaders and legislative leaders, plus a very few 

educators.  They explored issues of accountability, funding, school climate, and seamless 

education.  The accountability committee’s primary task was to address the following 

question: “How should school systems, schools, and personnel be held accountable for 

student achievement?”  The other committees were charged with answering questions 

such as,  “What changes are needed in the QBE funding formula and associated 

categorical grants?”;  “How can we make the school environment a place where teachers 

http://teachservices.doe.k12.ga.us/report�
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and students can perform and achieve at their best?”;  and “How can coordination and 

cooperation among local systems and between school systems and Pre-K be improved?”  

(Georgia Education Reform Commission, Governor Roy Barnes’s Charge 1999).  All of 

the committees attempted to address the weaknesses of Georgia’s schools globally.  

It is commonly asserted that today’s principals directly influence teachers’ job 

satisfaction, and research conducted to define the qualities of an effective school has 

shown that all effective schools have strong principals (Leithwood, Begley, & Cousins, 

1992).  Based simply on the number of studies conducted, one could reasonably conclude 

that current school leaders influence the basic skills achievement of students through their 

behavior or approach to leadership and/or actions.  In other words, transformational 

leaders have a marked effect on many of the people around them (Leithwood, Begley, & 

Cousins). 

Understanding and applying the principles of transformational leadership would 

greatly benefit Georgia school leaders as they strive to address the “school climate” 

portion of Georgia’s Reform Act.  Transformational leadership focuses on the 

charismatic and affective elements of leadership, and it is concerned with values, ethics, 

emotions, standards, and long-term goals (Northouse, 2004).   It stresses the need to 

assess followers’ motives, satisfy their needs, and treat them as human beings 

(Northouse).  Transformational leadership relies on the strong influence of visionary, 

charismatic leaders who move followers to accomplish objectives above and beyond 

what is usually expected (Northouse).  Siegrist (1999) states that if leadership is vital to 

the schools, preparation of those leaders is very serious business indeed, and graduate 
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programs must move beyond the training of efficient managers to the preparation of 

visionary, moral, and transformational leaders. 

Burns (1978) identifies two basic types of leadership behaviors:  transactional and 

transformational.  With transactional behaviors, the leader approaches followers with the 

idea of exchanging one thing for another, e.g.  jobs for votes.  Transformational 

behaviors, on the other hand, recognize and capitalize on an existing need or demand of 

the follower.  Transformational leaders engage followers by forming personal 

relationships, understanding motivation, and seeking to satisfy needs.  

 One key attribute of most transformational leaders is charisma. Weber (1947) 

provided the most well-known definition of “charisma” as a special personality 

characteristic that gives a person superhuman or exceptional powers, is reserved for a 

few, is of divine origin, and results in the person being treated as a leader.  House (2004), 

who has developed theories of “charismatic leadership” over the past thirty years, 

published a theoretical description of charismatic leadership in 1976.  House’s theory 

differs from other theories of transformational leadership only in the sense that the word 

“charismatic” focuses on the personality of the leader, while the word “transformational” 

focuses on the results of that (charismatic) leader’s engagement with others.  House 

(2004) suggested that charismatic leaders act in unique ways that have specific 

transformational effects on their followers.  He listed the personal characteristics of a 

charismatic leader as being dominant, having a strong desire to influence others, being 

self-confident, and having a strong sense of one’s own moral values.  The 

transformational results of successful charismatic leadership include followers’ trust in 

the leader’s ideology, a similarity in belief systems among the followers and the leaders, 
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acceptance of the leader, expression of warmth, obedience, and identification, emotional 

involvement with goals, and follower confidence in goal achievement (House).   

In 1985 Bass provided an expanded definition of transformational leadership 

based on, but not entirely consistent with, the works of Burns (1978) and House (1976).  

Northouse (2004) states that Bass extended Burns’ work by focusing more intently on 

followers’ rather than leaders’ needs, by suggesting that transformational leadership 

could apply to situations in which the outcomes were not positive, and by describing 

transactional and transformational leadership as a single continuum rather than mutually 

independent continua (Yammarino, 1993).  Bass also extended House’s work by further 

exploring the emotional elements of charisma and suggesting that charisma is a necessary 

but not sufficient condition for transformational leadership (Yammarino, 1993).  Bass 

(1985) has argued that transformational leadership motivates followers to do more than 

the expected by:  (a) raising followers’ levels of consciousness about the importance and 

value of specified and idealized goals; (b) motivating followers to transcend their own 

self-interest for the sake of the team or organization; and (c) moving followers to address 

higher-level needs. 

Bass has further described a transformational leader as someone who serves as a 

coach and mentor and embodies four factors:  idealized influence, inspirational 

motivation, intellectual stimulation, and individualized consideration (Northouse, 2004).    

Idealized influence describes a leader who acts as a strong role model: followers identify 

with such leaders and want to emulate them.  Inspirational motivation describes a leader 

who communicates high expectations to followers, inspiring them to become a part of a 

greater vision.  Intellectual stimulation describes a leader who models and supports a 
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culture of curiosity, investigation, and lifelong learning, and individualized consideration 

describes a leader who provides a supportive climate in which he or she listens carefully 

to followers.   

 House’s charismatic theory has been revised by Conger (1999), Conger and 

Kanungo (1998), and an earlier single revision to the theory was made by Shamir, House, 

and Arthur (1993).  Together, they postulate that charismatic leadership transforms 

followers’ self-concepts and seeks to link the identity of followers to the collective 

identity of the organization.  They define charismatic leaders as leaders who emphasize 

the intrinsic rewards of work, de-emphasize the extrinsic rewards, express high 

expectations, and help followers gain a sense of confidence and self-efficacy (Northouse, 

2004).  

According to Northouse (2004), individuals who exhibit transformational 

leadership behaviors often have a strong set of internal values and ideals, and they are 

effective at motivating followers to act in ways that support the greater good rather than 

their own self-interests (Kuhnert, 1994).  Yukl (2002) describes transformational 

leadership as an approach in which “followers feel trust, admiration, loyalty, and respect 

toward a leader, and they are motivated to do more than they originally expected to do” 

(p. 253).   He stresses that transformational leaders are needed in this time of critical 

administrative challenges and the widespread implementation of school reform (p. 253). 

Servgiovanni (1999) looks at the core power dynamics of transformational 

leadership by describing transformational leadership as “meaningful” leadership:  leaders 

who are transformational know how to distribute power among others and know the 

difference between “power to” and “power over.”  “Power to” is more concerned with 
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what people are accomplishing as opposed to what people are doing.  “Power over” 

emphasizes the dynamics of controlling people and events.  Servgiovanni (1999) states 

that the overall goal of a transformational leader is to help people become more 

successful by defining the objectives that they value the most and supporting them in 

accomplishing those objectives.     

Leithwood and Steinbach (1991) found that personal qualities of transformational 

leadership were stronger among creative school principals than among noncreative school 

principals. They demonstrate that it is becoming increasingly imperative that 

administrators who wish to be successful cultivate transformational leadership behaviors, 

and describe how more and more administrators are now being encouraged to “think 

outside the box” or “be risk takers” in order to improve student achievement and effect 

adequate yearly progress (Leithwood & Steinbach).   

Hallinger and Heck (1996) conducted a study spanning the years 1980-1995 

concerning the principal’s role in an effective school; they found that a principal’s 

leadership does indeed affect student learning.  Pagano (1989) looked at 116 middle 

school teachers from randomly selected Pennsylvania middle schools and asked the 

teachers to complete a survey assessing the leadership behavior of the principal.  The 

results of the study describe two different components of leadership style: concern for 

production and concern for people.  Pagano (1989) found that in schools that adhered to 

the middle school model, the teachers perceived more freedom to make decisions and a 

greater willingness of the principal to make changes. 

Ubben, Hughes, and Norris (2001) observe that even though a successful 

principal is in essence a manager, he or she manages with a leadership perspective.  
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“These principals use their perceptions of changes that are needed to work both inside 

and outside the organization to map new directions, to secure new resources and refocus 

existing resources, and to respond to the realities of a very unstable present and, at times, 

an unforeseeable future” (p. 13). 

Garvin (1986) found that effective middle school leaders have strong skills in 

human relations, management, and technology.  These leaders are able to work 

effectively with others, to organize time, personnel, and other resources, and are 

knowledgeable about different approaches to pedagogy for learners. 

Many researchers, including Anderman (1991), Leithwood, et al. (1992), and 

Stiles (1993), have documented how a statistically significant principal’s leadership 

behavior affects overall teacher satisfaction and commitment.  As Goodlad (2004) stated, 

there is no doubt that teachers will experience greater work satisfaction and higher 

morale when they are viewed by their principals as the professionals they perceive 

themselves to be. 

Burns (2003) states that empowerment is the process wherein people transform 

themselves so that leaders empower followers who then empower leaders.  Bogler (1999) 

found that teachers report greater satisfaction in their work when they perceive their 

principal as someone who shares information with others, delegates authority, and keeps 

open channels of communication with the teachers.  Woods and Weasmer (2002) have 

noted that giving teachers a voice in defining and moving toward organizational goals 

increases their commitment to the district and enhances their job satisfaction. 

By examining different facets of leadership, all of the above authors have 

extended a conversation that is vital to the effort to reform schools in a meaningful and 
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lasting way.  By not only describing but also validating leadership behaviors that were 

formerly overlooked, misunderstood, or dismissed, they have raised consciousness about 

leadership roles that traditionally followed rigid pre-set paradigms that were largely not 

discussed or evaluated.  Some of the studies focus more intently on the internal mindset 

of transformational leaders, while others focus more on their skills; some of the studies 

examine the effects of transformational leadership, while others examine the more 

difficult-to-define causes; and some of the studies look to the influence of a higher 

calling, if not a higher power, while others avoid exploring that “non-scientific” 

dimension.  The studies may differ in which aspect of the complex array of 

transformational leadership traits they focus on, but all of the studies seek to precisely 

define the qualities of successful transformational leadership and stress that schools need 

to shift to transformational leadership behaviors in this time of critical administrative 

challenges and the widespread implementation of school reform.  

Clearly, the traditional autocratic leadership paradigm is disintegrating, and in 

order to face the challenges of the modern age, school leaders need to take an honest, 

extensive inventory of not only their external actions, but also of their internal intentions 

and motivations.  The more leaders can develop a meta-awareness of their leadership 

behaviors, the more they can work to change or improve those elements of leadership that 

seem deficient, the more they can inspire those they lead.  In other words, they need to 

look after both their inner and their outer worlds as they strive to explore, validate, and 

cultivate the myriad qualities of an authentically successful transformational leader.   
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Statement of the Problem 

In this era of increased accountability and increased pressure to improve our 

public schools, elementary school leaders, working to meet the provisions of the No 

Child Left Behind Act (NCLB) of 2001, are focusing on developing effective leadership 

behaviors as they face the complex challenges of meeting organizational goals within 

their elementary schools and maintaining or increasing staff satisfaction.  Leadership 

behavior has long been of interest in industry, business, military, and the government; on 

the whole, research shows that focusing on social factors such as morale, group 

interaction, and supportive relationships has a strong effect on productivity and success.   

As Georgia’s principals and leaders work to cultivate qualities of effective 

leadership, it is important to evaluate the real-world effects of their leadership behavior 

on teacher morale.  A major finding in recent research affirmed that the principal, as the 

person who lays down the ground rules for the school, is directly responsible for 

developing and maintaining teacher morale, and studies have linked high teacher morale 

to high productivity and high student achievement.  Given the current focus on leadership 

behaviors, along with the clear need to increase teacher morale, the researcher proposes 

to investigate the effect different characteristics of leadership have on teacher morale. 

