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A STUDY OF PRINCIPAL LEADERSHIP
STYLE ADAPTABILITY AND TEACHER USE

OF EFFECTIVE TEACHING SKILLS




Chapter %
Introduction
"The next few yeara wilil presgnt ua with the best
opportunity we will have during thia century to improve

American Education.* - Ernest Boyer

The 1980“s have evoived as an era of achool reforn

in responzse to such reports as Nation at Risk from
the National Commisaion on Excellence in Education

(1983), Hiqgh School: A Report on_Secondary Education

in America by Erneat Boyer (1983}, A Place Called

School by John Goodlad © (1984, and Horace’s
Compromigses Thee Dilemma of the American Schéol by
Thecdore R. Sizer (1984). These reports and booka paint
a painful picture of American aschoole gone aoft, of drab
teachersa in drab facilitiesa, end teaching goals
substantiaily different frem those in curriculumn
docunenta (Cawelti, 1983; Francke, 1983).

In light of the recent reports dramatizing <the
plight of American schools, educatora are expected to
addreas the critical isauea of curricuium, students and
learning, teachers and teaching, school organization and
management, leadership, and quality. In response to the
problem, =achool diastricta initiated achool improvement
programs based on sastudiea of achool effectiveneasn

.(Cohen, 1983; Good and Brophy, 1985; Purkey and Smith,

m
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1983); ataff development <(Joyce and Showersa, 1980);
principal leaderahip <(Dwyer, Lee, Rowan and Bassert,
1983); and effective teaching practicea <(Brophy, 1979:
Guakey, 1985). Thia increasingly convergent research ia
detailed in identifying factora related to achool
improvement, but, atteﬁpting to put theae atrategiea into
practice is at once simple and complex.

There are many achoola around the country where
careful, thoughtful efforts to improve achools have
been implemented, accruing benefits to students,
teachera, and the school as a whole (Loucks, 1983). Many
of these improvement plens have combined research on
effective teaching akills and astaff development programs.

Ultimately these ataff development effortas are effected

by the quality of leadership in a school buiiding.

There appears to be aufficient evidence in the
existing body of 1literature to determine effective
teaching skills, the appropriate way to implement a gtaff
development program and the importance of administrative
leadership. There ia, however, a need to link theszse
three constructs and detexrmine if there is a relationship
between the auccesas of a ataff development program in

effective teaching and principal leadership.




Theoretical Rationale

This astudy i1ias based on the premise that the
principal’s leadership atyle adaptability ia a key to the
implementation of a stafsf development program,
apecifically a ataff development program in effective
teaching akilla. To aupport thia, three constructa must
be examinad - effective teaching skills, ataff
development, and leaderahip.
Research on Effective Teaching

Histcricallé. teaching practices are said to be
traditional and reflective of the culture of each country
(Gage, 1963). Teachers tend Ito model their former
teachera and it is difficult to find evidence that
teachera teach the way they were trained, Gage (1963}
pointa out that formal teaching methods were derived from
rhiloavphical traditiona such as waas aeen in the work of
Froebel and later manifeated in Geatalt and clinical
paychology. Greenhoe (19413, Brookovér {1953, 1955y,
Warner, Havigurat, and Leob (1944) suggeat a teacher’s
asocial claaa may effect how he teachea (Gage, 1963).

Until recenﬁly;- it was very difficult to make
generealizations about effective teaching practicea from
the research on teaching and learning. Many of the early
atudies were done in the laboratory with animala and
college atudents <(Gage, 1963). In a&addition, the

experimental variables that were manipulated were learner
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rather than teacher variables.

Fortunately, reseaxrch on inatyuction over the last
fifteen years has given teacher educators a body of
research literature which bears a relationahip to real
clasarcoom life <(Griffin, Barnes, 0’ Neal, Definoc and
Hukill, 11984). pAccording to Rozsenshine and Furat (1973),
this research hasg followed the "descriptive-
correlational-experimental" loop of first deacribing
teaching saskiills, then relating the teaching skills to
student growth and finally testing the teaching akills in
a controlled situation.

Researchers observed and analyzed which teaching
behaviors characterized "effective™ eand "“ineffective"
teachers <(Good and Grouws, 1979; Brophy and Everston,
1974; Steallings, 1975; Anderson, Evertson and Emmer,
i1980). Effective teachers have been identified as thoae
whose students hed consistentiy higher residual gain on
achievement tests. As research evolved and a Qtructured
methodology of syatematic observation and non-evaluative
record of classroom events was utilized by reaearchers,
aome teacher behaviors were found to be congruent with
higher student achievement eapecially in the areaas of
reading and mathematics at the elementary level (Good and
Grouws, 1979; Anderson, Evertaon and Brophy, 1979).

The teaching behavior-student achievement research
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forma a base on which to build a structure of teacher
effectivgness (Medley, 1979 Gage, 1984), Studiea have
included different grade levela and addresa different
" mapects of classroom life: academnic learning time
(Fisher, et al, 1873); clasaroom management <(Kounin,
1970; Brophy, 1983; Emmer, Evertsaon, étanford and
Claments, 1983):; influencing student behavior through
teacher feedback (Brophy, 1981); teacher expectations
(Brophy and Good, 1974); and instruction-functiona of
teaching (Good, 1983: Rosenahine, 1983); In addition,
studies have tied certain teaching strategiea to stu&ent
achievement.

If in the reaearch and literature succesaful teacher
practices are atudied, common functions can be identified
and several medela of effective instruction emerge.
Rosenshine (1985) put together ideas from many studies in
his analyais of teacher effectiveness and developed a
list of six major functiona of teaching:

1. Daily review, checking previouas day~’a work and
reteaching (if necessary’.

2. Presenting new content/akilla.

3. 1Initial student practice.

4. Feedback and correctives {and recycling of
instructign, if necessary).

5. Independent practice zso that students are Firm

and automatic.
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6. Weekly and monthly reviews, reteaching if
necessary.

It ia possible to make the above 1iat four, aix, or
eight functicna. Madeline Hunter {1976) suggests?

1. Anticipatory set (focua ﬁhe atudenta* attention,
provide a very brief practice on previously achieved and
related learnings, or develop a readinesa for +the
instruction that will follow).

2., The objective and its purpose.

3. Instructional input.

4. Modeling.

S. Checking for understanding.

6. Guided practice.

7. Independent practice.

Hunter’'s essential elements of teaching are supported by
paychological research on human learning. . Similar
functiona have also been developed by Good and Grouws
$1979).

These teaching functions represent what Gage (1978)
calls “the scientific basis for the art of teaching.™
Thus, certain teaching practices seem +to make a
difference and a reality - based, research -~ derived
process is now availlable to disaeninate to teachers.

Reseaxrch on Staff Development Models

Knowing that certain teacher behaviora ijinfluence




atudent achievement, how can cone best train teachers in
theae functions? What model does the training iiterature

point to as being the most successful? What should be

the schedule of training? How large should workahop
groups be? Which learning activities enabile teachers to
use new techniques in their claasses? What should

participants do between workshopas?

While it ias not possible to state concilusively that
one inservice design ia superior +o another, it is
poassible to draw from the research and literature certain
elements that should be included for effective
presentation:;

i. Conduct training seaaiona (more than one) two
or three weeks apert <(Berman and Mcloughiin 1978;
Stallinga, Needela, and Stayrook, 1978; Andersaon,
Evertson and Brophy, 1979).

Z. Include presentation, demonstration, practice,
and feedback as workshop activitiea <(Stallings, 1982;
Joyce Showers, 1980, 1981, 1982).

3. During training seasiona, provide opportunities
for sanmall-group discussions of the application of new
practices and sharing of ideaa and concerna about
effective instruction (Holly. l1982; Evertaon .and
others, 1982; Stallings and others, 1978).

. Between workshops, encourage teachers to visit

each others”’ classroonms, preferably with a simple,




objective, student-centered observation inatrument.
Provide opportunities for diacusaions of the observation
(Ropexr, Deal and Dornbusasch, 1976; Berman and McLoughlin,
1976; Sparks, 1983b).

5. bDevelop in teamachers a philosophical acceptance
of the new practices, by presenting research and a
ratiocnale for the effectiveness of the techniques. Allow
teachers to express doubta about or objectiona to the
recommended methoda in the amell group. Let the other
teachers convince the reaiating teacher of the usefulneas
of the practices through "testinonies' of their use and
effectiveness (Doyle and Ponder, 1977; Mohliman, Cpladaréi
and Gage, 1982).

6. Lower +teacher’'s perception of the cost of
adopting a new practice through detailed discussions of
the "nuta and beolts" of using the technigue and teacher
asharing of experiences with the technigue (Sparks, 1983b:;
Shavelson and Stern, 1981).

7. Help teachers grow in their self-confidence and
competence through encouraging them to try only one or
two new practices after each workshop. Diagnosis of
teacher sastrengtha and weeknesses can heip the trainer
auggeast changes that are likely to be auccesaful and,
thua, reinforce future efforts to change (Sparka, 1983b).

8. For +teaching practicea that require very
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complex thinking akills, plen to take more time, provide
more practice, and conasider activities that develop

conceptual flexibility (Joyece and Showers, 1980; Showers,

i983).
These research derived practices have been
demonstrated to be effective elemants of staff

development prograns.
Research on Leadership

Research on innovation in achoola haa concluded
that the ﬁrincipal is a key to the success or failure of
implementation and institutionalization of planned change
in schoola <((Milea and Huberman, 1982: <Crandail and
aasociatea, 1982). Specifically, the research literature
attributea the auccessful implementation to the atrength
of the principal-’s leadership and management style when
working with teachers (Crandail and Associates, 1982;
Leithwood and Montgomery, 1982: Gall, 1982).

The concept of leadership is a many faceted one
aurrounded by confusion. One reason for thia is that the
idea of leadership eveoiveas in most part from the
particular perapective one holda. Aa Lipman haa written:

In much of the literature the myth is perpetuated

that leadership ia unitary in nature. Hence, one

tries to identify it, deseribe it, capture it,
exercise it, rate it, and above all, correlate and

predict it. And all the while, the simple "“it" ia a




14

very conplex "“them'™.

NcCoy énd Shreve (1981) deacribe the early
leadership research aa being focused on the determination
of the moat effective leadership traits, characteristics,
and leadership styleds). This research was trying to
determine a “"one besat way* -~ a way which could be
nodeled and hence produce effective leadership.

Later research became directed toward the complexity
of leadership and interrelatedness of the variabiea of
the leader, the followexrs, the environment, and the
organization“s goals and objectivea «(McCoy and Shreave,
1981)>. Situational/contingency leadersaship theory
resulted from this rgsearch. Some believed that it was
necessary to match a style to fit a situation <(Fielder,
1977). Ancther viewpoint suggested finding & leader with
a specific style which would meet the needs of the
situation at that time or structuring the style to the
naturity level of the followers (Hersey and Blanchérd,
i977; Argyria, 1977). Research during thia time shows
the complexity of the leadership and the dependency of
effectiveneas upon the interaction and the
interrelstednesas of many variables and the leader”a
abijity to adapt atvyie. Three factors can be concluded
from the review of literature:

1. leadership is a complex phenomenon and
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2, effective ieaderahip is dependent on a ieader”s
behavior with the fcllcweré during interaction.

3. leadership style adaptebility is a crucial
determinant of effectivenesaa.

The concept of leaderaship as related to saschool
effectiveness and, more specifically, the success or
failure of a planned steff development program is very
important to thias s=study. The identification of a
principal‘as leaderaship adaptability in =achools where
staff development isas institutionalized can provide
knowledge and uitimately strategies for school
improvement.

Statement of the Probiem

The purpose of thia atudy was to identify the degree
of principal lemdership atyle adaptability and teacher
use of effective teaching skills in schools where a staff
development program in effective teaching skills has been
institutionalized. Although leaderahip is conaidered an
important characteriatic of effective administratorsas, few
attempts have been made to examine a principal-“s
leadership sastyle adaptebility where an instructional
akillsa program is utilized. The previcusly cited
reaearch (Crandall and aasocociateas, 1982: Leithwood and
Montgomery, 1982; Gall, 1982) indicates a need to examine

principal leadership gtyle adaptabiiity and teacher use




of effective teaching skills.

In the present atudy, teachera were aaked to
complete a standardized instrument, Leader Effectiveness
and Adaptability Description, designed to determine the
perceived leaderahip atyle, range and adaptability of the
principal <(Hersey and Blanchard, 1973)>. In addition,
trained observera collected informnation, from on-site
viaits, on the degree of use of effective teaching =kills
by teachersa. The data was analyzed by unsing t-teat and
analysis of variance.