Research Questions 
 
1. Is there a significant relationship between leadership style of rural elementary 

principals and teacher morale? 
 
2. To what leadership characteristics do teachers respond most 

positively/negatively? 
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Significance of the Study 

 This study responds to the need to identify effective leadership behaviors that 

Georgia school leaders can employ to improve teacher morale in order to meet the 

parameters of current reforms including student achievement.   Previous education reform 

in Georgia, such as the Quality Basic Education Act (QBE) of 1985, tied school finance 

to changes in educational achievement, and current federal and state reforms follow suit.  

Georgia’s A-Plus Education Reform Act was passed in anticipation of NCLB (2001) in 

an effort to diminish the achievement gaps of minorities and students with disabilities. 

This study hopes to support school leaders in implementing federal and state reforms by 

identifying specific leadership behaviors and techniques that will increase the job 

satisfaction of personnel and have a positive influence on their performance.  Faculty 

constitutes the largest cost and human capital resource for a school, and it is imperative to 

develop a deeper understanding of how leadership behaviors motivate and encourage 

teachers to do their best work in order to have a successful school (National Center for 

Education Statistics, 1997).   

Procedures 

This study was conducted to determine if a statistically significant relationship 

exists between the principals’ leadership behaviors and teachers’ morale.  The two 

questionnaires used were the Excellent Principal Inventory and the Purdue Teacher 

Opinionnaire.  The first questionnaire is an assessment model which attempts to identify 

an individual’s mode of behavior in leadership roles, and the second was used to evaluate 

teacher morale and job satisfaction.  Administrators and staff can also use this 

questionnaire as a tool to determine perceived leadership behavior.  Since no names were 
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required, the confidentiality of the teachers was ensured; the only identifying factor 

requested was the name of the teacher’s school.   

The study was based on the belief that a significant relationship exists between 

leadership behavior and teacher morale and job satisfaction; the data analysis sought to 

ascertain if this relationship truly exists, and if so, to what extent.   

Population Sample 

The samples used for this study consist of teachers of four elementary schools in 

the Public School System located in a rural county south of metro Atlanta.  The research 

site was well grounded, with little turnover in teachers.  The teachers surveyed had at 

least 1 year experience. Each of the four elementary schools had at least 40-88 certified 

staff members.    

Data Collection 

The researcher communicated with the principal of each school and asked 

permission to attend one faculty meeting to distribute the survey instrument, explain the 

purpose and significance of the study, and assure the participants that no information 

would be identifiable from specific individuals. Data were collected from at least 250 

teachers within the county from each of the five elementary schools by administering two 

different confidential questionnaires.  The researcher delivered the questionnaires during 

a planned faculty meeting and collected them before the meeting ended.   

Data Analysis 

The data were collected from the tabulated results of the questionnaires.  Tests 

were conducted to determine if there was a statistically significant correlation between 

leadership behavior and teacher morale using the Pearson Product-Moment correlation 
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test with one dependent variable (teacher morale) and one independent variable 

(principal’s leadership behavior).  The Statistical Package for the Social Sciences (SPSS) 

was also used to analyze the collected data.  

Limitations 

 The limitations of this study stem from the fact that that it is based on results 

gathered from four elementary schools in Happy Valley County, Georgia.  Thus, the 

findings may not necessarily be generalizable to other school districts due to differences 

in size, geographic location, student composition, and faculty composition.   With respect 

to the instruments, a limitation of the Excellent Principal Inventory is that it has not been 

tested for reliability and validity; a limitation of the Perdue Teacher Opinionnaire is that 

its validity testing was based on the responses of high school teachers as opposed to 

elementary school teachers.   

Delimitations 

 The delimitations of this study include the limited geographic boundaries in 

which the study took place.  Because it was not feasible to survey all elementary school 

teachers in rural Georgia, respondents were chosen from one rural Georgia school 

district.  All conclusions may not be relevant to all schools in Georgia. 

Definitions of Terms 

Morale:  The degree of personal fulfillment and job satisfaction a teacher feels in 

relationship to his or her job performance (McNitt, 2003, p. 8). 

Satisfaction:  The classic definition of job satisfaction states that it is a combination of 

psychological, physiological, and environmental conditions that results in a person 

feeling satisfied with his or her job.  Satisfaction is also viewed as a component of a 
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larger integrated model of motivation and is focused on the fulfillment acquired by 

experiencing various job activities. (Sherman, 1986,  p. 13). 

school climate:  “A school’s personality” (Roach & Kratochwill,  2004, p. 13). 

school culture: “Assumptions, interpretations, and expectations that drive an individual’s 

behavior within the school context” (Roach & Kratochwill, 2004,  p. 13). 

Summary 

 The literature suggests that a relationship exists between leadership behavior and 

staff morale and job satisfaction.  It has been hypothesized that principals who 

consciously practice transformational leadership behaviors have a positive impact on the 

morale and productivity of their teachers.  This study explores the soundness of the 

hypothesis and provides data for school leaders who strive to develop innovative 

leadership styles that will empower their teachers and improve morale.     
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CHAPTER 2 

REVIEW OF RELATED LITERATURE 

 This chapter reviews the literature on leadership behavior and teacher morale.  

The rationale for studying the relationship between rural elementary teachers’ perception 

of their principals encompasses both leadership behavior and teacher morale 

 Bass (1990, p. 3) describes leadership as “one of the world’s oldest 

preoccupations.”   From Aristotle to St. Paul to Machiavelli, writers and thinkers have 

analyzed the behavior of leaders, and this interest has prompted extensive studies about 

topics such as the importance of leadership, the ingredients of a good leader, typologies 

of leaders, and methods of cultivating effective leadership skills (Short & Geer, 1997). 

There are many different definitions of leadership as there are different kinds of 

leaders.  Kahn’s (1978) definition states that “the essence of organizational leadership (is) 

the influential increment over and above mechanical compliance with the routine 

directives of the organization.”  Some definitions of leadership reflect current 

organizational paradigms, and many recognize the importance of interpersonal influence 

over position titles or other formal status.  Stogdill (1974) presents seven different 

categories for summarizing the various definitions of leadership that occurred in the 

voluminous research he reviewed, and he found that “the consistent theme is that 

leadership involves a social phenomenon in which a person may exert power, persuade, 

direct a group or individual behavior, facilitate goal achievement, or otherwise influence 

other people” (p. 22).   Stogdill (1974) further defines leadership as a social influence 

process that includes at least two individuals acting in interdependent roles: one 

individual acts as a follower, and one acts as an influential leader.  Pearce and Conger 
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(2003) describe leadership as broadly distributed among a set of individuals instead of 

centralized in the hands of a single individual who acts in the role of a superior.  As Bass 

and Avolio (1993) have astutely noted, the field of leadership often reinvents itself 

without regard to previous theory. 

 In the early 1980’s, the United States started to become increasingly aware of 

critical issues facing its schools such as declining academic performance, poor student 

motivation, and attrition (Ulrisksen, 2000).  The primary responsibility for addressing 

most of the problems falls on the principal, who is accountable for everything from 

student performance on standardized tests to teacher morale.  Seriovanni (1999) states 

that the growing body of research on effective schools has consistently pointed to the 

importance of responsible, assertive, and visible in-school leadership for school success.   

Goodlad (2004), however, believes it would be a mistake to identify the principal 

as the main factor influencing teacher satisfaction; rather, he feels that the principal’s 

leadership style is one of many factors which influence teacher job satisfaction.  Bass and 

Avolio (1994) has observed that there is no single leadership style that is appropriate for 

every situation, but some are more effective than others in bringing about change in 

teachers’ morale.  Burns (2003) has stated that “leadership is not only a descriptive term 

but a prescriptive one, embracing a moral, even a passionate, dimension” (p. 2).   

Principals are expected to be strong instructional leaders as well as to embody other 

facets of leadership.  This strong instructional leadership has been found to be a common 

factor in research into what makes effective schools successful (MacNeil, 1992).  

Avolio’s Full Range Leadership Model (1999) describes leadership as a system that 

considers inputs (people, timing, and resources), processes (interaction with people and 
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resources over time), and outcomes (levels of motivation and performance).  In this 

theory, each aspect of the system incorporates and interacts with each of the other 

aspects.   

 Leadership theories have been developed and revised many times in the United 

States.  In the 1800’s, Taylor’s scientific management theory addressed improving the 

efficiency of work processes.  This theory did not work well in schools because it focused 

on factories and products, not people (Keith & Girling, 1991).  In the 1940’s and 1950’s, 

many leaders based their interactions on the trait theory, which suggests that certain traits 

make a leader effective (see Table 2.1). Though it has shortcomings, this theory led to 

behavioral theories, which state that a person’s behavior as a leader makes a difference in 

the organization.  Behavioral theories led in turn to the development of situational 

leadership theories, in which different ideas and situations determine the style of 

leadership. 

 In the U.S. in the 1960’s and 1970’s, popular human-resource leadership theories 

focused on the leader’s belief in the people (workers).  Human-resource leadership 

theories evolved into organizational leadership theories which stressed openness, 

empowerment, and participation that would lead to success within a company.  Recent 

organizational leadership theories stress the importance of having a shared vision, 

meeting human needs, and empowering staff (Palestini, 2003).  These theories explore 

the qualities of transactional and transformational leaders. 

Palestini has described trait theories which evaluate personality traits, social traits, 

and physical characteristics in an effort to define the complex combination of traits found 

in leaders.  Trait theories state that leaders have certain characteristics and take on 
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responsibilities such as setting tasks and standards for the employee, telling the employee 

how to perform a job, and either inspecting or appointing an inspector.  Leaders were also 

seen to use coercion when employees would resist work, and the leaders and employees 

were usually adversaries.  The vast responsibilities and the number of employees needing 

supervision did not allow leaders of schools to be strong instructional leaders.  These 

events led to the birth of school systems, system theories, and bureaucracy (Keith & 

Girling, 1991).   

 In systems theory, the organization is seen as one large system comprised of 

smaller systems, where a change in one part of the system causes change in other parts of 

the system (Keith & Girling).  Leaders work on the system while employees work in the 

system and are part of the whole.  One of the drawbacks of systems theory is that the 

individual within the organization is sometimes overlooked: this shortcoming led to the 

development of human relations theories. (Keith & Girling).   

 The outgrowth of the Hawthorne studies, along with the social climate of the 

country following World War II, stimulated the beginning of the human relations 

movement.  (The terms “human relations theories” and “human resource theories” are 

interchangeable.) This movement stressed the central importance of both the supervisor 

and the work groups in determining job satisfaction and productivity (Ulriksen, 2005). 

Human relations theory focuses on productivity and effectiveness in social terms, with 

the primary emphasis on the leader’s style of interacting with workers.  Human relations 

leaders believe in “productivity through people” (Palestin, 2003, p. 10.) 

 Three of the better-known human relations researchers have been Herzberg, 

Likert, and McGregor.  Herzberg’s hygiene-motivation theory explored why workers do 
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their work.  Herzberg has described hygiene factors as “dissatisfiers,” extrinsic items 

such as conditions and supervision that are considered to be lower order factors.  When 

these items are engaged, the workers then move to the higher order concerns, or 

“motivators.” Motivators satisfy workers and are intrinsic in nature; they are not limited 

solely to recognition and achievement.  When leaders are aware where their workers fall 

on this continuum, they can utilize this information to encourage workers to strive for 

better performance (Bogler, 1999). 