Hypothenis
The nuil hypothesis tested in this investigation
wass

Null Hypothesis - In a achool diviasion where

a ataff development pregram in effective
teaching skills has become inastitutionalized,
teacher use of effective teaching skills will
not be aignificantly different in achools with
significantly different degrees of principal
leaderahip atyle adaptability. |
Design
The major purpose of this study was to identify the
degree of principal leadership atyle adaptability and
teacher uname of effective teaching akills in achools where
a staff development program in effective teaching akills

has been institutionalized.
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The causal-comparative research design was used for
the present atudy since +the variablea atudied were
principal leaderahip style adaptability and teacher use
of effective teaching skillas. Borg and Gall (1983) atate
"the causal-comparative method is aimed at the discovery
of poasible causes for a behavior pattern by comparing
subjects in whom this pattern is present with similar
subjecta in whom it 1= abaent or presment to a leager
degree" (p. 257). This method ia alsoc referred to asn ex
post facto research since casuses are atudied after +they
have preaumably exerted their effect on another variable
{Borg and Gall, 1983).

Subjects for +this study came from a large urban
achool diviaion with an inatitutionalized staff
development program in effective teaching skilla aa
identified by Huberman’sa (1982) predictors of
inatitutionailization. Iin phese one data on principal
leadership style adaptability waa obtained from the
Leader Effectiveness and Adaptability Description
{Hersey and Blanchard, 1973) as completad by teachers.
In phase two teacher usme of effective teaching akillas was
obtained through claasaroom observations by trained
cbservers using the Instructionsl Sikills Observation
instrument developed by Patricia Wolfe ((1982). The

data on leaderahip atyle adaptability was analyzed using




t~-tests, and the data on teacher use of eeffective
teaching skills was anslyzed using analysis of variance.
Limitations

The <findings and recommendationa of +thia atudy
concerning principal leadership style adaptability and
teacher use of effective teaching skilla are limited
because the researcher doea not know whether 1leadership
style adaptability is the cause of teacher use of
effective teaching akills or just a contributing factor.
Causal ~comparative research does not imply a ceuse-effect
relationship.

This study was condﬁcted in a naturaliatic a=a
opposed to an experimental setting. Therefore, many
variables that might have been controclled in the
laboratory, were not controilable in this study. ° When
interpreting the results of this satudy the foilowing
limitations must be considered:?

1. The small sanmple size and selection of the

sample,

2. The lack of generalizability to other achool
districts of other geographical areas and sizes,

3. Reljiebility and validity of obaervaticnal data,

4. Raeiiability eand validity of the instrument to
determine leadership style adaptabiiity,

S. Lack of control over the steff development

program with respect to:




a. the varying ability of trainers,

b. time lapsed =ince teachers were trained,

c. the evolution and change in the training
model over ten yearsa.

6. The lack of long-term data on the use of
effective teaching akillis,

7 Ther uase of only elementary teachers in
mathematica claszssea, and

8. The lack of control! over such variables as age,
sex, tenure, skill, and experience.

Definition of Terms

The following terms have been defined to contribute
a clear understanding of the concept of this atudy.

Staff development ia defined as any activity that
systematically attempts to help teacheras improve akills
{Sparksa, 1983).

Teaching ia defined as the conatant atream of
professional decisionas that affects the probability of
learning, decisiona that are made and implemented before,
during, and after interaction with the atudent {(Hunter,
1384>.

Effective teaching akiltis ia a systematic
method for presenting material in small ateps, pausing to
check for student understanding, and eliciting active and

succesaful participation from all students {(Rosenshine,




1986)>.

Leaderahip, iz the process of infliuencing the
activities of an individual or a group in efforts toward
goal #chievement in a given eituation <(Hersey and
Blancﬂard, 1982).

Leaderaship atyle is the behavior pattern that a
person exhibits when attempting to influence the
activities of others as perceived by those others (Herszey
and Blanchard, 1982). .

Leader’s styie range 3is defined as the extent to
which & person is able to very his lieadership style

{Hersey and Blanchard, 1982).

»

Leader’sa style adaptability is the degree to

which leaderszs are able to vary their style appropriately
to the demands of a given situation (Hersey and Bianchard, 1982).

Institutionalization is defined as the presence
of organizational conditiona that indicate the
innovation'a being “built in" to the =achool or district
fHuberman, 1982).

Overview

The.remainder of this dissertation will be organized
into four chaptersa. Chaptex 2 will review the research
related to the problem. In Chapter 3, the methodology of
the present atudy will be preasented, including
descriptions of subjects, inatrumenta, and techniques

uaed. A presentation of the findings and reaults of the
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study will be contained in Chapter 4. Chapter 5 of thia
digsertation will present and diacuas the conciuasionsa and

implications for further research.
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Chapter 2
Review of Related Literature and Reaearch
A review of literature and research related to the
problem of the atudy ia preaented in thia chapter. The
review ia divided into four sectiona: (1) reaearch on
effective teaching; {2) research on ataff development:
{3) research on institutionatizeation, and (4) research on
the development of the study of leadership.
Effective Teaching
Effective teaching research S0 years age offered
intereating information but was of little help. to the
claasgaroom teacher. Generallily, satudies conducted during
the 1930°a focused on teacher presage characteristica
auch as age or schooling. However, reaearch ovex the
last 1S5 vyears has focused on interactionas between
teachers and student=s and beara a relationahip to real
clasaroom life (Rozenshine, 1980),

In building a deascription of effective classroon

practices +the research has followed the "descriptive-
correctional-experimental®* loop conceptualized by
Rosenshine and Furat (1973). The paradigm contains at

leaat these elementa:

1. development of procedures for describing
teaching in a guantitative manner:

2. correlational studiesa in which the descriptive

variambles are related to measures of atudent growth;
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3. experimental studies in which the significant
variables obtained in the correlational atudiesa
are taested in a more controlled aituation.
{Rosenshine and Furst, 1973, p.25)

Hundreda of desacriptive instruments have been
developed and résearchera have obaerved and analyzed
which teaching behavioras characterized "“effective' and
“ineffective' teachera. For estample, Good and Grouwa
(1979 in the Missouri MHathematica Program studied
teacheras who consistently obtained more mean clasaroom
achiaevement then did other teachers who were teaching
gimilar atudenta under -aimilar circumastancea. Aas a
reault, Goeod and Grauéa ware able to identify seta of
clasarcom behavioras thet conaiatently differentiated
relatively effective from ineffective teachers. It was
determined that effective fourth grade mathemnaticsa
teachers preasented information more actively and clearxly;
were task-focused: were beaaically nonevaluative and
created a relatively relaxed and pleasant learning
environment; expreaaed higher achievement expectations
and had fewer behavior problema {Good, 1982).

Brophy and Evertacon <(1974) in The Tesxtas Teacher
Effectiveness Study observed teachers and studenta in a
variety of settings for periods of time and recorded

their behaviors. From these observational records,
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teacher behaviora which related to student learning as
measured by satandardized testas were identified. An
operational definition of the effective teacher emerged
from this line of research: The effective teacher is the
teacher whose atudenta had conasistently higher ?esidual
gain on achievement teasts.

Similariy, many correlational atudies have been
performed. The Texas Junior High Schoel Study (Evertson,
et al, 1980} was a iarge correlational study of teacher
effectas on student achievement and attitudes in junior
high sachool math and Engliah claaszes. Sixty-eight
seventh and eighth grade teachers <29 mathematics and 39
English) were obaerved in two sectiona of their asubject
areas using a variety of high and low inference measures.
These data were used aa predictoras in & serieas of linear
regression nodels to desacribe relationships between the
clasaxroon proceszes and two criteria: atudent
achievement and student attitude. Relationahips amnong
teaching behaviors and atudent ocutcomea in mathematicsa
and English classes support the elementa of direct
inatruction, use of time, interaction atylea and
clasaroom management.

Thia teaching beﬁavicr—student achievement research
forma a bame for the final astage of the descriptive-
correlational-experimental lococp. 1In the past eight years

cur  knowledge of succeaaful teaching haa increasaed
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conaiderably due to the succeaaful experimental astudies,
atudiea in which teachers have been trained to increaae
the academic achievement of their atudenta <(Rosenshine,
1983).

Foxr example, in the atudy by Good and Grouwa {1979,
the results from the Misaouri Mathematics Program <1973)
wvere used to design a teaching program to teat ideas in a
field experiment. Ferty teachers in grades 4-8 were.
divided into two groupa. One group of 21 teachers waa
asasigned to experimental conditiona and received a 45
page manual which contained a system of sequential,
inatructional behaviors for teaching mathematica. The
teachers read the manual, received two 90 minute training
aesaaions, and proceadead to implement the kay
inatructional behaviorsa in their teaching of mathematica.
The control teachers did not receive the manual and were
told to continue to instruct in their own styles. During
the four months of the study all teachers were observed
aix times.

The resulta showed that the treatment teachera
produced more astudent gain in test acores in mathematicsa
than did the control teachers. . The teacheras in the
treatment group implemented many of the hkey instructional
behaviors. For example, the treatment teachers were much

higher in conducting review, checking homework, actively
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engaging studenta in aeatwork, and making homework
aszignmenta.

Fitzpatrick (1982) in his Organizing and Instructing
High School Classes research conducted a similar study
involving ninth graede algebra and foreign lenguage.
Twenty teachers were divided intoc two groupas and the
treatment group received a manual explaining and giving
teaching suggestiona on 13 instructional principles. The
treatment group also met twice to diascuss the manual.
All teachera were observed five times.

The results sashowed that the treatment teachers
implemented many of the principles more frequently than
did the control teachers. Thesze teachers were higher in
attending to éppropriate student behavior, commanding
attention of ail students, providiﬁg immediate feedback
and evaluation, having fewer interruptions, setting clear
expectations, having a supportive environment, and
overall student engagement time was higher in the
clasérooms of the treestment teachers.

Anderson, Evertaon, and Brophy (1979) conducted an
experimental inveatigetion of teaching effectiveness in
the First Grade Reading Gioup Study. In thia study 22
pfinciplea of amnall group management were taught to a
treatment group of first grade teacherg who implemented
them 4in their reading instruction. Both treetment and

control teachers were observed and data were collected on
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teaching behaviorsa. Classes in the treatment groupsa
ashowed higher adjusted reading achievement at the end of
the year, and many of the behaviorsas described in the
instructional model were related to achievement,
Stallings (1984) cearried out a four phase program in
aeveral diatricta in California, focuasing on training
aecondary achool teachersas to improve reading akiills of
atudenta. Thia atudy incorporated both descriptive and
aexperimental research technigues. In phase I, the
reasearchers observed in 46 classroons to examine the
relation between what teachers did to addresas reading
problema and what astudents achieved. The result of this
phase waa the identification of sapecific instructionail
approachea that seemed to work. In phaase II, the
researchers used findings from phase I to work with 51
teachera, 26 were trained and 25 (the control group)
received training only at the end of the experimental

pericd.

The 26 teachers who were trained attended five
workshopa, held 1 week apart. Using pretest and posttest
data, the authors zfound that the teachera who were
trained did use the instructional activitiea and did
achieve greater gains in atudent ability over the year.
af the 31 criterion variables {measuring the

impiementation of apecific activities), the +treained
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teachers changed over the schocl year on 25, while the
control teachera changed only on 3.

Putting together idideas  from reaearch studies,
Romenshine (1983), developed a liat of aix instructional
functionse

1. Daily review,

2. Presenting new material,

3. Guided practice,

4. Corrections and feedback,

5. Independent practice,

6. Weekly and monthly reviews.

Daily Review

The idea of beginning a le=szson by checking the
previous days asasignment appearas in the experimental
atudy of Good and Grouwsa (1979) and is found again in the
vwork of Emmer, et al (1982). Each of these programs was
deaigned for Gradea 4-8, In primary gradea, auch
checking and reteaching are explicitly part of the Distar
program f{(Becker, 1977) and the ECRI program <(Reid, 1978).
In the ECRI program, 35 minutea a day are apent reviewing
and introducing new words from asatories in a reader. The
atudents go over the word lists in unison until they are
~ fluent. When atudenta are reading fiuently and easily at
the rate of about one word a second, it is possible to
review 1350 worda 4in lesa than 4 minutes {Roaenahine,

la86).
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In the Misscuri Math program {Gocod and Grouws, 13873)
where daily review waa included in the training meanual
given +to the treatment teachers, the treatment teachers
conducted review and checked homework 80% of +the time,
whereas the control teachera did this only SOX of the
time. Although daily review is conaidered important, it
is not a common practice (Rosenahine, 1983).

Presentation

Roasenshine (1983) reporta recent research in Grades
4-& has shown that effective teachera of mathematics
spend more time in presentation of material to be
learned. For examplé, Evertason, et al <1980) in their
correlational atudy of Texas Junior High School teacheras
found most effective mathematics teachera apent about 23
minutes per day in lecture, demonatration, and
discussion, compared with 11 minutes for the least
effective teachers.

If +the research of Brophy (1980) and Emnmer, et al
(19882, ia studied, the following auggaestions for
effective presentation emerge:

-~ State lesson goals.