 Likert’s Systems theory has broken the progress of leadership into four systems, 

which range on a continuum from the first system, where leaders are considered to be 

authoritarian and follow a bureaucratic organization, to the fourth system, where leaders 

rely on teamwork and cooperation between themselves and subordinates while working 

toward high performance goals (Lunenburg & Ornstein, 1996). 

 McGregor’s Theory X and Theory Y concentrate on general management 

philosophies.  Theory X states that people dislike work and avoid it, and that people need 

to be directed, coerced, and sometimes threatened in order to do work because of their 

natural aversion to work  Theory X also holds that people want to be directed by a leader.  

Theory Y, on the other hand, holds that work is as “natural as play or rest; and 

commitment to objectives is a function of rewards for achievement; and under proper 

conditions, people accept and seek responsibility” (Lunenburg & Ornstein, 1996, p. 30.)  

Theory Y is not centered on organizational structure, but rather on arranging an 

organization in order to best fit the occasion.  McGregor’s Theory Y led to the 

development of organizational theories of leadership (Keith & Girling, 1991). 
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 Organizational theories are based upon the set-up of an organization, and they 

encompass many different practices and ideas.  One practice is site-based management, 

which represents a change in how a school district is structured.  This paradigm concerns 

the way in which responsibility and authority are shared between schools and the district 

(Lunenburg & Ornstein).  Site-based management usually includes all stakeholders 

involved in the school, and focuses on creating teams with different responsibilities.  

 Site-based management, one of many management tools that began in industry 

and was transferred to the school systems, is based on Deming’s Total Quality 

Management model (TQM).  Lunenbug and Orenstein (1996) stated that TQM is “based 

on the assumption that people want to do their best and that it is management’s job to 

enable them to do so by constantly improving the system in which they work” (p. 38).  

Bass and Avolio (1994) state that “TQM is effective management plus effective 

leadership which is built over time” (p. 131).  TQM began from a Japanese premise that 

employees of an organization are important in determining the success and/or failure of 

an organization.  This contrasts with the scientific management movement, which argues 

that increases in productivity are dependent on improved technology (Sherman, 1986). 

 Theories of participative management have been derived from the implementation 

of TQM in schools.  “Participative management is characterized by school-level planning 

and decision-making linked to professional accountability” (Keith & Girling, 1991, p. 

16).  In participative management, employees are involved in all levels of decision-

making in the organization.  Participative management has been shown to be successful 

in corporations and businesses, so it has been incorporated in the practice of educational 

management.  Participative management is built on the bureaucratic model which stresses 
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a top-down and bottom-up flow of communication.  Lunenburg & Ornstein (1996) have 

stated that “participatory management stresses the importance of motivating employees’ 

needs, which will in turn result in higher worker productivity” (p. 30).  Bass and Avolio 

(1994) believe that efforts to achieve total quality stress a return to reliance on the 

individual worker or teams of workers in order to ensure quality in all aspects of the 

organizational functioning. 

 Deming’s model of TQM closely parallels models of transformational leadership 

(Bass & Avolio, 1994).  Palestini (2003) defines a transformational leader as someone 

who “changes an organization by recognizing an opportunity and developing a vision, 

(then) communicating that vision by motivating organizational members” (p. 10). 

 According to Palestini, “Charismatic, or transformational, leaders use charisma to 

inspire their followers.  They talk to them about how essential their performance is, how 

confident they are in their followers, how exceptional the followers are, and how they 

expect the group’s performance to exceed expectations” (p. 10).  Researchers agree that 

transformational leaders motivate their workers to do more than was thought possible.  

Setting high expectations and informing the employees of the importance of the reaching 

those goals allows employees to focus on overall goals for the group and the school, and 

it also supports employees in developing awareness of their personal needs and goals.  

Burns (2003) states that the interaction between transformational leaders and their 

employees is a “powerful causal force for change” (p. 25) within any organization. 

 Motivational leaders often support their followers into developing into leaders 

(Avolio, 1999).  Sosik and Godshalk (2000), citing a study of mentors and their 

protégées’ perception of mentoring and job-related stress, agree, stating, 
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“Transformational leadership involves forming a relationship of mutual stimulation and 

elevation that converts followers into leaders and may convert leaders into moral agents” 

(pp. 369-370).   Sosik and Godshalk have found a correlation between transformational 

leadership and the effectiveness of the subordinates, observing that “organizations should 

couple mentoring programs with transformational leadership training for mentors to 

maximize reductions in protégé job-related stress (and its associated costs)” (p. 381). 

 Bass and Avolio (1994) have stated that transformational leadership is present 

when leaders: 

• stimulate interest among colleagues and followers to view their work from 

new perspectives; 

• generate awareness of the mission or vision of the team and organization; 

• develop colleagues and followers to higher levels of ability and potential; 

and 

• motivate colleagues and followers to look beyond their own interests 

toward those that will benefit the group. (p. 2) 

Strong transformational leaders have been found to listen effectively and encourage two-

way communication. Bass and Avolio describe four key characteristics of 

transformational leaders:  Individual consideration, Intellectual stimulation, Inspirational 

leadership, and Idealized influence (Bass & Avolio, 1994).  

1. Intellectual stimulation: The leader encourages creativity, does not publicly 

criticize, and encourages followers to solve old problems in new ways.   

2. Inspirational leadership: The leader demonstrates that a problem can be solved 

and everyone has a voice in solving that problem (Bass & Avolio).   
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3. Idealized influence: The leader acts as a role model and shows concern for the     

problem and a need for a solution.   Bass and Avolio describe this third point as a 

more concrete method for redirecting and redefining a problem with others 

(1994). 

4. Individualized consideration:  The leader provides a supportive climate in which 

he or she listens carefully to followers. 

 A transformational leader allows followers to “disengage and dis-identify with the 

past” (Palestini, 2003, p. 10), which makes room for developing “ideological 

explanations that link their follower’s identities to the collective identity of their group or 

organization” (Jung & Avolio, 2000, p. 950).  This new sense of identity and purpose 

empowers the followers, which explains how, as Palestini states, the charismatic leader 

empower(s) others to help achieve the vision.” 

 Jung and Avolio (2000) cite evidence that indicates “transformational leadership 

affects followers’ performance in ways that are quantitatively greater and qualitatively 

different from the effects of other leadership styles” (p. 949).  In a study of 194 

undergraduates, Jung and Avolio determined that transformational leadership has a 

statistically significant different relationship with followers’ trust and value congruence 

than other leadership styles such as transactional leadership.  They found that 

“transformational leadership had both direct and indirect effects on followers’ 

performance.  However, transactional leadership mainly had indirect effects on 

performance mediated by followers’ trust and value congruence” (p. 959). 

 Jung and Avolio state that “several leadership researchers have argued that 

developing a shared vision is one of the most integral components of the transformational 
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leadership process” (p. 950).  Van Engen, van der Leeder, and Willemsen (2001) add that 

while both democratic and transformational leadership value active participation in 

decision- making, transformational leadership should not be confused with democratic, 

participative leadership.  “It often may be so, but at times it can also be directive, 

decisive" (Avolio & Bass, 2002, p. 6-7).  Trott and Windsor (1999) observe that “staff 

members who value a more participative long-term outlook generally prefer the 

transformational leader” (p. 1).   

Silins (1992) has concluded that transformational leadership is effective in 

initiating change and also has noted that “reliance on given procedures, rules, or reward 

systems is less effective” (p. 318) than transformational leadership.  Silins has also 

observed that “the success of a transformational leader is demonstrated both by increased 

performance outcomes and the degree to which followers have developed their own 

leadership potential and skills” (p. 318).   Silins’ study focused on the relationship 

between school leaders and school improvement outcomes.  His study concentrated on 

the transformational and transactional leader and “supported the view of the principalship 

as a major source of leadership contributing to the school improvement process, although 

not always the sole source” (p. 318). 

Bass and Avolio (1994) and Jung and Avolio (2000) have all defined the 

transactional leader as one who emphasizes the transaction among leaders, colleagues, 

and followers.  Silins (1992) has shown that “transactions are at the heart of the 

interchange between leaders and followers” (p. 318).  Bass and Avolio have observed 

that transactions are “based on the leader discussing with others what is required, and 

specifying the conditions and rewards these others will receive if they fulfill those 
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requirements.”  Avolio (1999) has stated that these interchanges focus solely on the 

interest of the people involved, and the rewards offered often satisfy only the people 

engaged in the interchange.  In transactional leadership, the followers enter a transaction 

“because of the expectation to fulfill self-interest, and it is the role of the leader to 

maintain the status quo by satisfying the needs of the followers” Bogler (1999).   Jung 

and Avolio (2000) found that for trust to be gained by the leader, he or she has to be 

consistent in rewarding followers.  They also note that “followers may need extra 

incentives, time and/or motivation before they are willing to go beyond the call of duty to 

engage in extra-role behavior” (p. 959). 

There are four types of transactional leadership that fall along a continuum of 

effectiveness: 

1. Contingent reward leadership:  Followers receive a reward when a task is 

completed. 

2. Management by exception active leadership:  Leaders actively monitor  problems 

and take actions only when needed. (This is less effective than contingent  

rewards leadership.) 

3. Management by exception passive leadership: Leaders wait for problems to arise 

and then try to correct them. (This is slightly more effective than laissez-faire 

leadership.) 

4. Laissez-faire leadership: The leader does either nothing or stresses “error  

detection, monitoring, and correction” (Bass & Avolio, 1994). 

Sosik and Godshalk (2002) have stated that the most effective form of 

transactional leadership is contingent reward leadership wherein the leader “sets goals, 
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clarifies desired outcomes, provides both positive and negative feedback, and exchanges 

rewards and recognition for accomplishments when they are deserved.” (pp. 369-370).

 Although transactional leadership can be quite effective, it “does not involve a 

leader’s commitment toward follower’s personal development, nor does it involve a 

strong emotional attachment to the leader” (Jung & Avolio, 2000,  p. 951).  A 

transactional leader is more of a manager than a leader, and is effective in crisis situations 

where there is a short-term resolution.  In contrast, Avolio & Bass (2002) have stated that 

since the 1980s research has supported the concept that “transformational leadership in 

more effective than transactional leadership in generating the extra effort, commitment, 

and satisfaction of those led” (p. 1). 

Avolio & Bass (2002) have also noted that no one specific leadership style is 

appropriate for all situations; each situation may require a different style.  “Each 

leader has a profile that includes some or all of these transformational, transactional 

and non-transactional behaviors.  The better leaders practice both styles, and the best 

leaders are more transformational than transactional” (p. viii).  

Pearce and Conger (2003) define shared leadership as a dynamic, interactive 

influence process among individuals in groups for which the objective is to lead on 

another to the achievement of group or organizational goals or both. 

Other prominent theorists that have influenced leadership practice in K-12 

educators are as follows:   
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Table 2.1 
Prominent Theorists 
 

Theorists Beliefs 

Bennis, W. (2003) Focuses on the future. Emphasizes the fact that 
modern leaders must not rely on their personal 
skills or charisma to produce change. 

Block, P. (2003) Sees leadership as an act of effective questioning.  
Effective leaders are social architects who create a 
“social space” that enhances or inhibits the 
effective of an organization. 

Buckingham, M. & Clifton, 

D.  (2001) 
Identifies 34 signature “talents” or strengths” that 
individuals within an organization might possess.  
They suggest that leader should spend a great deal 
of time selecting the “right people” up front.  