~ Focua on one thought at a time.

- Teach in small steps, c¢hecking for understanding
before proceeding.

- Give step-by-step directions,
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~ Model fhe behaviors by going through the
directions.

- Organize meterial ao that one point is mastered
before going to the next.

~ Avoid digreasiona (Rosenshine, 1986).
Guided Practice

Guided practice or the monitoring of atudents by the
teacher until they demonstrafe that ;hey are able to work
on their own may be accomplished by: having a few
studenta to the baard, having every student work a few
problema, having atudentsa givé exanmples of the concept or
by the teacher asking a large number of gueations. The
correilational and experimental atudies of Stallings
(1974, 1980) ideﬁtified a pattern of factucael question-
atudent reaponse-teacher feedback as mozst functional for
student achievement,

During asuccesaful guided practice, +two types of

questions are usually ashked:? those calling for

specific answers, and proces=z questiona, which call

for an explanation of how an anawer wasa found. In a

correlational atudy of Junior ﬁigh achool

mathematics inastruction <(Evertson, Andexrson, and

Anderaon, 1980), the moat effective teachera asked

an average of 24 gquestions during the 50 minute

periocd, whereas the leaat effective teachera asasked

only 8.6 questionsa. The most effective teachersa
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ashked aix procesa queations per period, whereasa the
least effective teachers aaked only 1.3. In Good
and Grouwa (1979) experimental study teachers were
taught +to follow the presentation of new materijials
withh guided practice, using high freguency of
guestions; in thisa étudy, atudentsa in the

experimental groups had higher achievement then did

atudenta in the cpntrol group. {Roaenahine, 1986,

P 11 and 12)

In a@addition, these atudiea have shown that a high
frequency o¥f teacher-directed queations ia important for
acquisition of baaic arithmetic eand reading skills
(Rosenshine, 1983).

Research haas shown thaet teachera have a higher
succeaeas rate with guided prectice if material haa been
presented in amall atepeg, directing initial student
practice through guestions, continuing practice until
atudents are firm, overlearning, and frequent review with
periodic checking for understanding (Rosenshine, 1983).

Correctivea and Feedback

Students learn better with immediate feedback, and
errors should be corrected before they become hebitual
{Rosenshine, 1986). There are four types of reaponsea?
correct - and gquick and firm; correct - but heaitant;

incorrect - but a “careless'" error:; and incorrect -
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suggesating lack of knowledge of facts or a proceas
{Rosenahine, 1983).

Anderson, et al {1979) suggeata +that when the
astudent response is correct, quick, and firm, then the
teacher aska a new guestion. This type of responae
usualily occurs in the later stages of initial iearning or
in a review (Rosenshine, 1983). Anderson, et al <1979)
and Good and Grouws (1979) determined that teachers
should provide moderate amounts of process feedback to
atudents who respond correctiy but with hesitation during
the initial sastages of learning, while Stelliinga and
Kaskeowitz (1974} suggest teachers help satudents with
incorrect answers in early atagea of learning by
providing hintse and/or asking aimpler questions
{Rosenshine, 1983)¢ Whether one usea hinta or reteaches
the material, the important point is that errors should
not go uncorrected. When z student makeas an arror,.it is
inappropriate to simply give the student the answer and
then move on. It i=s important that erroras be detected
and corrected early in a teaching seguence <(Roasenshine,

1983>.

Independent Practice

Once guided practice haas been conpleted and
succeasful, the students cen move on to independent
practice. Independent practice ahould be in the aame

material as guided practice and be continued for homework




{Rosenshine, 1988, The goal of independent practice is
to provide overiearning and to provide aufficient
practice aoc that atudenta are quick, confident, and firm.

The most common context in which independent
practice takes place is individual seatwork. Evexrtsaon,
et al <1980) and Stallinga, et al (1977) both stress the
importance of student engagement during aseatwork.
Evertsaon, et al (1980) found that teachers whoae classeé
are more engaged during seatwork prepared these classaes
for the seatwork during the demonatration and guided
practice.

Four other ways in which independent practice can
take place are:

1. teacher-led practice (Evertaon, 1982 and Reid,
1978-82),

2. independent practice with a réutine of apecific
practice as in the ECRI program,‘

3; atudent cooperative practice in groups
{Roaenshine, 1983).

3. and through the proper use of homeworh
{Feathersone, 1985).
Weekly and Monthly Reviewa

The Miasouri Mathematicse Effectiveneas Study <(Goeod
and Grouws, 1979) inciluded periodic reviews. The review

providesn additional teacher checking for student




underastanding, ensures that necessary prior skills are
adequately learned, and is alac a check on the teacher’s
pace. The Distar program (Bechker, 1977) and the ECRIY
program <(Reid, 1978-1982) also provide for extenaive
review. The need for masaed iliearning, followed by spaced
reviews, is also part of Hunter“’a (1981) program of
incraase& teacher effectiveneass (Rosenshine, 1983).

The reasearch satudies mentioned in the preceeding
sections all tied certain teaching strategies to atudent
achievement. Thua, certaein teaching strategies make a
difference. A reality-based, research-derived content isa
now aveailable to disseminate to teachera. The most
aifective way to disseminate these research findinga is
the critical task for ataff developers. The next section
addreases research in staff development.

'Staff Development

Inveatigators of staff development are beginning to
isolate ‘and examine the critical variables which affect
the implementeation process. Berman and McLaughliin <(1978)
in the atudy of hundreds of federally funded change
programa found that implementation was not conaiatent for
all programa and varied with the contexnt, the content,
the processa of presentation and the teachers themselves.
Context

Several reaearchersa have found the general contexc

within which a ataff development program takeas place
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affects implementation (Berman and McLaughlin, 1978:
Little, 19825. Context inciudes physaical and/oxr
organizational properties and influences in the setting
auch as prior change efforts, perception of the goala of
the achool!, and availaebility of needed resocurceas for

LY

change (Griffin, 1983). - .

For the past ten yeara, the influence of context on
ataff development has received considerable attention
from reasearchers. The importance of context on =ataff
develcpment was supported in 1972 by Barth when he used
thae case atudy method to report on an attempt in an
inner-city achool to change from a traditional
inatructional and orgaenizational approcach to an open-
aeducation setting. The attempt failed and Barth
explained the failure, in part, by acknowledging that the
change agents lacked understanding of the achool”’s
historxry, the perceptiona and expectationa of the
community, and the conventions of teaching and learning
held by ataff, studenta, and parents.

Berman and McLaughlin (1975 and 1978) expanded on
the idea of contextual infliuence. - After examining the
implementation of hundreds of federally funded prograns,
the researchera concluded the major factor affecting
succass of the program was support from both principals

and superintendents.
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Several atudieé support the concept that leadership
behaviora have a subatantial influence on ataff
development aunccessa. Groaa, Giaquinta, and Bernstein
(1971) noted the importance of supportive leadership in
effecting change. Ten years later Liberman and Miller
{1981) emphasized the inmportance of the principal as an
instructional leader in bringing about improved teaching,
and Stallinga and Mohlman (19812) found +that teachersa
improved moat where principais were supportive and gave
clear and conasistent communications. The adminiatrator
becomes the “gateheaper of change."

Little <«1981) related the importance of context in
her ethnographic atudy of the effects of ataff
development on the prevailing climate and types of
interaction in the achool. She found that such variables
aa the nature of the principal’s interaction with
teachera, what beliefa about teaching were enacted by the
teacheras and principals, and the power of the achool
context played a part in the asuccess of ataff
development.

Griffin (1983) has summnarized context variables that
have been related to change efforta as succeaaful or not.
He inciludesa the following?

1. the norma of the asetting {inatitutional

regularitiea),




2. the history of the organization,

3. perceptiona and expectationa of achool peraonnel
regarding practice,

<, perceptiona and expectationa of community
nenbers,

5. mutual adaptationa of the achool and the deaired
change,

6. ability of leaders to analyze the
chearacteristics of the asetting,

7. knowledge of the organization and its parts by
ieaders,

8. coordination of organizational variableas by
leaders,

9. supportive leaderahip,

10. adult-adult interactions {including the
principal), and

1. flexibiliﬁy in use of time and apace. (p. 424)
Content

The proceas of disseminating research findinga to
teachers begina with content. Content of ataff
development i1s the body of knowledge, skill, and/or
attitudes that is meant to be introduced into the =chool
setting. What should be taught to teachers is a critical
gueastion for those in charge of sataff development
progranmns. As noted previoualy, there is a wealth of

information f£rom research on teaching knowledge that can
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form a major portien of the content of ataff development.

Barnea <1981 reviewed satudiea of teaching and
presented major findings from recent large-acale,
classroom-bazsed atudiesn. The atudiea primarily inveolved
instruction in mathematics and reading. She diacusaes
findinga concerning the learning environment, management
of student behavicor, classroom administration, prevention
of mnmisbehavior, reaction to miabehavior, preparing
astudenta for lessonas, student practice, evaluation of
atudent learning, teacher interaction with atudents=, and
crganization of instructional aciivities. Barnes
concludes with a profile of an effective teacher based
upon these studiesn,

Brophy <(13983) and Rosenshine (1983 and 1986) both
reviewed effective teaching literature which uncovered
strong links between certain teacher actionsa and
deairable student outcomes. Studies have identified
apecific classroom management practices, inatructional
techniquea, and expectationa that appear to heilp many
atudenta raise +their reading and math test acores
{Brophy, 1982). Group or team learning approaches have
Aalaoc been foun& to enhance student learning (Slavin,
1980), and Aspy and Roebuck (1982) found teachera’ level
of dinterpersonal communication skills relate poaitively

to student attitudes and learning.




Process

The proceasas of ataff development refera +to how
content ia disaseminated +to the participants and to
deciasions and actionas that are related +to planning,
implementetion and evaluation of both content and the
delivery syatem (Griffin, 1983>.

Recent research offers anawers to such guestions as:
what kinds of training procesases help teachera, what
ahould be the achedule of training, how large should
worhkshop groupa be, which learning activities enable
teachers to use new techniquea in their classrooms, and
what =should participenta do between workshops <(Sparks,
1983) 7

Moat research on inatructional improvement heasa
indicated that inservice programs consisting of a aingle
aseasion are largely ineffective {(Lawrence, 1976). Most
staff development programs that have an impact on
teaching behavior are spaced over time <(Berman and
Mclaughlin, 1978).

Berman and McLaughlin {1976) introduced the c¢oncept
of “mutual ﬁdaptation“. This four year, two phase sastudy
for the Rand Corporation provided aurvey date on 293
change - agent projects, and intensive analyais of 29
projects. The study analyzed the effects of apecific
federal policies on local change processes. The first

phase focused on strategies and conditions promoting




change in the sachools; the second phase focused on
factora influencing the suataining of change. The
findings strongly asuggeat the importance of the role of
the teacher in the change proceas ;nd indicate the
significance of aite-to-project effectarin the process of
mutual adaptation of the aschool and the intervention. As
teachera tried out new practices, they adapted and
modified them to fit their unigue aituationa. Berman and
MclLaughlin found that where these adaptationas occurred
over time, the likelihood of succesasaful implementation
was greater.

One sataff development achedule that seems to be
effective isa a series of four to six three-hour workahopsa
apaced one or two weeks apart. Stellings, Needels, and
Stayrook (19783 used +this schedule in their sastudy of
teacher effectiveness. A3 a result, teachers improved
their behavior on 25 out of 31 clasaroom managemant and
inatructional practices. The experiments of Anderson,
Evertson and Brophy <¢1979) also demonétrated teacher
" changes resulting £rom two or more training saeasions
saeparated Sy at least one week.

Researcit: by Stallinga (1982) and Joyce and Showera
{1880, 1981, 1982) found the importance of aelecting the

training activitiea used during ataff development.

Stallings incliluded five atepa in her model: pretest,




inform and diacuss, guided practice and feedback, and
post test, Joyce and Showera auggeated four components:
preaentation, demonatration, practice, and feedback.
Later coaching waa added.

The I/D/EfA project studied change in eighteen
achools for five yearas. Bentzen (1974) analyzed the
atudy and noted several types of achool procesasezs thaet
were agsaociated with achoola in which there wasg
wideapread involvement in change. Using both qualitative
and qgquantitetive methods, theae researchers discovered
when the group works effectively the membera talk about
achool issues, act on the iasuesa, foliows through on
decisiona, and _reflecta on the effecta of the action.
Bentzen believed that these processes were central to the
willingneaa and ability of achool people to effect
changea in their own behaviors and in their sachools.
This process of dialogue, decigion making, action and
evaluation reflected the aschocl’a openneas to change.

The literature also indicateas that certain proceases
of staff development are asaociated with poaitive
cutcomesa. These efféctive processesa inciude: voluntary
participation; teacher-administrator teaming; teachers
serving as trainera; participative governance; coaching;
situation-apecific supporting materials; availability of
technical aasiatance; and aystenatic attention by

teachera to identifying and acting on problems they
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perceive as being important onea (JGriffin, 1983>.
According to Sparks (1983), rezmearchers have found that
uaing mest, if not all, of t@ese atrategies in a staff
development program will lead to implementation of the
inaservice content.

Seyeral researchers ‘have suggeated +that certain
teacher attitudes and cognitive styles can also affect
the implementation process (Sparks, 1983;:; Shavelson and
Stern, i981). Some investigators through interview and
questionnaires have attempted to understand the attitudes

underliying the process of teacher change (Sparks, 1983b;

Driaccll and Stevens, 1985)>. Thua, the teachera
themselves may be a critical variable in the
implementation processa. By understanding teacher
attitudes and perceptions, some researchers have

suggested that communication could be enhanced and there
could be higher levels of implementation of ataff
development content. Even thoﬁgh these research derived
practices have been demonatrated to be effective eiementsa
of staff development programa, few accounts present
concreﬁe evidence of itz effect on teachers and satudents
{Wade, 1985). In recent mneta-analysis of in-service
education, Wade points out that there ia no magic formula
for effective in-aservice programs. For maximum

effectiveneas Wade (1983) suggests the following:
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1. Plan programa in which elementary and secondary
teachera can participate in training together

whenever appropriate.
Encourage teacheras to become involved in atate-,

2.

federal-, or university-intitiated programa.

3. Offer incentivea for participation, auch as
enhanced atatus or college credit, whenever
poasiblea.

4. Encourage independent atudy and self-inatruction
aas alternatives to the traditional workshop format.
5. Suggeat that inatructora aset clear goalzs and
tahke nmajor raesponsibility for the design and
teaching of the cless rather tﬁan encouraging
participanta to assume these roles.
6, Uase inatructional techniques such as observation,
micro teaching, video/audio feedback, and practice
asa alternatives to lecture, discusasaion,
ganea/s/aimulationa, and guided field tripa. (p. 71)
The need for more research on staff development is
exprassed by Sparkas (1985) when ahe auggesta a need for
nicro-analyasis of variocua studiea to provide much needed
detail and clarification. This indicates that while
there ia research on astaff development models and in-
service education, *“there is still much work to be done

in the area' (Sparka, 1985).
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Ingtitutionaltization

The moat important piece of reasearch +to date on
institutionalization is found in the Study of
Dissemination Efforta Supporting School Improvementa
{Crandall and aasociatea, 1982). Thia ia a comprehenaive
three-year exaemination of a broad spectrum of federal and
atate diasemination activitiea. The study examined four
diatinect levela of the educational ayatem: federal,
state, external agent, and local. At the federal level
1S programs in the U. S. Department of Education were

aaelected for in-depth analyasia. At the atate level, the

atudy examined the dissemination activitiea in ten
atatesn. In the ten states a close iook was taken at 146
achool and achool diastricta. However, thias research

etfort Qent one astep further and conducted an intensive
field atudy of twelve aites drawn from the auwrvey sample
and varying along six dimenaions: program sponsorship,
geographic region, aetting {e.g., rural, =asmall city),
year of initial inmnplementation, current status <(ongoing,
expanding, dwindling), program type and program céntent.
The conceptual model underlying the field research
roughly paralleled that of the aurvey, although it was
direcated nore at. latent dasuea and conflicta
characterizing the everyday life of the achool as well as
the tranasformationa undergone by the innovationa asa

teachera other than the initial cadre took them up. The
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34 research guestions forming the basis for field study
data collection generally overlapped and mepped well onto
the main foci of the aurvey. The reasearch gquesations
dealt with many eaaspecta of the achool inprovement
procesaa? the innovations themselves; the local context:
the asgistmance provided: “"tranaformationa® in the
innovation, the user, anﬁ the school:; and the
intermediate and final ountcomes of the effort, inciuding
inatitutionalization. Field researchera viaited local
ajteas three to seven timea for a total of four and one-
half to eleven daysa. Across all 12 ajites, data were
collected through 440 formel and informal interviewa, 75
observationas and review of 259 documentsa. Raw survey
data were alao fed into later fieldwork (Crandall, 1982).

It was through the analysia of the data obtained in
thia atudy that enabled the researchers to look carefully
at factoras that predicated institutionaiization and
develop mo&els. Data analysis proceeded from tranacribed
field notes to individual case reporta then on to croass-
aite analyaes. A variety of conventional and
experimental teéhniquea foxr formatting, reducing,
displaying and analyzing aeta of 'qualitative data ~--
inciuding casual and cluater analysea -- were applied to
the field study data set (Crandall, 1982).

Miles <1983), one of the primary researchers,




deacribed inatitutionalization as being either high or
low, based on the *“casual network" he drew from the 12
sites. Theae institutionalization scenarios pilayed
themselves out in four different patterns. 1) The
atrongest and most freguent was that of mandated, stabilie
nse, where there wan an explicit aystem-wide commitment
for continued use of the inno;ation, and provision to
stabilize that use. (2> Without such a commitment at the
ayatem level, there was é second scenario where strong
asgsistance and support combined to develop user mnastery
and commitment, hence staﬂility and moderate +to high
inastitutionalizetion. In this acenario, adminiastrative
presasure during implementation was not influentiail and
was, in fact, counterproductive <(Crandall, 1982).

it was also clear that institutionalization could
fail, either by {(3) wulnerability, where administrators
had not done encugh to guard the innovation against
reaistance or environmental turbulence, or by (4
indifference, where administrators aimply did not care
enough to aunpply the assistance and protection the
innovation needed if it waa to asurvive (Crandall, 1982).

Looking at these four acenarios, Milea and
asasociates <(1982), extracted a 1list of twenty key
variables that seemed to be involved, examining them in a
ajtea~-by-variablesa, predictor-outcome matrix to see how

each contributed +to high or low resultsa, They then
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assembled +the moat crucial into a general model. The
empirical | atudy showed, in brief, ~that
inatitutionalization muat be approached by providing
supporta and by warding off threata (Miles, 1983).

Miles explainesa the Data-Grounded Model of

Inatitutionalization in the following manner: "“The atory

heginas with the administrative commitment.* That’s a
neceasaxry, but not the only condition for high
inatututionalization, Miles’ analysis suggests clearly

that high adminstrative commitment tenda to lead to both
administrative pressura on usera to implement the
innovation, along with adminiatrative support, which
often ahowa uap 16 the form of asaistance to uvaers. Both
the pressure and the aaaiatance tend to lead to increased
uaer control. The harder people worked at the
innovation, the more committed they grew; that commitment
wags alac fueled by increaaing technical maatery of the
innovation.
Commitment and mastery both lead toward increasing
stabilization of use; the innovation has ‘“settled
down*' in the aystenm, That stabilizetion is also
ajided if administrators decide to mandate the
innovation, wvhich also naturally increases the
percentage of use to something approaching 100

percent of eligible usera; that in itself deciaively




encourages institutionalization. But here is one
more critical factor. whefe administratora were
committed, they alasc took direct action to bring
about orgenization change - changes beyond those the
atabilized innovation had already brought, In
paxrticulax, they worked at the ‘paasssgea' and
"cyclaa' by altering the structure and espproach of
inservice training, wixring the innovation’s
requirements intoe Jjob descriptions, making new
budget lines, appointing permenent coordinators for
the dinnovation, and mqking sure that the needed
mnaterials and eguipment would continue +to be
available in succeeding years. (Miles,
1383, p. 18)

Niles continues: Al theae supports for
institutionalization made empirical sense in our
sites. But the lesson of our low-institutionalizing
sites 1is that positive supports are not enough.
it’s necessary to ward off threats to the durapility
of the innovation. In our siteas, these threatsa
arose from two sources. Firat, there was
environmental turbulence, usasually in the form of
funding cuts or ioszzea, but smometimes in the form of
shifting or shrinking student populations. Second,
we saw career advancenent motivation, the genuine

desire of profesaionala to move on the new




challenges. Both served as threats to
inatitutionalization,_becauae they destabilized both
program staff and leadership. So job mobiitity,
whether driven by advencement motivation or by

funding cuts is a threat to institutionalization.

The innovation must be buffered, protected
againsat these threats or it will become highly
vulnerabie. Once again, organizational change is

critical. If astructural and procedural changes have

occurred, vulnerability is reduced. (p. 18, 19

Miles conciudes that what is regquired for
inastitutionalization ig atrong attention of
administrators to astabilizing and supporting the
innovation, extending i1its uase to a large group, and
making provisiona to protect the innovation against the
threatsa of personnel turnover that are endemic in
achools. Making clearcut changea Iin organizational
atructure, rules, and procedures szseema egsential both to
stabilize the innovation and to buffer against turnover
Milea, 1983>.

Leadexrship

From the iliterature available on change and
innovations in the school, we hknow the principal is a key
toc the success or failure of a progran. In order to

underatand why one principal-’sa hehavior is more effective
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than anothexr“'s, it is necessary to look at the reaeérch
literature on leadexship. From thia body of knowledge,
it is posaible to gain insights into effective
leaderahip.

The following sectiona will define leaderahip,
discuss theories of leadership, and trace the progreass of
the development of leadership atudiea.

Definition_ of Leadership

Leadership has been defined in a variety of ways
based on how the concept of ieadership and its functions
were viewed. Some definitions focuamed on leadership as
group process, the personality of the leader, the
exercise of infiluence, the art of inducing compliance,
the ieader“’s acts or behaviors, a form of persuasion, an
inatrument of goal achievement, an effect of interaction,
a differentiated role, or the initiation of structure
{Stogdiil, 1974).

The nunmber of definitions availsble demonstrates
that there is 1little congruence as to a general
definition of leadership which could be accepted by all.
The following definitions are typical examples:

To lead is +to engage in an act that initiates a
atructure-in-interaction as part of the process of

saolving mutual problem= <(Hemphill, 1967).
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Leadership ia power based predominately on personal
characteristica, usually nominative in nature <(Etzioni,
1961,

The ;eader ia the individual in the group given the
task of directing and coordinating tashk-relevant grounp
activities <(Fielder, 1967).

Leadership in organization involves the exercise of
auvthority and the making of decisions <(Dubin, 1961J.

Leadership is the initiation of a new astructure or
procedure for accomplishing an organization’s goals and
objectives or for changing an organization’s objectives
(Lipham, 1964).

Leaderaship ia the proceas of influencing the
activities of an organized group toward goal setting‘ and
goal achievement <(Stogdill, 1950).

In describing the nature and meaning of leadership,
Daniel Katz and Robert Kahn (1966) identify three major
components of the concept:? 1) an attribéte of an office
or position; 2) a characteristic of a peraon; and 3> a
category of actuel behavior. A principal ox
superintendent occupies a leadership position. There are
other individuals in achool ‘organizations who are not in
formal posaitions of authority, vyet who do possesa and do
wield influence and power. However, individuela who
cccupy a leadership position do not always uae that power

and infliuence, and there are those who exercise
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leadership in one position or situation but not in
others. Leadership also implies followersa; there can be
no leaderxr without followers. Neverthelesaa, the
aituationa under which different groupa and individuala
will follow vary conaiderably. Thus, the concept of
leadership remainas elusive becauvuase it dependa not only on
the poaition, behavior, and peraonal characteristics of
the leader, but alsoc on the character of the situation
{Hoy and Miskel, 1978).
Theories of Leadership

One of +the first theories attempted to explain
leadership on the basis of heredity. The Great Man
theory proposed that a leader was endowed with superior
gqualities that differentiated him fr&m his followers end
that it waa possible to identify these qualitiea
(Stogdill, 1974). This theory provided one of the
earlieat structures for defining and underatanding
leadership. In order to accompilish this, researchers,
assuming the validity of the Great Man theory, gave rise
to trait theories of leadership which explained
leadership in terms of personality and leadexrsahip
characteristics <(Stogdili, 1974).

The search for personality haa been remarkably
unauncceaaful. MNany of the traitas tentatively ismolated asa

crucial in one atudy were contradicted in others. Theae




studies were also limited beceuse of relationships of.
some of the personality traits differed depending on the
type of measuring technique employed <(Hoy and Miskeil,
1978 .

The study of leadership progressed from a saimple
view of the Great Man theory to a more complex view known
as the Environmental theory,. Theae proponents proposed
that leadership waa based upon the variables of the
leader”’=a interaction with people and with =aituational
demands. Stogdill (i974) in his review of the relevant
research stated: “The evidence suggests thet leadersahip
ia a relation that exists between persons in a
aocial situation, that persons who are leadera in
one aituation may not necessarily be leadera in
other situationa"™ (p. 64),.