Collins, J.  (2001) Is highly influential in the businesses that have 
gone from “good to great.”  He suggests that Level 
5 leaders are more interested in building a great 
company than they are in drawing attention to 
themselves. 

Covey, S.  (1989) Suggests that there are seven behaviors that 
generate positive results in a variety of situations.  
He also addresses the concept of time management. 

Elmore, R. (2000) Provides perspective on the role of leadership.  He 
promotes instructional leadership in that he 
emphasizes the importance of understanding 
effective practices in curriculum, instruction, and 
assessment and the ability to work with teachers on 
the day-to-day problems related to these topics. 

Fullan, M. (1993) Maintains a theory that is expansive but focuses on 
the process of change and leadership for change. 

Heifetz, R. & Linksy, M. 

(1994) 
Emphasizes the need to adapt leadership behavior 
to the requirements of the situation. 

Spillane, J. (2001 & 2004) Focuses attention on the concept of distributed 
leadership. 
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Marzano, Waters, and McNulty (2005) have stated that the general conclusion 

from the school effectiveness literature of the 1970’s was that educational leadership was 

an important characteristic of effective schools.  According to Hoyle, English, & Steffy 

(1985), no single theory of leadership accounts adequately for all the leadership 

dimensions of successful performance, and no single set of administrative or supervisory 

skills will solve each and every problem facing school leaders today. 

 
 
Table 2.2 
Historical Bases of Shared Leadership (Pearce & Conger, 2003) 
 
Theory/Research Key Issues Representative Authors 
   

Law of the situation         
 

 
Let the situation, not the         
individual, determine the 
“orders” 

Follett (1924) 
 

 
Human relations and    
social systems perspective      

 
Pay attention to the                 
social and psychological 
needs of  perspective             
employees                               

Turner (1993) 
Mayo (1993) 
Barnard (1938) 
 

Role differentiation            
 

 
Members of groups 
typically assume different 
types of roles 

 
Benne and Sheats (1948) 

Co-leadership                    
 

 
The leadership role is 
divided between two 
people—primarily                  
in a research relationship        

Solomon, Loefeer, and 
Frank (1953) 
Hennan and Bennis(1998) 

Social exchange theory           
 
People exchange 
punishments and rewards in 
their social world      

 
Festinger (1954) 
Homans (1958)      

Management by objectives 
and participative goal             
setting 
 

 
Subordinates and superiors 
jointly set performance 
expectations             

Drucker (1954) 

Erez and Arad (1986) 
Locke and Latham(1980) 
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Emergent leadership             
 

 
Leaders can “emerge” from 
a leaderless group 

Hollander (1961) 
 

Mutual leadership                 
 

 
Leadership can come from 
peers’ expectation states    

 
Bowers and Seashore 
(1996) 

Theory and team  member 
exchange Seers (1989) 

 

Team members develop 
models of status differential 
between various team 
members                        

Berger, Cohen, and 

Zelditch (1972) 

Seers (1989) 

Participative decision 
making 
 

Under certain 
circumstances, it is                 
advisable to elicit more          
involvement by 
subordinates in the                 
decision-making process  

Vroom and Yetton (1973) 
 

Vertical dyad                      
 

Examines the process 
between linkage/leader           
leaders and followers and 
the member exchange             
creation of in-groups and 
out-groups 

Graen (1976) 
 

 
Substitutes for  leadership      

 
Situation characteristics 
(e.g.,  highly routinized 
work) diminishes the need 
for leadership 

Kerr and Jermier (1978) 
 

Self-leadership                 
 

 
Employees, given certain       
conditions, are capable of       
leading themselves 

Manz and Sims (1980) 
                                         

Self-managing work         

 

 
Team members can take 
roles formerly reserved for 
managers 

 
Manz and Sims (1978,1993)  

 
Followership         

 
Examines the characteristics 
of  good followers 

 
Kelly (1988) 

Empowerment               
 

 
Examines power sharing 
with subordinates 

Conger and Kanungo 
 

Shared cognition            
 

 
Examines the extent to 
which team members hold      

Klimoski and Mohammed 
(1994) 
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similar mental models about 
key internal and external 
environmental issues 

 

 
Connective leadership 

 
Examines how well leaders 
are able to make 
connections to others              
both inside and outside the 
team                                      

 
Liman-Blumen 

 

Teacher Morale 
Definition of Morale 

Webster’s New World Dictionary (1994) defines morale as “the moral or mental 

condition with respect to courage, discipline, confidence, enthusiasm, willingness to 

endure hardship, etc., within a group, in relation to a group, or within an individual.”  

“While this idea is not foreign to many school administrators and teachers, it is generally 

not included in the literature on morale, except from authors writing on military morale 

and leadership, who recognize that this “willingness” is one, if not the major, criterion for 

assessing morale” (Andrew, Parks, Nelson, & the Phi Delta Kappa Commission on 

Teacher/Faculty Morale, 1985, p. 7).  Viteles (1953) has also emphasized willingness as a 

crucial component of morale, defining morale as a “willingness to strive for the goals of a 

particular group” (p. 12).  According to Dinham and Scott (1996), and Wetworth (1990),  

the consequence of an employee’s willingness on a job, or lack thereof, is associated with 

commitment and satisfaction. 

 Bentley and Rempel (1980) have defined morale as “the professional interest and 

enthusiasm that a person displays toward the achievement of individual and group goals 

in a job situation.”  Smith’s (1966) definition noted that it is “a forward-looking and 

confident state of mind relevant to a shared and vital purpose” (p. 2).   
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The term “motivation” is derived from the word “motive,” “which is any 

condition within a person that affects his or her readiness to initiate or continue any 

activity or sequence of activities--as for example, experiencing a need to work to care for 

one’s family may be the motive for obtaining and keeping a job” (Towns, 1996).   

Schunk (1996) observes that when a person accomplishes an objective, learns a new skill, 

or succeeds in a task, that person is often said to be motivated.   

 Akinson (1957) defines motivation as a voluntary, goal-directed disposition to 

strive for a certain kind of satisfaction.  Motivation means “an inner state that energizes, 

activates, or moves, and that directs or channels behavior toward goals” (Berelson & 

Steiner, 1964, p. 240).  Beck (1978) has stated that motivation is broadly concerned with 

contemporary determinants of choice (direction), persistence, and vigor of goal-directed 

behavior, and Russell and Black (1981) view motivation as a continuous process of 

interaction between needs within the individual and the environment.  Russell and 

Black’s definition incorporates the combination of needs (biological, emotional, ego, and 

social/environment needs) that tend to move an individual in many and often conflicting 

directions.   

 Regarding the effective implementation of mandated accountability requirements, 

Okafor-Ufondu (2005) listed creating a positive school climate and improving teacher 

morale as one of the most important skills for administrators.  Beran (2003) studied 

teachers’ perceptions of mandated standards and found that “the standards process has led 

to perceptions of low teacher morale, high stress, and increased workload” (p. i).   Hall 

and Shultz (2003) also studied the effects of mandated professionalism on both teacher 

and teacher educators and found that “it is important to identify these tensions and define 
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the intersection between the professional commitments of teachers and teacher educators” 

(p. 380).   They put forth the idea of being able “to identify the institutional realities that 

constrain practitioners in both roles” (p. 380).  Hall and Shultz (2003) have stated that 

“teacher educators need to exercise discretionary judgment about where compliance with 

the professionalization agenda needs to play second string to a commitment to 

maintaining and developing professionalism” (p. 380).  

 Naylor (2001) have found three key sources that cause stress for educators: 

“increasing difficulty and complexity of teaching and relating to students,” “the volume 

of work during a teacher’s day and the expectations that teachers will address a range of 

tasks and issues,” and “lack of time, resources, support, and respect.”  He found that the 

results of dealing with these stressors include “working excessively,” “quitting teaching,” 

“becoming sick,” and/or suffering “effects on family life and relationship” (p. 1).   

Fanning (1997) has stated that similar stressors for teachers when he conducted a 

quantitative survey.  He found a relationship between stress and the number of disruptive 

students in the classroom, but not with the number of remedial students in the classroom.  

Fanning found no relationship between stress and gender or ethnic group.  He found no 

correlations between stress and class size. 

 Harris (1999) also studied stress levels in schools and their effects on teachers and 

the school environment.  This research revealed that “teachers’ stress is a multifaceted 

problem and principal leadership style is one contributing factor” (p. vii).  Doyle (2002) 

found that school systems reduce stress levels by fostering “a customer focus approach 

with students and parents” (p. 111).  This study also revealed “that because teachers were 
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generally satisfied and had low levels of work-related stress, they were better able to 

focus their attention on students” (p. 111).  

 Davis and Wilson (2000) researched the effects of leadership on the teacher’s 

quality of life at work.  They revealed “the more principals engaged in behaviors that 

were personally empowering, the more teachers saw that they had choices they could 

make in completing their work, and the greater impact they perceived they were 

achieving through their efforts”(p. 352).  These intrinsic rewards were found to be more 

beneficial for motivating teachers, affecting climate, and reducing stress.  Davis and 

Wilson revealed that “teachers motivation had a moderately strong association with both 

teacher job satisfaction and job stress” (p. 352).  Paynter (2004) states “teachers have a 

significantly higher preference for moral motivators when compared to intrinsic and 

extrinsic motivators” (p. ii).   

 Chiang (2003) have revealed that administrators rank building positive 

relationships with faculty and staff members as the most important skill for building a 

positive climate.  Carsten (2003) researched communication strategies for building 

positive relationships and defined them as “disseminator/moderator, healer/supporter, 

symbol, visionary, storyteller, and promoter” (p. ii).  This research suggested these 

leadership activities maintained “high visibility, personal connections with the staff and 

students, positional influence and holding staff accountable” (p. ii).  Carsten suggested 

providing “community meetings, equal treatment of both classified and certificated 

personnel, clearly defining core values, and maintaining a full line of communication 

with teachers who are off track” (p. ii).  
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Summary 

 Leadership is defined by this author as the process of providing influential 

direction for the sake of achieving established organizational goals and objectives.  

“Because the principal is viewed as the leader of her or his school, considerable attention 

is being directed to ways to overhaul the principal’s role to facilitate the type of 

leadership needed to transform teaching and learning” (Murphy & Louis, 1994, p. 7). 

One of the reform movements in education includes making the teacher and all persons 

involved stakeholders. Weasmer and Woods (2002) stated that teachers become 

stakeholders when they play active roles as agents for change in the schools.  Weasmer 

(2002) also explains that for teachers to become stakeholders, they need to know that 

their contributions to the school culture are honored.  Teachers who claim a voice in 

moving toward organizational goals increase their commitment to the district and 

enhance their job satisfaction (Weasmer).  Brookover, et al. (1982) state that it is 

essential that the principal provide strong leadership or at least actively support other 

staff in bringing about the needed changes.  An effective leader first identifies needs to be 

changed, and then shares his or her vision with the followers.  McNeil (2000), and 

Gilman and Lanman-Givens (2001) all state that it takes the entire school to educate a 

child, and an effective school leader includes the entire school in the change.  Bass and 

Avolio (1994) have stated that during times of change, significant activity takes place in 

role redefinition and learning alternative roles to support change.  “Due to the behaviors 

exhibited by a transformational leader, Bass’s model has indicated that transformational 

leaders will be more effective in bringing about change” (Silins, 1992, p. 318). 
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 The literature review revealed that whereas there is empirical evidence supporting 

a positive relationship between morale, which is defined as the professional interest and 

enthusiasm that a person displays toward the achievement of individual and group goals 

in a given job situation (Bentley & Rempel, 1980), and productivity, one cannot assume 

that there is a direct cause-and-effect relationship. While no one leadership style is 

effective in all situations, the literature review supports the notion that effective school 

leaders forge collaborative relationships which have the power to influence school 

climate and outcomes.  However, many studies relate teacher stress to leadership style 

(Davis & Wilson, 2000; Fanning, 1997; Harris, 1999). 

 Leadership behavior clearly impacts teacher morale, and a positive relationship 

between leadership behavior and teacher morale is evident in several areas.  These 

findings support that teacher morale can be predicted on the basis of the leadership style 

asserted by the principal.  Principals who use a participatory style of leadership are more 

likely to have more satisfied and productive teachers than principals who use an 

autocratic style of leadership. 
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CHAPTER 3 

RESEARCH DESIGN 
 
 This chapter presents the specific steps that were taken to collect and analyze the 

data:  restatement of the problem, research questions, research design, population, 

participants, instrumentation, data collection, response rate, data analysis, reporting the 

data, and summarizing the data. 

 This study was conducted to determine if a statistically significant relationship 

exists between teacher morale and of their principals’ leadership style in a rural 

elementary school setting.  This study further sought to determine which specific 

leadership characteristics teachers respond to most positively or most negatively.   Data 

were collected from two different questionnaires that were completed by teachers during 

a meeting. 

 The questionnaires were The Perdue Teacher Opinionnaire and The Excellent 

Principal Inventory.  The independent variable of this study was leader behavior as 

reflected by consideration and initiating structure factors of the Excellent Principal 

Inventory.  The dependent variable, teacher morale, was obtained using the Perdue 

Teacher Opinionnaire by having the teachers indicate their degree of satisfaction on ten 

different subscales.   

 The variables of this study were not susceptible to experimental control and 

manipulation.  In light of this, an ex post facto research design was used since the 

variables under study were the perception of teacher morale leadership behavior of 

principals as reported by elementary teachers.  Kerlinger (1973) defines ex post facto 

research as:  that research in which the researcher starts with the observation of a 
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dependent variable or variables.  He then studies the independent variables in retrospect 

for their possible relations to, and effects on, the dependent variable or variables. 

Accordingly, since the teachers’ perceptions of leader behavior and their 

expressions of morale were the variables under investigation, it was necessary to 

implement an ex post facto design. 

Research Questions 
 

1.  Is there a significant relationship between leadership style of rural elementary 
principals and teacher morale? 
 
2.  To what leadership characteristics do teachers respond most positively/negatively? 

 
Population Sample 

 The setting used for this study consists of five elementary schools in the Happy 

Valley School District, located in a rural county south of metro Atlanta. 

 Happy Valley Public Schools consist of two primary, six elementary, three 

middle, and two high schools, one alternative school, a performance learning center, and 

the Career Academy.  The total student enrollment for Happy County is over 12,000.  

Sample 

 The sample for this study consisted of the elementary school teachers at four 

elementary schools in the Happy Valley County School System.  Each of the elementary 

schools had at least 40-88 certified staff members.  To be eligible for participation, the 

teachers had to have to at least one year of experience.  The general education teachers 

were defined as all classroom instructors of general education students enrolled in 

kindergarten through fifth grade.  All participating teachers must have been employed at 

their assigned school for a minimum of five months and must have worked under the 

direct supervision of the principal during this five month tenure.  This stipulation ensured 
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that the teachers had adequate opportunity to interact and become acquainted with the 

principal, to interact with their colleagues, and to formulate general impressions of the 

school environment. 

Instrumentation 

 Two survey instruments were used to conduct this study:  The Purdue Teacher 

Opinionnaire and The Excellent Principal Inventory. 

 The Perdue Teacher Opinionnaire.  The Perdue Teacher Opinionnaire (PTO) was 

developed to provide a comprehensive measure of teacher morale  The instrument not 

only yields a total score indicating teacher morale, but it also provides ten sub-scores 

which break morale into ten corresponding dimensions.  Because morale is 

multidimensional in nature, a one-dimensional perspective is inadequate as a means of 

identifying and measuring morale (Bentley & Rempel, 1980); consequently, measuring 

morale accurately calls for a complex analysis of its pertinent components. 

 Bentley and Rempel define morale as “professional interest and enthusiasm that a 

person displays toward the achievement of individual and group goals in a given 

situation.”  The instrument asks respondents to make qualitative judgments about people 

and conditions in their environment which have been determined relevant to morale.  The 

factors are as follows:    

 Factor 1: Teacher Rapport with Principal addresses feelings about the principal:  

professional competency, interest in teachers and their work, ability to communicate, and 

skill in human relations. 

 Factor 2: Satisfaction with Teaching pertains to teacher relationships with 

students and feeling of satisfaction with teaching.  According to this factor, the high 
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morale teacher loves to teach, feels competent in his or her job, enjoys the students, and 

believes in the future of teaching as an occupation. 

 Factor 3: Rapport among Teachers focuses on teacher’s relationships with other 

teachers.  The items here solicit the teacher’s opinion regarding the cooperation, 

preparation, ethics, influence, interests, and competency of his or her peers. 

            Factor 4:  Teacher Salary pertains primarily to the teacher’s feelings about salary 

and salary policies.  Are salaries based on teacher competency?  Do they compare 

favorably with salaries in other school systems?  Are salary policies administered fairly 

and justly, and do teachers participate in the development of  those policies? 

 Factor 5:  Teacher Load deals with such matters as record-keeping, clerical work, 

“red tape,” community demands on teacher time, extra-curricular activities, and keeping 

up to date professionally. 

 Factor 6: Curriculum Issues solicits teacher reactions to the adequacy of the 

school program in meeting student needs, in providing for individual differences, and in 

preparing students for effective citizenship. 

 Factor 7:  Teacher Status samples feelings about the prestige, security, and 

benefits afforded by teaching.  Several of the items refer to the extent to which the 

teacher feels he or she is an accepted member of the community. 

 Factor 8:  Community Support of Education deals with the extent to which the 

teacher feels the community understands and is willing to support a sound educational 

program. 
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 Factor 9:  School Facilities and Services has to do with the adequacy of facilities, 

supplies and equipment, and the efficiency of the procedures for obtaining material and 

services. 

 Factor 10:  Community Pressures gives special attention to community 

expectations with respect to the teacher’s personal standards, his or her participation in 

outside-school activities, and his or her freedom to discuss controversial issues in the 

classroom (Bentley & Rempel, 1980). 

 The The Perdue Teacher Opinionnaire (PTO) asks respondents to complete a 

survey in which they make qualitative judgments about various factors listed above.  The 

opinionnaire is comprised of 100 items which are appropriately weighted on a scale of 1-

4.  The four choices for each item are: Agree (A), Probably Agree (B), Probably Disagree 

(C), and Disagree (D).  The survey can be scored either by manual computation or 

computer software data analysis.  Bentley and Rempel specify that item responses are 

weighted for scoring in the following manner: 

a. When “AGREE” (A) is the keyed response (positive item), the weights are as 

follows: 

A       PA      PD     D 

                                      4         3         2       1 

 b. When “DISAGREE” (D) is the keyed response (negative item), the weights 

are: 

                                                                        A         PA        PD      D 

                                                             1            2          3         4 
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The respective factor scores are computed by summing the weights which have been 

assigned to the items belonging to that factor.  The total morale score is computed by 

summing the subscores on the ten morale factors (see Table 3.1) 

 The reliability of the PTO was determined by administering the survey to 3,023 

high school teachers in Indiana and Oregon.  Sixty Indiana schools and 16 Oregon 

schools were selected for participation.  After the initial administration, Bentley and 

Rempel waited four weeks and re-administered the opinionnaire.  Results indicated that 

the instrument’s reliability is very strong, with a range of .62-.88 for the various factors 

and a total score of .87. 

 The validity of the PTO was established by having the principals at the Indiana 

and Oregon schools report how they thought their respective faculties would respond to 

the various factors.  Median scores were used to compare the teachers’ responses with the 

responses of the principals.  Results indicated that the scores were not significantly 

different (see Table 3.3).  Bentley and Rempel (1980) have noted that: 

There is no relevant criterion on which to judge the validity of an 

instrument of this nature, except, to some extent, the relative 

performance of teachers.  Peer ratings, evaluations by 

administrators, etc., obviously have very limited relevance as a 

criterion of validity of teacher morale.  To the extent that 

teachers agree with one another, are self consistent in their 

ratings and content validity is exhibited, at least adequate validity 

may be assumed. 
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Table 3.1 
Perdue Teacher Opinionnaire: Morale Factor Scores and Total Morale Scores 
(Bentley & Remple, 1980) 

 
 
Factor Number     Number of Items                                  Factor Scores 
1. Teacher Rapport With Principal                   20                                                     80 
2.  Satisfaction With Teaching                         20                                                     80 
3.  Rapport Among Teachers                            14                                                     56 
4.  Teacher Salary                                               7                                                     28 
5.  Teacher Load                                               11                                                     44 
6.  Curriculum Issues                                          5                                                     20 
7.  Teacher Status                                               8                                                      32 
8.  Community Support of Education                5                                                      20 
9.  School Facilities and Services                      5                                                      20 
10. Community Pressure                                    5                                                      20 
                                                            _______                                         _________ 

100 Morale Score 400 
 
*Factor scores are based on the maximum weight of 4 points per item.                                  
 

 

 

The Excellent Principal Inventory.  The second instrument used for this study was 

The Excellent Principal Inventory (EPI) (see Appendix C).  The EPI was developed 

under the leadership of Dr. Gerald Bogen, Professor Emeritus of the Department of 

Educational Policy and Management at the University of Oregon, in 1988.    

 Three forms of the inventory were developed to assess the principal’s behavior: 1) 

the “self” version, to be completed by the principal: 2) the “other” version, to be 

completed by professional colleagues: and 3) the “classroom teacher” version, to be 

completed by the teachers supervised by the principal.  All three versions contain the 

same questions.  The third version is the one to be used in this research project. 

 The EPI contains questionnaire items reflecting the behaviors that constitute the 

values of effective leadership embodied in five commitments that characterize the 
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“excellent principal.”  These commitments and their 13 corresponding subcomponents 

are as follows: 

I.  Commitment to Student Success 

 A.  Demonstrating Respect for Students 

 B.  Pursuing All-Around Excellence 

II.  Commitment to Teaching and Learning 

 A.  Promoting Teaching and learning 

 B.  Supporting Continuous learning as a Lifetime Goal 

III.  Commitment to the School Staff 

 A.  Demonstrating Respect for the School Staff 

 B.  Helping Individuals Improve 

 C.  Building a Collegial Staff 

IV.  Commitment to Innovation 

 A.  Supporting Creativity 

 B.  Supporting Upward Communication 

V.  Commitment to Leadership 

 A.  Demonstrating Integrity 

 B.  Presenting Ideas 

 C.  Taking Responsibility 

 D.  Relating to External Constituencies 

 For the purpose of the research, the “teacher” version was administered to the 

classroom instructors.  The wording of the items in all three versions of the inventory are 

essentially the same.  Each inventory contains 89 Likert-scaled items, with the score of 
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the responses ranging from 1 to 4, with A) denoting Highly Dissatisfied, B) Dissatisfied, 

C) Neither Satisfied, and D) Satisfied.   The administration time ranged from 25 to 30 

minutes.   