The next theory to develop was the Interaction-
Expectation theory. Here the debate continued as to the
incluaion/excluaion of sociel interaction aa a variable.
The factor which distinguished thia movemént was the
nanner in which a leader interacted with his followers
and alsoc the functionas of the role of the leader. Debate
centered around which style would be best: authoritarian
versus democratic, task versus relations, theory X versus
theory Y. Research studies were conducted and theories
were developed solely for the purpose of determining

which satyle would be best.




The Task Oriented mnovement viewed interaction
between leader and follower a= neceasary to promote the
goala of the organization. Followera were seen as
servanta with tﬁe sole purposé of accomplishing the tasak.
Concentrating on the organization’s needs and goals, thia
theory ignored the human nature of tﬁe members which made
up the organization (Stogdili, 1974).

Frederick Taylor-'s time and motion studies of the
early 1900's focused on improving efficiency through task
analysis and provisi;h of monetary incentive work plana
for employees (Hersey and Blanchard, 1973). Similariy,
Douglas McGregor”'s Theory X emphasized control of people
as necessary to accompiish the organizationai goals
(HcGrégor, 1957). In both of the studiea, people were
not seen aas vieble resourcea but Juét as a meanas to be
manipulated and directed, to achieve an end.

On the other side, the people oriented movement
placed emphasis on the importance of human interaction as
a factor of leadership. Aasociated with thia movement
and forming ' the basis of their éaaumptiona were the
theories and research of Elton Mayo'aﬁd the Hawthorne
Studiea <(Reoethlisberger, 1941), McGregor“a Theory Y
{McGregor, 1957, the Human Relations Movement, and a

Democratic Style of Leadership (Hersey and Blanchard,

1372).
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According to the people oriented movement,
management must now direct itself toward creating
opportunities, releasing potential, removing obstacles,
encouraging growth, and providing guidance for the
individual. Not only has management”’s role toward its
preople changed, but alaco the interaction role of +the
employee with management has changed. Through +this
democratic atyle atructures are established to provide
participation in decision making by employees (McCoy ahd
Shreve, 1981i).

The reaearch which fellowed aftexr the two
dimenaional reaearch deacribed above haa taken on a more
apphiaticated look at leadership. Thia reasearch
recognizes the complexity of leadership and ias
characterized a=za showing leaderahip satyles together
rather than diametrically opposed.

In 1939 the firast major empirical reasearch atudy on
the effecta of various styles of leadership were reported
by Lewin, Lippitt and white, Even though the authors
reported poaitive findinga in support of one leadersahip
atyle alone, the atudy waa significant in that it was the
firat empiricel evidence that provided for the acceptance
and recognition that attributes of variocuas atylea could
have positive effects on the organization and the people
{McCoy and Shreve, 1981).

With the Michigan Leadership Studiea <(Katz, Macoby
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and Morse, 1950) and the Ohio State Leadership Studiea
{Shartie, Stogdiii, and Campbell, 1949), the description
of leadership changed from the one best atyle concept.
Theae satudies identified two aeparate factora in atyle,
tasik and reiationas, as both playing a significant part in
determining a leader”’a styie.

The Michigan Studies identified the factor as
employee orientation and production orientation. These
two terms paralieled the leader behavior continuum of
denccratic/s/relationahip and asuthoriterian/task propoaed
by other researchers.

The Chio State Leadership Studies gathered data
about leader behavior through the Leadexr Behavior
Description Questionnaire {LBDQ). These atudies
identified the +t+wo factors aas initiating structure and
consideration. A person‘s style was still cl&aaified but
more detail wes provided as the individual was described
as high to low in considersation and high +co low in
initiating structure.

The reasearch cf Robert Blake and Jane Mouton (1967)
alaso recognized the two dimensional factors of desacribing
style. Their Managerial Grid propocaed five leadexrship
atyles based on the two dimensiona of the Ghio Studies.
These reaearchera alao developed a model of lieaderahip
atyle which desacribed 'an individual style in vearying

degrees of the two factora.




Even though researchers have described leadef
behavior aa fitting different dimensasions, the old
conflict of "which ias beat or ideal'"™ was astill prevalent.
Now the difference was that researchers were suggesting
an egual mix of task orientation and human reilstions was
the best atyle.

Another phase of research on leaderahip focused on a
collaboration of the best of ali movements to provide the
moat effective leadership poszsaible. Thia phase can be
characterized by two statements: effectiveness can be
learned, and effective leadership is contingent or
asituaticnal.

Reaeaxrch theoriea differed in how to attain
effectiveneas. Fielder <(1977) believed that it wesa
necessary +to £fit the right person to the demands of +the
situation at’' a given time. His Contingency Model of
Effective Leadership emphasized accurately diagnosing the
situation and +the true dimensionas of leader member
relationa, task satructure and position power, and then
matching & leader whose style of behavior would be
affective in that situation. Fielidexr streasmed that an
individual should become aware of his style, develop it
and through diagnosis of a particular situwation, be able
to determine his own degree of effectiveness. If =a

aituation was not congruent with an individual leader-’s
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atyle behavior, he then proposed certain strategies which
tha leader could enploy in_ arder +to influence the
situation toward a direction more congruent to hissher
atyle reauiting in higher leader effectiveneasa {McCoy
and Shreve, 1981).

Argyris, Vroom, Hersey =nd Blanchard held another
“viewpoint. They felt it was necessary to determine the
needs of the situation and then have the leader adapt to
the needs of the situation at that given tinme.

Argyris (1957) developed an Immaturity-Haturity
Theory which propozed that there existed eight' changes
taking place in a maturing adult. In reference to
ieadership training, Argyris proposed that a leader would
be able +to change his style of behavior in order to
better meet the needs of maturing individuals.

Ueing Argyris’ basic theory, Paul Hersey and Kenneth
Bianchard built a model for understanding and improving
leadership. Their model u=zed the task interperaonal
dimension and added the dimenaions of leader adaptability
and effectiveneas. This sasupported the fact that there
waa no aingle, all purpose leader style, but rather that
successful leadera muat be able to adapt their behavior
to meet the demanda of the maturity level of the
followersa.

Thias model represented an attempt to provide leaderas

with an awareneas that leader behavior wesa not atatic but
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muat be continually adapted to meet the constantly
changing needs and maturation of the followers.
Effectiveneaa was dependent upon thisa continuing
adaptation of style behavior on the leader“s part <(McCoy
and Sherve, 1981).

Victor Vroom and Phillip Yetton proposed +that
ieadersa could improve their effectiveness through
training in & decision-making model. Through their
research, the# developed a prescriptive, deci;ion—making
model with which leaders could become trained in order to
improve their effectiveness (Vroom and Yetton, 1973).
Vroom and Yetton believed that leadera could learn to
behave differently through training in decision meking.

The ebove research and theories of Argyris, Fielder,
Vroom and Yetton, and Heraey and Blanchard supported the
beliefs +that effectiveneass could be learned. Each
provided models for leader skill development through
leadership training. Leadership training recognized the
need for both structure and interpersonal dimenaions for
effective ieadership. This understanding of the
complesxity of leadership indicated that leadership
behavior' is dependént on the behavicr of both the
subordinates and superiors of that ileaderx. The behavior
of these mnenbers of the organization was dependent on

both personal and organizational motivational factors.
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Therefore, leadership behavior had to incliude response to
the human nature aﬁd motivational forces present in any
given situation.

Ingighta intc humen motivation for leaderahip waa
provided by Abraham Maslow and Frederick Herzberg.
Nanlow presented a hierarchy of needa of the individual.
He 1looked at the development of the individual as being
based on a progression through a hierarchy of needs an
individual seeks to fuilfill. The progression started
with physioclogical needs, focllowed by safety, love,
esteemn and finally, self-actusiization.

Frederick Herzberg (1968 went & step further with
his Motivation Hygiene Theory and related employee
motivation specifically to werk. Herzberg collected data
on factors which brought satisfaction and diésatiafaction
to workers on their jobs. Based upon his f£indings, he

determined that two kinds of needs affected a person’s

aatiasfaction/diassatisfaction on the Jeb -- hygiene
factors and motivators. Hygiene factora included such
things as money, atatus, and security. Motivators
incliuded responaibility, eachievement, professional

growth, and recognition.

With this inaight on worker motivation, leadership
theorists have been able to provide furthér asupport for
the acceptance of one situation aa being diatinct fronm

another and alsoc the recognition that leadership was more




conplex with attention needed for more variables; that
all leadership sasituations would not be the same at all
times (Hchy and Shreve, 1981).

Leaderahip research and theory have indicated a
recognition of the evolving complexity of the leadership
phenomenon. It haa been determined that it ias not a
leader’as atyle, characteriatica, or traitas alone which
will increase effectiveneaa. One muat alac look at how a
leader interracts with the individual within the
organization <(McCoy and Shreve, 1981).

Owens (1976) makes this statement about leadership:

Leadership is a highly dynamic relaticonship between

an individual and other membera of a group in a

apecific environment. What counta is not ac much

the traita that the leader may or ﬁay not poasseas as
it i1as +the kind of thing he does, The focus,
therefore, is not 80 much upon the generalized
effect of the leader-group relationshipa (that is
called leadership) eas it is upon the way in which
the leader exercises his infliuence {(that is leader
behavior). {p 125
Summary

This chapter attempted to examine the literature for

those studiea relating to this atudy. In summary, the

‘following observationa can be nade.




Effective inatructional practices have been
identified through research as having a aignificant
impact on student achievement gainé. Theae practiceas are
beat conveyed to teachera through a ataff development
model which embraces the preasentation, demonatration,
practice, feedback and coaching praceaa. In order for
staff devaelopment to become institutionalized,
admninistratora must give strong attention to stabilizing
and sasupperting the program and protecting it againsat
threata. Finally, @& principal“s leadersaship atyle must

adapt to the demands of a situation.
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Chapter 3
Methodology

The purpose of thia study was to identify the degree
of principal leaderahip atyle aaaptability and teacher
use of effective teaching skilia in schools where a staff
development program in effective teaching akilia has been
institutionalized.

Null Hypotheais - In a achool diviasion where

a staff development program in effective

teaching skills haa become inatitutionalized,

teacher use of effective teacﬂing skilias will

not be significantly different in achools with

significantly different degreea of principal

leaderahip atyle adaptability.
Chapter 3 contains an explanation and deacription of the
methodoliogy uaed +to accompliash +thisas purpose., Ther
following sectiona are included: subjecta, description
of the instruments, design and procedures, and data
anaiyaia.

Subjecta

The poéulation of the atudy included elementary
principals and teachers in a urban school aystem in the
state of Virginia with a&an institutionalized ataff
development program for effective teaching akilla. The
population was limited +o the saschools of elementary

principala who had been assigned to their reapective




schools for one year or more. The restricting of tﬁe
population of principala was deasigned to eliminate thoae
variables aassociated with the adjuwatmenta to a new school
and to unfamiliar patternas of behavior of supervisory
personnel. The selection of the principal population was
made by requeating the Director of Staff Development in
the school district to identify elementary principala of
achoola with a K-S grade span. it wazs determined 11
principails in the sachool division met the selection
criterjion of having been assigned to +their reaspective
achool for ong or more years.

Classroom teachers who had auccesafully completed
the division-wide staff development program in effective
teaching skilis comprised the teacher population +to be
obaerved. The selection of these teachers was made by
asking each principal to identify, <for the reasearcher,
those teachers who met this reguirement. A maximum of 15
teachera Qere identified in each achool to be observed
and rated during the second phase of the satudy.

A jetter deacribing the present atudy and an
approval letter from the school division’s Department of
Reaesarch wae mailed to each of the 11 principals. {Seea
Appendix A)> In the covering letter, the principails were
told +that the reaearch atudy conaiated of two phases.

The firast phase required the completion of the Leader
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Effectivenceas and Adaptabiiity Description <«(LEAD) by

teachera. If their aschool was melected, teacheras who had
completed the effective téaching skills program would be
obaerved during the second phase.

It was anticipated that Qll i1 schoola wouild
participate in the firat phase of the atudy. The achool
identified as having a principal with the higheat
leadership adaptability and the achool identified asa
having the principal with the loweat leaderahip
adaptability would then participate in the asecond phasae
of classroom observations.

After several follow-up phone caills, +three schoola
agreed to participate. The other eight achools did not
elect to participate becauvae seven were involved in self
studiea for achocol evaluation and accrediation. - One
school principal indicated he waa retiring and did not
want hias school to be a part of the astudy. It was then
decided +to include all three schools who had agreéd to
participate in the second phase of the satudy. Further
attempta to get the eight non-part%cipating achools to

complete only phase one of the study were not succeasful.