 A total score and separate categorical scores were obtained for each of the five 

sections of the EPI.  The highest possible total score on the EPI is 445.  The statistical 

analysis report from this survey provided averages, database averages, and percentiles.   

 No formal validity or reliability testing has been conducted on the EPI, but a 

review of the contents of and the feedback on the inventory established that it has good 

face validity.  The EPI has been administered to several school principals in various 

districts across the United States, and the training evaluation feedback that Keilty, 

Goldsmith and Company has received has been outstanding.  The evaluations have been 

so outstanding that they led to training requests by other school district principals.  It is 

the company’s assessment that the consistency in evaluation feedback, the lack of 

reported ambiguity of the individual items, and the reported improvement in the 

leadership skills of principals by various trainees all suggest that the inventory is reliable 

and valid. 

 The EPI was selected as a measure of leadership behavior for four main reasons.  

First, the instrument provides five categories (commitments) and thirteen subcomponents 

that assess the leadership behavior of principals.  Second, the contents of the inventory 

are contemporary and aligned with the research on excellent schools and excellent school 

leaders (e.g., Short & Greer, 1997; Starratt, 1995.)  Third, whereas formal validity and 

reliability testing has not been conducted, the inventory has been widely used and 

assessed to be an effective tool in assessing leadership behavior.  Fourth, whereas formal 
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validity and reliability testing has not been conducted, the inventory has been widely used 

and assessed to be an effective tool in assessing leadership behavior. 

Data Collection Procedures 

The researcher communicated with the principal of each school and asked 

permission to attend one faculty meeting to distribute the survey instruments, explain the 

purpose and significance of the study, and assure the participants that all information 

would be held in the strictest confidence.  Data were collected from 250 elementary 

teachers, and the researcher collected all surveys after completion.   

Data Analysis 

The data were collected from the tabulated results of the questionnaires.  Tests 

were conducted to determine if a statistically significant correlation exists between 

leadership behavior and teacher morale using the Pearson Product-Moment correlation 

test with one dependent variable (teacher morale) and one independent variable 

(principal’s leadership behavior).  The Statistical Package for the Social Sciences (SPSS) 

was also used to analyze the collected data.   

Summary 

 Two instruments, the Perdue Teacher Opinionnaire and the Excellent Principal 

Inventory, were evaluated and found to be effective for collecting and analyzing data to 

assess the correlation between teacher morale and principals’ leadership style in a rural 

elementary school setting. An ex post facto research design was determined to be the best 

approach to obtain the most valid results.  
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CHAPTER 4 

REPORT OF DATA AND DATA ANALYSIS 

Introduction 

The data were collected from the tabulated results of the questionnaires.  Tests 

were conducted to determine if a statistically significant correlation exists between 

leadership behavior and teacher morale using the Pearson Product-Moment correlation 

test with one dependent variable (teacher morale) and one independent variable 

(principal’s leadership behavior).  The Statistical Package for the Social Sciences (SPSS) 

was also used to analyze the collected data.  

The data used for this study consist of information gathered from teachers from 

four elementary schools in the public school system located in a rural county south of 

metro Atlanta.  The research site was well grounded, with little turnover in teachers.  

Each teacher surveyed had at least one year of experience and each of the four 

elementary schools had at least 40-88 certified staff members.  

The researcher communicated with the principal of each school and asked 

permission to attend one faculty meeting to distribute the survey instrument, explain the 

purpose and significance of the study, and assure the participants that no information 

would be identifiable from specific individuals.  Data were collected from at least 250 

teachers within the county from each of the five elementary schools by administering two 

different confidential questionnaires.  The researcher delivered the questionnaires during 

a planned faculty meeting and collected them before the meeting ended.   
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Research Questions 

1.  Is there a significant relationship between leadership style of rural elementary 
principals and teacher morale? 
 
2. Which leadership characteristics do teachers respond to most positively and/or 

negatively? 
 

Research Design 

The two instruments used were The Perdue Teacher Opinionnaire and The 

Excellent Principal Inventory. 

The Perdue Teacher Opinionnaire.  The Perdue Teacher Opinionnaire (PTO) was 

developed to provide a comprehensive measure of teacher morale  The instrument not 

only yields a total score indicating teacher morale, but it also provides ten sub-scores 

which break morale into ten corresponding dimensions.  Because morale is 

multidimensional in nature, a one-dimensional perspective is inadequate as a means of 

identifying and measuring morale (Bentley & Rempel, 1980); consequently, measuring 

morale accurately calls for a complex analysis of its pertinent components. 

The Excellent Principal Inventory.  The second instrument used for this study was 

The Excellent Principal Inventory (EPI) (see Appendix C).  The EPI was developed 

under the leadership of Dr. Gerald Bogen, Professor Emeritus of the Department of 

Educational Policy and Management at the University of Oregon, in 1988.   

Respondents 

Two hundred and fifty surveys were distributed; 118 Excellent Principal 

Inventories were returned, and 122 Perdue Teacher Opinionnaires completed from each 

survey.  However, some of the returned surveys were unusable, and some were returned 

blank. 
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Findings 

Research Question 1.  Is there a significant relationship between leadership style of rural 

elementary principals and teacher morale? 

There was a survey response rate of 47% (118 of 250 respondents). 
 
Teachers were asked to respond to the 88-item EPI survey by selecting one 

response from a four-point Likert scale, where 4 represented Satisfied and 1 represented 

Highly Dissatisfied. Because category responses deviated slightly, the resulting behavior 

means and rates were interpreted according to the scale below. 

 
Figure 4.1 
Teacher Morale and Satisfaction of Leadership Behavior 
 
                         
Highly Dissatisfied Neither Satisfied  Satisfied 

                       
Dissatisfied  Nor Dissatisfied  

    
1.00  1.80   2.80         3.50            4.00  Mean  
(0)  (45)   (70)         (88)            (100)  Rate 
 
 

The overall behavior score and 13 associated leadership behavior scores all 

indicate that teachers are not satisfied with the leadership behaviors of their principals. 

The overall behavior has a mean response and rate level of 3.26 and 81 respectively, 

while the mean scores of all the associated leadership behaviors range from 2.89 to 3.44  

[See Tables 4.1 and 4.2].  All results fall within the “Neither Satisfied Nor Dissatisfied” 

scale range as seen above.  Although no behaviors were aggregately rated at the 

dissatisfied level, teachers responded most negatively to Demonstrating Integrity (μ = 

3.20), Demonstrating Respect for the School Staff (μ = 3.15), and Supporting Upward 

Communication (μ = 2.89). [See Table 4.2]. All three leadership behaviors are at a level 
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below 80. [See Figure 4.1].  These data clearly indicate that the teachers are not feeling 

supported by their principals and that there is a disconnection between the principals and 

the teachers. 

While no behaviors were found “satisfying” by the respondents, the most positive 

associated leadership behaviors were Demonstrating Respect for Students (μ = 3.44) and 

Promoting Teaching and Learning (μ = 3.42). It should be noted that, from the teachers’ 

perspective, the most positive overall commitment lies in Student Success (μ = 3.41). The 

data indicate that teachers do not doubt their principals’ commitment to the students or to 

teaching and learning. [See Table 4.2]. 

Because there was a significant amount of variability in all commitments and 

leadership behaviors, the survey data were divided into subgroups (or quartiles) to further 

determine the teachers’ perception of their principals. The top 25 percent of respondents 

(or 75th percentile) reported, as a group, Satisfaction (4.00) in every category although 

there were no mean scores in the “satisfied” range level.  The lower 25 percent of the 

respondents (or 25th percentile) reported neutral (3.00) in all but one category.  In this 

lone category--Commitment to Innovation--this group was dissatisfied (2.00), in 

particularly with Supporting Upward Communication. [See Table 4.2]. 
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Figure 4.2 
Excellent Principal Inventory Commitment Levels 
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Table 4.1 
Excellent Principal Inventory – Leadership Behavior Scores and Levels by Category 

 
    

CCOOMMMMIITTMMEENNTTSS  AANNDD  
SSUUBBCCOOMMPPOONNEENNTTSS 

MMAAXXIIMMUUMM  
PPOOSSSSIIBBLLEE  

BBEEHHAAVVIIOORR  
SSCCOORREE  PPEERR  

RREESSPPOONNDDEENNTT

TTOOTTAALL  
PPOOSSSSIIBBLLEE  EEPPII

SSCCOORREESS  
(N=118) 

AACCTTUUAALL  
TTOOTTAALL  EEPPII  

SSCCOORREESS  
(N=118) 

BBEEHHAAVVIIOORR  LLEEVVEELL 

I. Commitment to Student Success 
(14) 
 

56 6608 5628 85.2 

A. Demonstrating Respect for 
Students (6) 24 2832 2434 85.9 

B. Pursuing All Around Excellence 
(8) 32 3776 3194 84.6 

II. Commitment to Teaching and 
Learning (12) 
 

48 5664 4753 83.9 

A. Promoting Teaching and Learning 
(6) 24 2832 2421 85.5 

B.  Supporting Continuous Learning 
as a Lifetime Goal (6) 24 2832 2332 82.3 

III. Commitment to the School Staff 
(23) 
 

92 10856 8771 80.8 

A. Demonstrating Respect for the 
School Staff (7) 28 3304 2602 78.8 

B. Helping Individual Improve (7) 28 3304 2680 81.1 
C. Building a Collegial Staff (9) 36 4248     3489 82.1 
IV. Commitment to Innovation (16) 
 64 7552 5848 77.4 

A. Supporting Creativity (10) 40 4720 3814 80.1 
B. Supporting Upward 
Communication (6) 24 2832 2034 71.8 

V.  Commitment to Leadership (23) 
 92 10856 8764 80.7 

A. Demonstrating Integrity (5) 20 2360 1886 79.9 
B. Presenting Ideas (7) 28 3304 2672 80.9 
C. Taking Responsibility (5) 20 2360 1916 81.2 
D. Relating to External 
Constituencies (6) 24 2832 2290 80.9 

Total EPI Score 
Behavior 

Score  
= 352 

Possible 
Score  

= 41536 

Actual Score  
= 33764 81.3 

Means were based upon a four-point Likert scale with a mean of 1 indicating Highly Dissatisfied, 2 
indicating Dissatisfied, 3 indicating Neutral (Neither Satisfied or Dissatisfied) and 4 indicating Satisfied. 
( ) = Number of survey questions 
Maximum Possible Behavior Score = Number of survey questions x Maximum Possible Scale Response  
Total Possible EPI Score = N Respondents x Maximum Possible Behavior Score 
Actual EPI Score = Sum of Actual Behavior Scores for all Respondents 
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Table 4.2 
Excellent Principal Inventory – Mean, Standard Deviation, and Percentiles by Category 

 
 

   PPEERRCCEENNTTIILLEE 

CCOOMMMMIITTMMEENNTTSS  AANNDD  SSUUBBCCOOMMPPOONNEENNTTSS MMEEAANN SSTTAANNDDAARRDD  
DDEEVVIIAATTIIOONN 2255TTHH   7755TTHH   

I. Commitment to Student Success 
 3.41 0.93 3 4 

   A. Demonstrating Respect for 
Students 3.44 0.96 3 4 

   B. Pursuing All Around Excellence 3.38 0.91 3 4 
II. Commitment to Teaching and 
Learning 
 

3.36 0.91 3 4 

   A. Promoting Teaching and Learning 3.42 0.91 3 4 
   B.  Supporting Continuous Learning 
as a Lifetime Goal 3.31 0.91 3 4 

III. Commitment to the School Staff 
 3.23 0.98 3 4 

   A. Demonstrating Respect for the 
School Staff 3.15 1.05 3 4 

   B. Helping Individual Improve 3.24 0.93 3 4 
   C. Building a Collegial Staff 3.29 0.96        3 4 
IV. Commitment to Innovation 
 3.11 1.05 2 4 

   A. Supporting Creativity 3.24 0.99 3 4 
   B. Supporting Upward 
Communication 2.89 1.11 2 4 

V.  Commitment to Leadership 
 3.25 1.03 3 4 

   A. Demonstrating Integrity 3.20 1.04 3 4 
   B. Presenting Ideas 3.24 1.04 3 4 
   C. Taking Responsibility 3.25 1.03 3 4 
   D. Relating to External Constituencies 3.29 1.01 3 4 
Total EPI Score 3.26 0.99 3 4 

Means were based upon a four-point Likert scale with a mean of 1 indicating Highly 
Dissatisfied, 2 indicating Dissatisfied, 3 indicating Neutral (Neither Satisfied or 
Dissatisfied) and 4 indicating Satisfied. 
 

There was a survey response rate of 49% (122 of 250 respondents). 
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Level of Teacher Morale 
 

Teachers were asked to respond to the 100-item PTO by selecting one response 

from a four-point Likert scale, where 4 represented high morale and 1 represented low 

morale. Because category responses deviated slightly, the resulting factor morale means 

and rates were interpreted according to the scale below. 

 

Figure 4.3 
Overall Teacher Morale Scores 
 
                         
Low Moderately Moderately High  

                       
Morale Low Morale High Morale Morale 

    
1.00  1.80       2.80   3.50            4.00  Mean  
(0)  (45)        (70)   (88)            (100)  Rate 
 
 

The overall morale scores indicate that teachers have moderately low morale with 

a mean of 2.27 or rate level of 57 [see Figures 4.3-4.4].  The mean scores for the ten 

associated teacher morale factors ranged from 1.85 to 3.27 indicating that some factors 

fall into the moderately low morale range and some fall into the moderately high morale. 

Although the low levels of morale (μ < 1.80) were not found in any of the 10 factors, the 

lowest morale scores were reported for Rapport Among Teachers (μ = 1.85) and 

Community Support of Education (μ = 1.99). These factors also had some of the least 

amount of variability of all ten factors, 0.91 and 0.92, respectively. This shows that most 

teachers, consistently, feel these factors affect their morale the most. There were also no 

factors found in the high moral level range, but the more positive morale responses were 

found in Teacher Load (μ = 2.79) and Community Pressure (μ = 3.27). These factors 
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have the least effect on teacher morale level. It should be noted that teachers do not feel 

pressure from the community, but they also do not get community support for education. 

There appears to be a disconnection between the community and these schools [see Table 

4.14]. 

Because there was a significant amount of variability in all ten morale factors, the 

survey data were divided into subgroups (or quartiles). The top 25 percent of respondents 

(or 75th percentile) reported high morale (4.00) in Teacher Load and Community Pressure 

although there were no mean scores in the High Morale range level. Twenty-five percent 

of the respondents (or 25th percentile) had overall low morale (1.00). This group had low 

morale for seven of the ten factors:  Teacher Rapport with Principal, Satisfaction with 

Teaching, Rapport Among Teachers, Teacher Salary, Teacher Status, Community 

Support of Education, and School Facilities and Services. Two factors, Curriculum Issues 

and Teacher Load, were reported by the teachers to generate moderately low morale 

while Community Pressure generated moderately high morale. [see Table 4.3] 

Teachers reported that the factor that affects morale the least is Community 

Pressure. The lower quartile (lower 25%) of respondents fell in the moderately high 

morale level (3.00) while the upper quartile (highest 25%) of respondents fell in the high 

morale level (4.00). This contributed to the Community Pressure factor reporting the least 

amount of variability of all factors at .085. 

  The overall and specific commitment response continues to show that the  
 
leadership behaviors show the most support for student success and teaching and learning  
 
while innovation is not perceived in the most positive light. [See Figures 4.5 – 4.11].  
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Three subcomponents received “satisfaction” by more than 60% of the respondents: 

Respect for Students (69.9%), Promoting Teaching and Learning (64.1%), and Pursuing 

All Around Excellence (61.2%). The majority of the subcomponents were rated 

“satisfactory” by between 50% to 59%.  Only one subcomponent, Supporting Upward 

Communication, was rated lower; it was rated favorably by less than 40% of teachers 

[See Figure 4.11]. 
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Table 4.3 
Purdue Teacher Opinionaire – Morale Scores and Levels by Factor 
 

  
Morale Factor and 

Total Morale Scores 
(Bentley & Remple, 1980) 

  
 

FFAACCTTOORR  NNUUMMBBEERR NNUUMMBBEERR  OOFF  
IITTEEMMSS 

FFAACCTTOO
RR  

SSCCOORREESS

TTOOTTAALL  
PPOOSSSSIIBBLLEE  
FFAACCTTOORR  
SSCCOORREESS  
(N=122) 

AACCTTUUAALL  
TTOOTTAALL  

FFAACCTTOORR  
SSCCOORREESS  
(N=122) 

MMOORRAALL  
LLEEVVEELL 

1. Teacher Rapport with Principal 20 80 9760 5682 58.2 
      
2. Satisfaction with Teaching 20 80 9760 4964 50.9 
      
3. Rapport Among Teachers 14 56 6832 3151 46.1 
      
4. Teacher Salary 7 28 3416 2039 59.7 
      
5. Teacher Load 11 44 5368 3738 69.6 
      
6. Curriculum Issues 5 20 2440 1474 60.4 
      
7. Teacher Status 8 32 3904 2045 52.4 
      
8. Community Support of 
Education 5 20 2440 1211 49.6 

      
9. School Facilities and Services 5 20 2440 1381 56.6 
      
10. Community Pressure 5 20 2440 1986 81.4 
      
      

 
Total  
Items 
=100 

Moral
e 

Score  
= 400 

Possible 
Score 

=48800 

Actual 
Score 

=27671 
56.7 

      
Means were based upon a four-point Likert scale with a mean of 1 indicating low morale and a mean 
of 4 indicating high morale. 
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Figure 4.4 
Purdue Teacher Opinionnare - Morale Factor Levels 
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Table 4.4 
Purdue Teacher Opinionnaire – Mean, Standard Deviation, and Percentiles by Factor   

 
 

   PPEERRCCEENNTTIILLEE 

MMOORRAALLEE  FFAACCTTOORR MMEEAANN SSTTAANNDDAARRDD  
DDEEVVIIAATTIIOONN 2255TTHH   7755TTHH   

Teacher Rapport with Principal 2.33 1.12 1 3 
     
Satisfaction with Teaching 2.04 1.12 1 3 
     
Rapport Among Teachers 1.85 0.91 1 2 
     
Teacher Salary 2.39 1.12 1 3 
     
Teacher Load 2.79 1.16 2 4 
     
Curriculum Issues 2.42 1.07 2 3 
     
Teacher Status 2.10 1.04 1 3 
     
Community Support of 
Education 1.99 0.92 1 2 

     
School Facilities and Services 2.26 1.12 1 3 
     
Community Pressure 3.27 0.85 3 4 
     
     
Total PTO Score 2.27 1.12 1 3 
     

 
Means were based upon a four-point Likert scale with a mean of 1 indicating low 
morale and a mean of 4 indicating high morale. 
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Figure 4.5 
Excellent Principal Inventory – Teacher Survey Results: Overall Commitment and 
Leadership Behavior Results 
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Nearly 56% of teachers responded favorably to the Leadership Behavior while 20% was 
dissatisfied to some degree.
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Figure 4.6 
Excellent Principal Inventory – Teacher Survey Results: Commitment to Student Success 
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Nearly two-thirds of the respondents are satisfied with the leadership behavior as it 
relates to a commitment to student success. 
 
 
 
Figure 4.7 
Excellent Principal Inventory – Teacher Survey Results: Commitment to Teaching and 
Learning 

 

59.2%

24.7%

9.3%
6.8%

0.0%

20.0%

40.0%

60.0%

80.0%

Satisfied Neither Satisfied nor Dissatisfied Dissatisfied Highly Dissatisfied

 
 
Almost 60% of teachers are satisfied with the leadership as it relates to teaching and 
learning.
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Figure 4.8 
Excellent Principal Inventory – Teacher Survey Results: Commitment to Leadership 
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More than 40% of the respondents are not satisfied with the principal’s commitment to 
leadership. 
 
 
Figure 4.9 
Excellent Principal Inventory – Teacher Survey Results: Commitment to the School Staff 
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While just over 50% of the respondents are satisfied with the principal’s commitment to 
school staff, over twenty percent of the respondents are dissatisfied, to some degree. A 
quarter is neither satisfied nor dissatisfied.  
 
 
Figure 4.10 
Excellent Principal Inventory – Teacher Survey Results: Commitment to Innovation  
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Over 50% of the teachers responded unfavorably to a commitment to innovation. Of this 
group, approximately half was dissatisfied to some degree. 
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Figure 4.11 
Excellent Principal Inventory: Leadership Behaviors 

 
Histograms of the Principal Leadership Behaviors survey data appear in the figures 
below. There were 118 actual respondents. The survey return rate was 47 percent. 
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Histograms of the Principal Leadership Behavior subcomponent survey data appear in the 
figures below. There were 118 actual respondents. The survey return rate was 47 percent. 
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Histograms of the Principal Leadership Behavior survey data appear in the figures below. 
There were 118 actual respondents. The survey return rate was 47 percent. 
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Histograms of the Principal Leadership Behavior survey data appear in the figures below. 
There were 118 actual respondents. The survey return rate was 47 percent. 
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Research Question 2.  Which leadership characteristics do teachers respond to most 

positively and/or negatively? 

The overall morale level shows that over 60% of teachers have some  
 
degree of low morale [See Figure 4.12]. Specifically, almost 60% of teachers are affected  
 
negatively by their rapport with their principal (Factor 1) while over 80% are affected  
 
negatively by teacher rapport (Factor 3). The lack of community support for education  
 
(Factor 8) also contributes to low teacher morale. Seventy-eight percent reported a low  
 
morale level for this factor. Factors 1, 3, and 8 are probably big contributors to 
 
the lack of satisfaction with teaching--70% report some degree of low morale as seen in  
 
Factor 2. Teacher Status (Factor 7) affects morale negatively with 70% reporting low  
 
morale. This factor is directly linked to the leadership behavior related to supporting  
 
upward communication. Teacher salary (Factor 4) and Curriculum Issues (Factor 6) are  
 
not strong factors in teacher morale, as the responses were proportionally spread. 
  
The two factors that are impacting low teacher morale the least are Teacher Load  
 
(Factor 5) and Community Pressure (Factor 10), with 63% and 85% responding  
 
favorably, respectively [See Figure 4.13]. 
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Figure 4.12 
Purdue Teacher Opionionnaire – Teacher Survey Results: Overall Teacher Morale 
Results 
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Over 60% of teachers have some level of low morale.  At the other end of the spectrum, 
only 20% report high morale. 
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Figure 4.13 
Purdue Teacher Opinionnire – Teacher Morale  

 
Histograms of the teacher morale survey data appear in the figures below. There were 
122 respondents. The survey return rate was 49 percent. 
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Histograms of the teacher morale survey data appear in the figures below. There were 
122 respondents. The survey return rate was 49 percent.  
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Histograms of the teacher morale survey data appear in the figures below. There were 
122 actual respondents. The survey return rate was 49 percent. 
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Correlation Data 

There is a positive relationship between the leadership behaviors of principals and 

teacher morale, as depicted in Figure 4.14.  As principal leadership behaviors more 

positive, the morale of teachers also increases. The reverse is also true. When the 

leadership behaviors are more negative, the spirit and drive for teaching also decreases.  