Principals in each participeting elementary sachool
waere ashked to randomly select a maximum of 15 teachers to

complete the Leader Effectiveness and Adaptability

Description instrument. Then the elementary principals
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were requesated to identify all teachers in their schools
who had completed +the ataff development program in
effective teaching skills. The rezmaarcher selected a
maximum of 15 teachers to be observed from the identified
group. Selection of teachers was done in a random manner
but in a way that facilitated ocbaervation.
Instrumentation

Two instrumenta were used in thia atudy. To measure

principal leadership adaptability, the Leadex

Effectiveness and Adaptability Description, developed

by Hersey and Blanchard (i973), was used. To measure
teachers uae of effective teaching akilla, the

Inatructional Skills Observetion Instrument, developed

by Wolfe (1982), was uaed.

Leadexr Effectiveneas and Adaptabiiity Description

The LEAD-Self and LEAD-Othex instrumentsa,

developed by Heraey and Bianchard (1977), were developed
to measure three different aapecta of leaders in terma of
the asituvational leadership theoretical model:

» leaderahip atyle {(primary and secondafy)

.atyle range {i.e. which leadexrship atyles
charecterized the range of managerial behavior)

«.atyle adaptability (the ability to alter style to
adapt to varying maturity ltevels).

The LEAD contains twelve work-related situationsas.

The +twelve situationa represent three instancea of f£four




maturity statea’! low maturity, iow to moderate maturity,
moderate to high maturity, and high maturity. Four
alternative actions represent the four basic styles of
leader behavior: high task-l1ow relatioenship, high task-
high relationship, high relationship-iow task end low
relationship-iow task. Reapondents are requested to
select the style which most clozsely deacribes the
behavior of the principal in a given situation. A copy
of LEAD is found in Appendix B.
The original pool of items for +the LEAD was derived
from structured interviewa and discuassions with
managers, expert managerieal consultants, and
followers. The interxviewas and discussions were
conducted by two organizational development expexrta.
These broad-based sources generated <8 possible
items. The 48 item pool was then analyzed by a
committee consisting of professors, experts,
trainers of management and organizational behavior,
as well as managers and practitioners. Iten
eliminations and revisions were based upeon the
content of the item and the extent to which the item
represented the corresponding aspect of the
Situational Leadership Model. The resulting item
pool consisted of 12 situations across four nmaturity

states,. {Greene, 1980, p.4)
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Standardization procedures and normative information
were reported by Greene (1980). The LEAD-Self wasa
astandardized on the responses of 264 managers from North
America. Three types of sacorea for each atyle and
adaptability measured are provided by the LEAD; raw
acorea, percentile ranka, and normal cure eguivalent
{Greene, 1980).

The 12 item validities for the adaptability sascore
ranged from .11 to .52, and 10 of the 12 coefficients
{(83%) were 23 or higher. Eleven coefficienta were
significant beyond the .Cl level and one was significant
at the .05 level (Greene, 1980).

Stability data reported by Greene (1980) wasg
moderately atrong. Iin two adminiatrations across a aix-
week dinterval, 75X of +the managers mnaintained their
dominant atyle and 71X naintained their alternate astyle.
The coefficients were both .71 and each was significant
{p <.01). The correlation for the adaptability sascores

was .69 (p <.01).

“The logical wvalidity of the scale was clearly
established. Face validity was based upon a review of
the itema and content validity emanated fron the
procedurea emnployed to create the original set of items®

{Greene, 1980, p. 1).




m
85

Greene (1980) conducted several empirical validity
atudies. Correlations with demographic/organiamic
variables qf aéx, age, years of experience, degree and
management level, were generally low, indicating the
relative independence of the ascales with reapect to these
variablesa, In ancther atudy by ‘Greene {1980), a
significant (p <.01) correlation of .67 was found between
the adaptability scorea of managers and the independent

ratings of their superiors.

The Inatructional Skilla Obaservation Instrument

Patricia Wolfe (1976) develcoped the Ingtructiocnal

Skillas Observation Inatrument to examine +the teacher”’as

ability to effectively appily the inatructional skills
elementas of saet, inatruction, guided practice, and
independent practice. This instrument is based on the
Madeline Hunter treining model and reflects the elements

taught in an effective teaching skills training progran.

The inatrument has been constructed +t+o asaiat the
vbeserver to objlectively decide whether certain elements
are inciuded in a lesson. Observera must decide if there
ia a need for the use of an element, if =soc, ia it acted
upon and, if used, is it used effectively. On the ISOI
each instructional element is broken into several
components which receive ratings from =zero (low) to four

(highd. The total points posaible ies 88. In this study
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the degree of effective teacher uwae of these skills was
operationally defined aa thé tota® sascore which the
observed teacher received on the instrument. The ISQGI

was found to be applicable to all content areas, all age
groups or ability levels, and all sizea of inatructional
groups or varioua classroom organizationa <(Stallinga,

igsal.

Jane Stallinga {1984) reported u=e of the

inatructional Shkilla Observation Inatrument to assess
teacher implementation of the Napa County Instructional
Skills Program over a period of four years. The
interrater agreement among the observers using the IS0I
during the lat year was .83. Interrater agreement ia
computed by dividing the larger~’s score of an obaerver by
the smaller score of an cbserver (Borg and Gall, 1983)
and should not be confused with interrater relimbility.
The IS0I was revised before being used to collect the
data for the second, third, and fourth years of the Napa
Study.

While the instrument ia widely uaed in the
literature, no satudiea were found updating reliability
and validity characteriatica. A copy of the ISOI is
found in Appendix C.

Deaigqn and Proceduregs

The variabiea in the present astudy were principail

leaderaship atyle adaptability and teacher use of




effective teaching skills. The principal”’a leadership
style adaptability waa derived from the Leader
Effectiveneaa and Adaptability Description (Heraey and
Blanchard, 1973) as perceived by teacheras. The teacher
use of effective teaching skiils was obtained from the
Inatructional Skillas Observation Instrument (Wolfe, 1982)
as recorded by trained cbserveras.

The wvariableas of thia atudy were not auaceptible to
experimnental manipulation therefore necesaitating a
causal-comparative study (Borg and Gall, 1983).

T-teast and analysis of variance were used to test
the null hypothesis. Specifically, +the t-teat was uszed
to determine the statiastical significance in the means of
the leaderahip atyle adaptability variable and analysais
of variance was used to determine whether teacher use of
effective teaching skilla differed significantly.

In the first phase of the study each of the three
principals of the elementary achools involved in the
study waa sent by mail a package which contained the
LEAD inatrument, aself-addressed, stamped envelopes, and
an appropriate cover letter. The LEAD inatruments were
identified by @a code Known only to the inveatigator.
Inatructions were printed on the front cover of the
instrument and a letter to each teacher waas attached.

(See Appendix D)




Each principal was requested +o select fifteen
teacheras +to complete the inatxument. The reaearcher
apecifically asked the principal to rand&mly place the
inatrument in teacher mailboxea. The research inatrument
was then to be returned by the teacher +to the
investigator in the self-addreased stamped envelope. In
order to minimize the nonresponse bias, one folliow-up
phone call waa made to each principal at the end of three
weeks. The principals were ashked to encourage teachera
to assist the researcher in her satudy. forty-seven
percent of the LEAD inatrumentsa were returned completed
and used in this study.

During the second phase of the atudy, each principal
was contacted again and asked to provide schedules for
all teachera who taught mathematica and who had completed
the +training program for effective +teaching skilis.
Teachers were not identified by name.

The inveatigator scheduled a maximun of 15
obaservationa in each achool during a two week period.
School principals were ﬁotified of the day observations
were to take pilace but did not know the teacher or claas
period. Forty observationas were completed but onity
thirty, or 75%, were uaed in the atudy. Six obaservationa
were not used because students were being tested, two
becauvuse of fire drills, and two because the classes were

interrupted for apecial programs.




The observeras were two graduate students at The
College of William and Mary .in the School of Education.
Both had taught school previously. One had been trained
in the Madeline Hunter Model of effective inatruction.
Observer training in the effective teaching akills
program and uze of the IS0 took place on two aeparate
dates. After viewing a videotape of a teacher interrater
agreement was .97. During the actual cilaasaroom
observation, both obsaervers rated the aame teacher,
interrater agreement was .94.

Data Analysis

The LEAD instruments completed by respondenta were
acored by the methoda preacribed by itas authors, Hersey
and Blancharxrd <((1973). The total raw acore on the

Inatructional Skiillas Observation Inatrument foxr each

teachér was determined by summing the ratings on each of
the four skill areas. |

The acores from the LEAD inatrument were analyzed
by using a t-test using the Statistical Pachage for
Social Sciences {(Nie, Hull, Jenkins, Steinbrenner and
Bent, 1975}, to determine if there was a sgsignificant
difference in the leaderahip adaptability of the
principals. The 1501 scores were anailyzed by analysis
of variance using SPSS (Nie, et wil., 1375), to see if

there was & statistically significant amount. of




variability between  the groups of teachers using

effective teaching skills at each achool.

This chapter has presented the methodoiogy used in

thias atudy. The next chapter preaents a diascuazion of

the findings of thias study.
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Chapter 4
Findings

The results of the analysia of the data of this
study wilil be preasented in chapter 4. The findinga wilil
be presented as they reilate to the folliowing null
hypothesisa:

Null Hyvpothesis - In a achool diviaion where a

ataff development program in effective teaching

akills haa become inatitutionalized, teacher

use of effective teaching skilis will not be

aignificantly different in achools with

significantly different degreea of principal

leaderahip style adaptability.

Selection of Subijects

The population of the atudy included elementary
principals and teachers in an urban achool division in
the atate of Virginia with an 1natitutionalized ataff
developnent program for effective teaching skillsa. The
popuiation was 1limited +to the aschools of elémentary
principals who had been assigned to theiry respective
achoola for one year or more. Thia reatricting of the
popuiation of principals was deaigned to eliminate those
variablea associated with the adjuastments to a new school
and to unfamiliar patterns of ﬁehavior of supervisory
peraonnel., The selection of the principal population was

made by requeating the Director of Staff Development in
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the school division to identify elementary principals of
achoola with a K-5 grade apan. It was determined 11
principala in the achool division met the selection
criterion of having been asasigned to their respective
achool for one or more years. Three of these sachools
agreed to participate in the atudy.

Classroom teachers who had asuccessfully completed
the division-wide staff development program in effective
teaching skills comprised the teacher population to be
observed. The selection of theae teachera was made by
aasking each principal to identify, for the researcher,
those teachers who met thisa requirement. A maximoum of 15
teachers were identified in each school to be observed
and rated during the second phase of the study.

Fifteen teachersa, randomiy selected, in the three

achools were reguested to complete the Leader

Effectiveneas and Adaptability Description (LEAD) which

deacribed the behavior of their principal in different
aituationsa. Twenty-one, 47x, teachers reasponded with
completed forms.

The 12-item instrument measured aseparate aspecta of
leaders: leadership style, range and style adaptabiiity.
Style adaptability acores were used in thia atudy. Data
collected S£from the LEAD waas acored for leader style

adaptability using directiona from the auvthora, Heraey




and Blanchaxd (1973>. The data provided three types of
scorea for the adaptability measure: raw scorea,
percentile rank and normal curve equivalent (NCE), The
raw sacores were computed by aumming the reapon=e wvalues
vwhich correspond to the option sasslected for each
asituation.

The raw sacores may be converted to corresponding

rexrcentiles based upon a atandardization process

completed by John Greene (1980). The normal curve

equivalenta represent deviation standard ascores derived
from the cummulative frequency diastribution of raw acore=a
{Greene, 1980). The NCE is a normalized standard score
with a mean of fifty <S0) and a atandard deviation of
21.06 (Greene, 1980). The leadership style adaptability

acorea for each aschool are displayed in Tables I, II and

III.




Table I

Leaderahip Adaptability Scores for School A

Normal Curve

Raw Score Percentile Egquivalency
iz 67 '59
i4 81 68
io0 52 51
13 73 63
19 o8 a3
i6 89 76
6 26 36
Mean = 12.86 N =7
Table IX

Leadership Adaptaebility Scores for School B

Normal Curve

Raw Score Percentile Egquivalency
o 3 10
8 38 4
10 52 51
-1 2 7
8 38 stet
=] 231 33
o 15 28

Mean = 4.86 N =7
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Table III

Leaderahip Adaptebility Scores for School C

Normal Curve

Raw Score Percentile Equivalency
+ 15 28
1 | C 13
-7 1 i
i3 73 63
15 85 72
10 S2 , 51
S 21 33
Mean = 5.85 N =7

The xraw score data from the LEAD were analyzed for
atatiatical ajignificance by uaing the t-test for
difference of means according to the second edition of
the Statistical Pachage for the Social Sciences (Nie, et.

al., 1975).