The Pearson correlation coefficient is .857, which indicates a statistically 

significant relationship between the two variables, demonstrating that principal leadership 

behaviors and teacher morale are strongly related.  

 In order to determine which leadership behaviors have the greatest and least 

influence on teacher morale, an analysis was conducted on the specific leadership 

behaviors. Further analysis was conducted to determine which behaviors teachers 

respond to most positively and most negatively. 
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Figure 4.14 
Correlation Between Leadership Behavior and Teacher Morale 
 

  
 

Summary 
 
 A total of 118 staff members completed the EPI, and 122 staff members 

completed the PTO survey for this research.  The responses to the survey questions were 

tabulated, and the Pearson Product-Moment correlation test used one dependent variable 

(teacher) morale) and one independent variable (principal’s leadership behavior).  The 

Statistical Package for the Social Science (SPSS) was used as well to analyze the 

collected data. 
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CHAPTER 5 
 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

Summary 

 The purpose of this study was to determine if a significant relationship exists 

between the leadership style of rural elementary principals and teacher morale, and to 

determine the specific leadership characteristics teachers respond to most positively 

and/or negatively.  This chapter presents a summary of findings, a conclusion, practical 

implications, and recommendations. 

 Leadership has been defined by authors throughout this dissertation as the process 

of providing influential direction for the sake of achieving organizational goals and 

objectives. The literature suggests that a relationship exists between leadership behavior 

and staff morale and job satisfaction, and it has been hypothesized that principals who 

consciously practice transformational leadership behaviors have a positive impact on the 

morale and productivity of their teachers.  This study explores the soundness of the 

hypothesis and provides data for school leaders who strive to develop innovative 

leadership styles that will empower their teachers and improve morale.  Principal 

behavior was defined as the leadership behavior of elementary principals as measured by 

the Excellent Principal Inventory (EPI).  Morale was defined as the professional interest 

and enthusiasm that a person displays toward the achievement of individual and group 

goals in a job situation as measured by the Perdue Teacher Opinionnaire (PTO). 

The literature review revealed that whereas there is empirical evidence supporting 

a positive relationship between morale, which is defined as the professional interest and 

enthusiasm that a person displays toward the achievement of individual and group goals 
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in a given job situation (Bentley & Rempel, 1980), and productivity, one cannot assume 

that there is a direct cause-and-effect relationship. While no one leadership style is 

effective in all situations, the literature review supports the notion that effective school 

leaders forge collaborative relationships which have the power to influence school 

climate and outcomes.  However, many studies also relate teacher stress to leadership 

style (Davis & Wilson, 2000; Fanning, 1997; Harris, 1999). 

 Leadership behavior clearly impacts teacher morale, and a positive relationship 

between leadership behavior and teacher morale is evident in several areas.  The findings 

support the assumption that teacher morale can be predicted on the basis of the leadership 

style asserted by the principal.  Principals who use a participatory style of leadership are 

more likely to have more satisfied and productive teachers than principals who use an 

autocratic style of leadership. 

The research questions guiding this study were 1) Is there a significant 

relationship between leadership style of rural elementary principals and teacher morale? 

and 2) Which leadership characteristics do teachers respond to most positively and/or 

negatively? 

The procedures for this study included the use of two surveys:  the Excellence 

Principal Inventory and The Perdue Teacher Opinionnaire, which were completed by 

teachers in four different elementary schools at a faculty meeting. Validation for the 

surveys was provided by experts in the field of morale and leadership behavior.  Surveys 

were collected with a 47% - 49% response rate and analyzed using Pearson Product-

Moment correlation and the SPSS program. 
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Analysis and Discussion of Research Findings 

The research questions and the findings are as follows: 

1. Is there a significant relationship between leadership style of rural elementary  
 
principals and teacher morale? 
 

 Regarding the effective implementation of mandated accountability requirements, 

Okafor-Ufondu (2005) listed creating a positive school climate and improving teacher 

morale as one of the most important skills for administrators.  The research revealed that 

there is a positive relationship between the leadership behaviors of principals and teacher 

morale, as depicted in the graph.  As principals’ leadership behaviors increase and are 

more positive, the morale of teachers also increases. The reverse is also true. When the 

leadership behaviors are more negative, the spirit and drive to teach also decrease.   

Harris (1999) also studied stress levels in schools and their effects on teachers and 

the school environment, observing that “teachers’ stress is a multifaceted problem and 

principal leadership style is one contributing factor” (p. vii).  The Pearson correlation 

coefficient was .857, which indicates a statistically significant relationship between the 

two variables, demonstrating that principal leadership behaviors and teacher morale are 

strongly related.  The same information can be seen in the overall response to leadership 

behavior and teacher morale:  45% of teachers were not satisfied, and more than 60% of 

teachers are affected negatively by their lack of rapport with their principal.  This is 

further depicted in factor 1: teacher rapport with principal. The data show that, regarding 

overall commitment and leadership behavior, more than 20% of teachers were 

dissatisfied with leadership behavior to some degree, while almost 45% responded 
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negatively.  The overall teacher morale results shows that 60% of teachers have some 

level of low morale.   

2) To what leadership characteristics do teachers respond most positively and/or 

negatively? 

Chiang (2003) has observed that administrators rank building positive 

relationships with faculty and staff members as the most important skill for building a 

positive climate.  Carsten (2003) researched communication strategies for building 

positive relationships and defined them as “disseminator/moderator, healer/supporter, 

symbol, visionary, storyteller, and promoter” (p. ii).  This research suggested these 

leadership activities maintained “high visibility, personal connections with the staff and 

students, positional influence and holding staff accountable” (p. ii).  Carsten suggested 

providing “community meetings, equal treatment of both classified and certificated 

personnel, clearly defining core values, and maintaining a full line of communication 

with teachers who are off track” (p. ii).  It clearly revealed through the research that only 

20% of teachers fall at the other end of the spectrum, exhibiting high morale.  Factors 1: 

Teacher rapport with principal, Factor 3: Rapport Among Teachers, Factor 7: Teacher 

status, and Factor 9: School and Facilities and services all contributed to low teacher 

morale as it relates to Factor 2:  Satisfaction with teaching.  No behaviors were found 

“satisfying” by the respondents; the most positive leadership behaviors were 

Demonstrating Respect for Students (μ = 3.44) and Promoting Teaching and Learning (μ 

= 3.42).  It should be noted that, from the teachers’ perspective, the most positive overall 

commitment lies in Student Success.  The data clearly indicate that teachers are not 
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feeling supported by their principals and that there is a partial disconnection between the 

principals and their staff.   

Conclusion 

 Although this study represents a small section of teachers in rural Georgia, the 

findings can be generalized to similar settings and populations.  The literature supports 

the fact that it takes many leadership behaviors to support positive morale and for 

teachers need to feel supported.  To promote positive teacher morale, the leader must 

exhibit many different leadership behaviors; there is no set list of behaviors that a 

principal must exhibit, but a collection of behaviors, including empowering others and 

sharing leadership, are the most important.  Above all, the teachers must feel that their 

feelings and opinions matter. 

Implications 

  The findings in this study serve to further solidify the abundance of research that 

states that leadership behavior impacts the organization’s morale.  This implies that the 

teachers’ morale is a direct reflection of the teachers’ perceptions of the principal’s 

leadership behavior.  If teachers assess the principal’s leadership behavior as very good, 

they will generally display high morale; and the reverse of that is also true.  In other 

words, the morale of a school can be predicted on the basis of the teachers’ perception of 

the principals’ leadership behavior.  Educators could use this information to further train 

leaders how to support and empower their teachers and make them feel that their opinions 

matter.  School systems will need to develop plans to evaluate principals regarding 

leadership behaviors or even study those principals who have successful test scores and 

low teacher turnover.  Teachers will similarly benefit from considering this study’s 
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findings, which may help them work more collaboratively with their principals.  In 

addition, policy makers can use this information when creating job descriptions and lists 

of qualifications. 

It can also be implied that it takes a combination of different leadership behaviors 

to maintain teacher morale, not just one leadership behavior in isolation.  True 

collaboration between the leader and classroom teacher is essential for positive teacher 

morale. 

 The underlying implication is that the morale of an organization may operate in 

either a one-dimensional fashion or in a multidimensional fashion. It is imperative that 

the school principal assess teacher morale within the building and address it on the basis 

of its behavioral profile.  Further, it is important to remember that managing morale is a 

process, and cannot be viewed as a set prescription.  There is no written diagram for 

managing morale; rather, it is an ongoing process utilizing a wide array of behaviors. 

 In the research there is a resonating echo that combinations of different leadership 

behaviors contribute to effectively supporting school staff.  There is not one behavior that 

stands out as a behavior that will always keep staff morale level at all time high.  

However, in Happy Valley the teachers are overall dedicated to the students and their 

education, so test scores reflect their dedication.  It takes a combination of leadership 

behaviors to effectively maintain teacher morale. 

  The student achievement level of students of these Happy Valley elementary schools 

has been examined.  The figures in the appendices demonstrate the historical 

achievement level of students in reading, Language Arts, and mathematics on the state-

mandated assessment, Criterion-Referenced Competency Test (CRCT).  All students in 
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grades 1 through 5 were assessed. Students who failed the test were categorized as “Does 

Not Meet Standard.”  Students who passed and were considered proficient were 

categorized as “Meets Standard” while advanced proficient students fell into the category 

referred to as “Exceeds Standard.” 

  The vertical black bar appearing in each figure indicates the state’s change in 

curriculum from the Quality Core Curriculum (QCC) to the Georgia Performance 

Standards (GPS).  The performance levels are color-coded in each figure. The “Does Not 

Meet Standard” category appears red, “Meets Standard” appears in yellow, and “Exceeds 

Standard” appears in green. 

 The data clearly support the assertion that leadership behaviors that show the 

principal’s support for student success and the promotion of teaching and learning are 

effective--the students succeed, and teaching and learning takes place. Improvement has 

occurred at every grade level over the course of the last few years. In 2007, more than 

90% of students met or exceeded the standards in reading, Language Arts, and 

mathematics in grades 1 and 2. In grade 3, 88% or better met or exceeded standards in all 

three areas, while 89% of 4th graders met or exceeded standards. Ninety-percent or better 

met or exceeded standards in grade 5 in reading, Language Arts, and Mathematics. [See 

Appendices]. 

Recommendations 

 If this study is replicated, it is recommended that a larger population be used, as a 

larger population would allow for a better generalization of the data.  It may also be 

relevant to see if the socioeconomic status, race, or gender of the students of the school 

would make a difference in this study.  Moreover, it could be helpful to identify each 
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school with a particular code and to identify the gender of the principal.  Further research 

is needed to explore whether morale is one-dimensional or multidimensional.  More 

research is also needed to explore morale and leadership behavior with a pre and post 

assessment.  The post assessment could follow a specific set of interventions/treatments 

that seek to improve and enhance principal/leadership behaviors and teacher morale.   
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