Table IV pregsents the t-test analys=is of the data
from School A and School B. The mean adaptabiliity score
fox School A was 12.8357 with a atandard deviation of
4.180 and a standard error of 1.580. The mean
adaptability for Schcocol B waa 4.8571 with a 4.180
standard deviation and standard error of 1.580. The +t-
value was 3.58 with 12 degrees of freedom and is

significant at the .004 ievel of confidence.
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Table IV

Reaults of the Comparisons of Means for

Schoovls A _and B Uaing the t~-Teat

Standard Standard
Mean Daviation Exrror
School A 12.8571 4.180 1.580
School B ¢4 .8571 4.180 1.5880

t = 3.58
df = 12
P PRelal

Table V presents the resuits of the t-test analysis
of data <from School A and Schooi C©. . 'The mean
adaptability acore for School A waa 12.857 aa opposed to
5.8571 for School C,. School A had & standard deviation
of ¢.180 and atandard error of 1.580 while the atendard
deviation for Schocl C waas 7.581 with a standard error of
2.865. The t-value waas 2.14 with 12 degreea of SLfreedom

and ia aignificant at the .05 level of confidence.




Table V

Results of the Comparisons of Means for

Schoola A and C Hising the t-Teat

Standaxrd Standard
Mean Deviation Error
School A 12.8571 4,180 1.580
School C 5.8571 7.581 2.85%56

t = 2.14
df = 12
P .05

Table VI preaents the t-teat analysis of the data
fxom School B and School C. The mean adaptability score
for School B was 4.857 and 5.857 for Schocol C. This=a
yYielded & t-value of -0.31 with 12 degreea of freedon

vhich is significant at the .77 level of confidence.




Table VI

Re=sultas of the Comparison of Meanas for

Schoolae B and € Using the t-Teat

Standard Standard
Mean Deviation Exrror
School B 4,8571 4.180 1.580
School < 5.8571 7.581 2.85%6

t = -0.31
df = 12
p  .7T65

The results of the three t-tests indicate that the
principal of School A has a statistically higher
leadership adaptability ascore +than the principails of
either School B or School C.

Teachers in the three achools, who had completed the
ataftsf dévelopment program in effective teaching skills,
were randonly =selected to be obaerved. Fifteen
observations were scheduled in each school, a total of
forty observationa were completed but, as discuased in
Chapter 3, only thirty (75%) were acceptable for use.

The Instruvuctional Skillas Observation Inatryrument

(IS0Y) was uaed by the clasarcom observers to record the
teachers” uae of effective teaching akilla. The

interratexr agreement on the ISOI during obaerver training
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was - Dt During actual classroom observation the
interrater agreement was .97,

Data collected from ISOT was acored usaing the
criteria set forth in the instrument manual by the
aunthor, Patricia Wolfe (1982). The data provided raw
acores in four apecific areasa: aet, instruction, guided
practice, and independent practice. Total possible
peints a teacher could receive on the ISQOI was 88.

Table VII presenta teamcher observation scores from
the three schools. The raw data were analyzed by using a
one-way analysia of variance according to the saecond

edition of the Statistical Pachage for the Socisl

Scienceas <(Nie, et., al., 1975). This was to determine

whether the achools differ significantly among themselves.

- mmt  ———
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Table VII

Instructional Skills Observation Instrument Scores

School A School B School ¢©
a7 57 79
| 87 79 &0
75 53 Sa4
7O . 60 73
8z a8z 62
80 72 Sz
87 72 54
83 73 Se
70 66 65
&9 60 53

N = 30

Table VIII presents the results of the analyais of
variance of School A and Schocl B. Data analysis reveals
a signficant difference in the u=me of effective teaching
akills. The f-ratio was 7.438 which ia significant at

the -.0138 level of conficence.
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Table VIII

Rezultse of the Comparisons of Means for

School A and B lUsing the Analyais of Variance

Degrees of Sum of Mean of
Freedom Squares Sgquares

Between Groups 1 616,05 616,05
Within Groups is 1430,9000 82,8278

F-ratio = 7.438

P .0138

Table IX presents the resultas of the analyaias of
variance of Schools A and C. Data snalyais from School A
and School € show a aignificant f-ratio of 24.46 at ,01

level of confidence.

Table IX

Resuitsa of the Comparisons of Means for

School A and € Using the Analysis of Varience

Degrees of Sum of Mean of
Freedom Squares Sguaresa
Between Groups 1 i688.9 isgs.s
Within Groups is 1242.5 69.027
F-ratio = 24.46
P < .01

Table X presentsa reaults of the analyaias of

S ——— i ——— - plt



variance between School & and C. Table X showa that
there isa mno sasignificant difference in the uae of
effective teaching skilils in School B and School G, The

f-ratio is 2.447 and ia significant et the .135 level of

confidence.

Table X

Results of the Comparisons of Means for

School B and € Using the aAnalysis of Variance

Degraeas of ‘Sum of Mean of

Freedom Squaresa Squares
Between Groups 1 217.80 217.80
With Groups i8 1602 .0000 89.0000

F-ratio = 2.447

P <.1351

The above results leada this researcher to reject
the null hypothesias as stated.

Chapter 4 has summerized the findings of the atudy.
In Chapter 5, conclusions will be drawn based on these

results and implicetions discussed.
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Chapter S

Concliuaions and Iimplications

Thia chapter will present a review of the findings
and conclusions drawn from these findings. X Implicationsas
of the study with regard to achool leadership and future
research will be discuassed. The chapter includeé the
following sectional introduction, limitations,
conciusions, impltications, and sumnmnary.

Introduction

This study was undertaken to investigate principal
leadership atyle adaptability and teacher use of
effective +teaching akilis in a achool diviaion with an
institutionalized staff development proagram in effective
teaching akilillasa,

A review of the relevant literature and related
research revealed that research on effective teaching has

evolived from descriptive studies characterizing effective
and ineffective teachers (Good and Grouws, 1979; Brophy
and Evertsaon, 1974; Staltiinga, 1974)* to correlational
studies relating teaching akillas +to student growth
(Evertaon, et. a., 1980); and finally to the experimental
teating of the use of. effective teaching sakills in
controlled aituationsa {Good and Grouws, 1980;

Fitzpatrick, 1982; Anderson, Evertson and Brophy, 1979:

Stallings, 198Q). fFrom these studies, succesaful teacher




practices have been identified and médels of effective
instructionsa developed.

Reaeaxrch in the field of ataff development
eatablished certain eiementa that ahould be inciuded in a
training program {(Stallings, 1982; Joyce and Showers=a,
1980, 1981 and 1982). In addition, atudies found that
the implementation of a ataff development‘program varied
with content, context, the proceass of presentation, and
teacheras themselves (Berman and MclLaughliin, 19?83.

A survey of literature concerning lsadership theory
revealed effective leadership is dependent on a leader”’s
behavior with followers during interaction and on
leadership atyle adaptability <(Hersey and Blanchard,
1977; Argyris, 1977 and Fieldexr, 1977). Furthermore,
research on innovations in schoolsa haa concluded that the
principal is a ce¢riticel variable in the success or
failure of implementatioﬂ of planneé change in achoola
{(Miles and Huberman, 1982; Crandall and associates,
1982).

Two instruments were selected to teat the hypothesisa
in thia Study: a mneasure of leaderahip atyle
adaptability, Leader Effectivencesas and Adaptebility
Dascription, developed by Hersey and Bianchard (1373)
and a measure of effective teaching akills,

Instructional Skills Observation Instrument, developed

by Wolfe <«<1982). A sample of 11 achools in an urban
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achoocl diviaion was selected as the sample population.
The principals of the subject elementary achools were
requested to participate, Several follow-up phone calls
waere nmnade to thoae who did not respond positively. A
total of three schools agreed to participate in the
atudy. Forty-seven percent of the teachera reaponded to
the LEAD instrument, and 75% of the observations were
usable. Some obaervationas were not unaed because teachers
were teating, fire drills interrupted cobservationz or
class periocds were ahortened becaunae of apecial prodrama. .

Analysias of the test data shows that there wvas =
statiatically significant difference in leaderahip satyle
adaptability of principals, with School A having a higher
degree of adaptability. In addition, a atatisticaily
aignificant difference waas found in teacher use of
effective +teaching akilias, with School A having the
greater use of skills. More detailed disucssion of the
findinga will be provided in the conclusion aection of
;his chapter.,

Limitations

The findings and recommendationas of this sastudy
concerning principal leadership style adeptability and
teacher use of effective teaching skills are limited
because the researcher does not know whether leadership

style adaptability 41ia +the cause of teacher use of




effective teaching akills or just a contributing Ffactor.
This atudy waas conducted in a naturalilistic a=s
opposed to an experimental setting. Therefore, many
variablea that might have been controlled in the
laboratory, werée not contreollable in this study. When
interpreting the reaults of thias atudy the following
limitations must be considered:
i. The amall asample sasize and selection of the
sampie,
2. The lack of generalizZzability to other sachool
diastricta of other geographical areas and sizes,
3. Reliability and validity of the observationail
instrument,
4. Reliebility and validity of the instrument to
determine leadership satyle adaptability,
5. Lack of control over the ataff development
pProgram with respect to?
a., the varying ability of trainers,
b. time lapsed asince teachers were trained,
c. the evolution and change in the training
model over ten years.
6. The lack of long-term data on the use of
effactive teaching skills,

7. "The use of only elementary teachera in

mathematica classes, and

———— .
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8. The lack of control over auch variables as age,
sex, tenure, akill, and experience.

In designing this study, the researcher had the
opportunity to conduct the study in the achool division
where she ia presently emploved. In order to reduce bias
it was decided +to select a aschool diviasion which met
deaign requirements but where the researcher was not
known. The achool division selécted ia the eighth
largest division in Virginia. It waa anticipated that
the size of +the sachool division would allow fof a
sufficient sample size.

However, this attempt to reduce biaa reasulted in
other threats to the deaign. Specifically, in securing
approval from this achool division, there waa reluctance
on the part of principals to participate because of the
senasitive aystem of leadership and the fact +that the
study may reflect negatively on a principail“s leadership.
Additionally, teachers may be reluctant to asmaess thedr
principal‘a leadership because of the possibility of the
principal discovering the resulta; and, the proceas used
to aselect teacheras who asseased principal leadership made
follow-up difficult, if not imposaible. These reasons
greatly reduced the sample size.

Borg and Gall (1983) suggest “it is desirabile to
have 15 cases in each group to be compared in causal-

comparative research" <(p. 251). However, they alao
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conciuvwded "it is virﬁually impogsible to obtain the

cooperation cof all aubjects selected in volunteex

asamples*. The inability to secure information from

subjectas has presented a major threat to thia atudy.
Con;lusions

The present atudy was conducted in an urban school
division in Virginia that had a division-wide staff
development program in effective teaching akiilsas. Thia
effective teaching askills program had been in place for
10 years and met the requirements for
institutionalization according to Miles (1982).

The participants included elementary principals and
elementary teachers. No inference shouid be made beyond
those variables included in the study, namely, principail
ieadership atyle adaptability and teascher use of
effective teaching sakilla. The findingsa preasented ahould
not be generalized to other types of staff development
programs and wiil need to be supported by further sastudies
in other area=s of staff development.

The following null hypothesis was tested in thisa
atudy:

Nuil Hypothesis - In a achool diviasion where

a ataff development program in effective

teaching &akilla has become institutionalized,

teacher use of effective teaching skilias will
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not be aignificantliy different in achools with

significantly .different degreea of principal

leadership style adaptability.
Aa indicated in Chapter 4, the null hypothesia wasa
rejected. The findings- show that +the greater the
principal“’a leadership atyle adaptability, the greater
the use of certain teaching akills by teacheras and the
lower the principel“’s leadership atyle adaptability, the
lower the use of certain teaching skilis by teachers.

Leadersahip satyle adaptability iz defined aa the
degree to which a person is able to vary his leadership
atyle to meet the demands of the situation and the needs
of the aubordinatea in order to acconplish the
6rganizationa tasik. A review of the relevant literature
and related resaearch supporta the conciuaions of the
atudy that leadership astvyle adaptability is critical in
determining a leader”s effectivenesa, which in turn may
effect certain teacher practices.

The work of Tannenbaum and Schmidt (1973) propoaed
that a leader ia able to adapt hia style in relation to
both the orientation of the subordinates and the
ajtuational factors. The Michigan State and Ohio State
lLLeadership Studies (Katz, Macoby, and Morse, 1950)
inciuded both task and relations as factors determining a
style. Based on these studies Bilake and Mouton (1967)

incorporated the factors of taak and atructure aa two
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dimensiona within an individual“s style. Fielder’s
{1977) saituational/contingency theorieas of leadership
demonatrated that there was no all~-purpose atyle of
leadership but rather that effectiveness waa dependent
vpon the situational factors and the people involved.
Therefore it waa posaible for & leader to adapt hia atyle
at a given time in order to be effective in a situation
and with those people involved in the situation ((McCoy
and Shreve, 1981).

Hersey and Blanchard <1977) and Argyris (1977)
proposed that a leader must be awvare of different
maturity levels of followers in regard to sasccepting
responsibility for task achievement. In order +to be
effecﬁive with different people in +the situation, a
leader must adapt to their needs <(McCoy and Shreve,
i1981>.

The findings of this study reported that three
principals did have varying degrees of leadership
adaptability which indicated these principals mey have
different abilitieas to diagnoase a situation and vary
leaderahip style accordingly.

Research in the fields of ataff development and
effective teaching akilla has uncovered atrong 1links
between deairable student outcomeas and teacher actiona,

Studias of teacher effectiveneas have identified
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instructionai technigues that appear to raise xreading
acorea (Anderson, Evertson and Brophy, 1972, 1282: Reid,
1978-82) and math scorea (Good and Grouwsa, 1979 ‘and
Fitzpatrick 1981, 1982). From these and other satudies
Rosenshine (1983, 1986) developed s=six inatructionail
akills which aerve as a guide for diascussing the general
nature of effective instruction.

With the content of ataff development readily
available, the context or environment which ensures the
succeas of ataff development presents a gquesation. The
importance of context of staff development was brought
out in a atudy by the Rand Corporation (1978) when Berman
and MclLaughlin examnined federally funded programs and
concluded a major reason for success wvas aupport from
principals,

Lieberman and Miller X1981) emphasized the
importance of the principal aa an instructional leader in
bringing about improvementa in teaching. Stallings and
Mohlman <((1981) +found that teaching improved most 1in
achoola where the principal wes supportive of teacheras.
Littie (1981) in a satudy of the effects of staff
development found succesa most likely in an atmosphere of
collegiality.

Crandall end associates (1982) found that <the
institutionalization and continued use of an innovation,

auch as a sataff developnent progran, dependad on
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principals guarding against vulnerability, resistance to
environnental turbulence and indifference. Programa fail
where the administrators do not care enocugh to supply the
assistance and protection of the innovation.

From these studiea it was inferred that a staff
development program focusing on a teacher's use of
effective teachihg technigues would depend on the
principal’as ability to adapt hia leadership atyle and
provide the assistance and gsupport neceasary to ensure
auccesaful institutionalization of the program.

The findings of the present study appear consizstant
with +the research findings regarding the effect of
principal leaderzahip on the teacher’s use of effective
teaching =akills. The <findinga of the present study
suggesat that principals with higher 1l1eadership styile
adaptabiliity will tend to have teachers who are trained
to use effective teaching skills using these skills to a
greater degree than those teachers where the principal is
leas adaptive.

The present findingas alac tend teo auwpport previous
research, (Crandall and associates, 1982), which suggest
‘the need for “forceful leaderahip* accompanied by support
and commitment and the ability for adminiatratora to *“lay
off from close superviaion, giving teacheras a chance to

adapt and extend." Thia indicates the need for

———— e R fi ' e — ——
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principals to adapt their leadership styles to the
aituetion and mnaturity level of teachera to ensure a
greater commitment to the uae of an innovation, or in
thias case, effective teaching skills,

Stogdill {1974) in reviewing +the research in
leaderahip found that the leaderahip of principals was
significantly related to tést achievement of foliowers.
Hie statea +that leadership atyles pro&uce differential
effects on the behavior of followers, Thus, what a
principal doesn during the implementation of an
innovation, can, and doe=, impact on the behavicor of hia
followexrs, which in turn, impacta on the s;cceéa ox
failure of the innovation.

Novotney (1971) atatea: “"to be an effective leader
the principal must be knowledgeable of the range of
leadership behavior avaijiable, the priority
responaibilities of his role, and the nature of the
forces influencing his actiona' (p. 38). Therefore, the
effectiveneasas of a& principal is dependent upon his
knowledge of the organization, hia specialized technicail
knowledge and saskillsa and hia abiiity to adapt his
leaderahip to meet the needs of different situations.

The implementetion and continued use of a planned
innovation such as effective teaching skills is dependent
upon the leadership of the principal. The reaulta of the

preasent atudy tend to aupport this conclusion.




Implications

Based on the findings and conclusions of this atudy
there are implications for administrative practice and

further research.
Implicationa for Educati;nal Practice

The resultas of thias study appear to indicete that
the degree of leadership adaptability is associated with
the degree of teacher use of effective teaching skills.
Furthermore, the literature on leaderxrship containa many
arguments that principal leadership is the key to
successful implementation of an innovation or change.
Therefore, this impliea that educational administrtors
should be able to aasess their leadership atyle,
determine their leadership range and understand that
effectiveness iz dependent upon the individual-’s atyle
adaptability. Training should be provided for =skill
development in adapting one’a leadership atyle to meet
the organizational demands and needs of teachers.
Principals need to be aware that leader behavior is not
atatic, but muat be continually adapted to meet the
continually changing needa of the organization and
effectiveness is dependent upon the leader”s continuing
adaptation of leaderahip atyle. School ayatema that are
attempting atructured programs in teaching effectiveness

might well include training in leadership akilla, if such
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a need exists, for principals.

Inplicationas for Future Reaearch

Any implications for future rezearch drawn from this

atudy muat be made in full recognition of the various

limitationsa. Concluaions may be developed considering
only thia saample population of elementary achool
personnel in an urban setting. Although the data

collected were considered reliable <for analysais, the
sanple aize waa smnall. These two limitationa indicete a
need to replicate the study in a rural school divi=zion as
well as other urban divisions using larger samples to
allow for greater generalizability of the results.
Additionally, only elementary principals and teachers
were invoived in the present atudy. Therefore,
replication of the study procedures shouild be employed
with other asupervisor-subordinate settinga _(e.g., high
school principal-~-teacher) to determine if the same
findings occur.

Another limitation was the lack of control over the
astaff development program with reapect to: the different
number of trainers, time lapsmed since teachera were
trained, and the inability to maintain a pure training
model. Further reasearch ia needed to reveal the various
influences these factors have on teacher use of effective

teaching askillas.

An additional limitation was the lack of control of




variables of age, tenure, experience, and gender. More
research needs to be undertaken to reveal the influehce
of these factora on leadership style adaptability and on
teacher use of effective teaqhing akillisa, Research ia
also needed using the inatruments of this study (LEAD and
iS0i> +to enhance the reliability and validity of those

instruments. Finally a long term study is auggestad to
aszsesa the effect of principal leadership on teacher uszne

of effective teaching skills.

Thia study looked at principal leadership atyle

adaptability and teacher use of effective teaching akills

learned through a =ataff development progran. Other
studies to examine principal leadership and staff
development programa in areazs other than effective

teaching skiills are needed.
Sumnary
The present satudy attempted +o test the nuil
hypotheses:
Nuil Hypothesis - In a school division where
a ataff development program in effactive
teaching =akillas has become inatitutiocnalized,
teacher use of effective teaching skilla wiil
not be asignificantly different in achoola with
aignificantly different degrees of principal .

leaderahip atyle adeptability.
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The findinga and conclusions of this study
concerning principal leadership atyle adaptability and
teacher use of effective teaching skilis are limited
becauwse of certain deaign characteristicsa and thisa
reaearcher dgea not know whether leadership style
adaptability is the cause of successful utilizaetion of
effective teaching akilla or juat a contributing <Sactor.
However, it is believed that the study does add to the
theory base and +the literature on sataff development,
inatructional skills, and leadexrsahip, and provideas a
baais for future research.

The findings of the present atudy suggest that the
leadership style adaptability of school principais has an
affect on whether a teacher usea effective teaching
akills learned through a staff development program. This
indicates that principal leadership atyle adaptebility is

important to the succeas of a ataff development progranm.
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Appendix A

Dear

My name ia2 Dorothea Shannon and I am currentliy
completing doctoral studieas at The Colilege of William and
Mary. I have received permission from the Research and
Evaluation Department of your achool division and the
endorzement of the Coordinator of Staff Developnent, to
conduct a research study in your elementary schoois.

My atudy focuses on teacher behaviora.
Specifically, the skills in the teacher effectiveness
progranm as they relate to +the leadership atyle
adaptability of principals.

I am seeking your cooperation in conducting thia
atudy which will be in two phases, Puring the first
phase, to take place during the last two weekas of
January, a sampiing of your teachers will be asked to
complete the Leader Effectiveneas and Adaptability
Deascription <(LEAD-Other) questionnaire. Based on the
reaults of the first phase, certain schoolas wili be
selected to participate in the second phase.

If your school ia selected for participation in the
second phase, trained observers will come to your school
and observe all regular classroom teachers, grades 1-5,
who teach mathematics. Observations will last from
thirty to saixty minutes. The observers will use +the
Instructional Skills Observation Instrument which is a
low inference, non-judgemental check liat. I asaure you
that the observers will be unobtrusive and not disturb
clagsroom instruction. These observationa will be
scheduled for the firat two weeks of February,

Assurances:

i. Data collected concerning individualsa will not
be shared with anyone, incliuding achool
principala, teachera, central office staff or
raeaders of the dissertation.

2. Individual participants, scheools or the school
system wili not be ijidentified by name in the
dissertation or any reports that come from the
diagsertation.
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3. Data will not be collected from atudenta and
atudenta will not be affected by the atudy.

Because of these assurances, it will be impossible
for me to share with you or the central office staff any
reaults while the atudy is in progress. Once the atudy
is completed, I will be happy to ahare the concluaiona

with yonu,

If you have any guestionsa, don't hesitate to contact
me at (703) 775-5023 or (804) 493-8407, I i1ook Sforward

to hearing from you.

Cordially,

Dorothea Shannon

Attachment




Dear Mra. Shannon?

I agree to participate in your atudy and I

understand that teachers in my school wiill complete
LEAD-Other guestionnaire and may be observed.

School

Principal“s Signature

the



PLEASE NOTE:

Copyrighted materials in this document
have not been filmed at the request of
the author, They are available for
consultation, hawever, in the author's
university library.

These consist of pages:

P. 103-107 Leadey Effectiveness and Adaptability Description

P. 109-112

University
Microfilms

International
300 N Zeeb Rd., Ann Arbor, MI 48106 (313) 761-4700
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Appendix C

INSTRUCTIONAL SKILLS

OBSERVATION INSTRUMENT

developed by

Patricia Wolfe
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Appendi=x D

Januvary 22, 1987

Dear Respondent:

My name is Dorothea Shannon and I am conducting a sastudy
on Principal-“s Leadership Styile Adaptabiility and
Teacher’s Use of Effective Teaching Skills. The Study
will examine ieadership styles, ranges and adaptability
of principels in =achools where & ataff development
program in effective teaching sakills exists. The
information that you provide will contribute to a better
understanding of Jleadership as it relatea to staff
development.

The Research Department of your sachool division has
approved thia study and you have been randomly =eiected
to participate in thisa phase. I would like you to help
by £illing out the enclosed survey and returning it in
the =elf addressed envelope.

I seek information on how you perceive the leadership of
your principai. The survey describes twelve situations
and you will respond by selecting an action which you
think would most closely describe the behavior of your
principal in the situation presented.

Thank you very much.

Cordially,

Dorothea Shannon
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Purpose

The purpoase of this study was to identify the degree
‘of principal leadership style adaptability and teacher
use of effective teaching akills in schoolas where a ataff
development program in effective teaching skills has been
inatitutionalized.

The null hypothesias to be tested was: In a s=achool
division where a staff development program in effective
teaching askills has become instituionalized, teacher use
of effective teaching skills will not be significantly
different in achools with significantiy different degrees
of principal leadership astyle adaptability.

Method

The population of the sastudy included elementary
principala and teachera in a large urban achool division
in Virginia. Thia achool division was selected because
the sastaff development program in effective teaching
akillas waszs ten years cld and met the requriements for
inatituionalization. The principalas had been asasigned to
their sachools for a year or more and teachers had been
trained in the division-wide staff development program in
effective teaching skills,

Teachers at three achoola completed Hersey and
Blanchard“’s Leadexr Effectiveness and Adaptability
Deacription which measured the principal-”s leadersahip
style adaptability. The adaptability scores were
analyzed using t-tests. Teacheras whe had completed
teacher effectivenaess training were observed and rated
uaing the Inatructional Skilles Observation Inastrument by
Wolfe, which measured uase of effective teaching akilis.
These sacores were analyzed by uaing one-way analyais of
variance.

Findings and Concilusions

The t-test revealed a aignificant difference in
principal leadership atyle adaptability in School A and B




and Schocol A and C, Analysis of dJdata collected by
observersa by wusing analysis of variance showed a
aignificant difference between Schococl A and B and School
A and € in use of effective teaching akills. This lead
to the rejection of the null hypothesaia,.

The null hypothesis was rejected at high levels of
confidence. It waa concluded that the lesdership style
adaptability of sachool principals has an effect on
whether & teacher uaes effective teaching ahkills learned
through a staff development program. Thia study suggests
that when undertaking a ataff development progranm
principal leaderahip atyle adaptability may be conaidered
an important contributing factor.



	A study of principal leadership style adaptability and teacher use of effective teaching skills
	Recommended Citation

	00001.tif

