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Abstract

Instructional leadership is not walefined in the literature. The termas been used
to describethepnici pal 6s rol e as an instructional
only instructional leaders. Teachers are as walthis study, dta on leadership and
problem solving style were collected one time from 378 educatorslia $chool settings in
the northeast of the U.S he purpose is to provide an empirical evidence of what describes
instructional leadership.

The results of a¥43 4 MANOVA indicated that there were significant differences

bet ween e dasomtle teadsrship subsediesthe Orientation to Chang@C):
ExplorerDeveloper(F(3, 290) = 8.236p < .001,4* = .079) and thélanner of Processing
(MP): Externallnternal F(3, 290) = 4.597p = .004,/4* = .045) groups The OC subgroups
differed significantly in the areas of transformational leaderdhiB,290) = 6956, p <.001,
h* = .067) and passive/avoidant leadershift3, 290) =4.438, p = .005, #* = .044. The

MP subgroups differed signifamtly in the areas of transformational leaderski{3(290) =
3.683 p=.012, #* = .037) and passive/avoidant leadersHi¢d, 290) =3.128 p = .026, /#°

=.031). There were no significant differences in mean esaf all types of leadership for

theWays of DecidindWD) group Furthermore, there were no significant interactions

e a



betweenVIEWgroups. AlIVIEWQgroups scored the highest on transformational leadership
and the lowest on passive/avoidant leadership.

Three stepwise multiple regression analyses were used to determine the extent that
educatorsdé gender, years of teaching experie
and scores on the problem solving styles predicted their perceptions of éldeirsleip styles.

Results indicated that theghest degree earned e du c at or s Oriematiantoer ence f
ChangeExplorer-Developer problem solving stylgenderand type of certificatevere

significant predictors of the variance in the mean scoréso$formational leadership? =

.189, adjusted? = .179, F(4, 338) =19.67, p < .001. There were rsignificantpredictos of

the mean scores of transactional leaderahipe Bonferroni adjusted alpha of .01ZBhe

type of certificatavas the onlysignificant predictor of the passive/avoidant leadership

subscaleR? = .049, adjusted?? = .046, F(1, 341) =17.4Q p < .001.

Data fromthreeopeended questions related to the p
leadership and problem solving were coded aradyaed. Four common overarching themes
emerged: (a) personal characteristics, (b) knowledge and experience, (c) interactions with
others,and(d) setting directions. The quantitative findings were then triangulated with the

qualitative results to descelronstructs of instructional leadership.
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CHAPTER ONE: INTRODUCTION TO THE STUDY

The construct ofristructional leadership emejrom effective schools studies in
the 1980sBossert, Dwyer, Rowan, & Lee, 1982ithwood, Louis, Anderson, &
Wabhlstrom, 2004jo describe the role achool principad. Based on this researcéchool or
district administratorsvere portraye@s instrietional leaders when they demonstdate
leadership characteristics targeting curriculum and instruction (Elmore) &D00prove
teachersé practices, and henscheolleadersetimghr ove st
expectations sachdemi degbabbiahdngai sing tes
2). They were described alrective leadergHallinger, 2005who wereinvolved in
overseeingand managing their schools (Hallinger & Murphy, 1985, 1986)is concept of
instructional leadersp hashadits limitations, particularly when it focusezh one
individual, theprincipal It has been noted thdti$ person might not be the expert in all
content areas (Hallinger, 2007), which limits his or her ability to manage curriculum and
instructon throughout thechool to assist with school wide and district wide activities
Instructional leadershipouldb e fAdi stri buted across the schoo
superintendents, teacher s, andsistangpiincipalg, maker s
department chairpersons, and teachers haverkeeentlydescribed as instructional leaders
and often serve in this capacity when provided with adequate support from their principals
(Good, 2008; Klar, 2012

In the 1990s, the term instruct@iieadership was replaced by schbaked
management and facilitative leadership, known as transformative leadership (Lashway, 1995)
that Leithwood and his colleagues developed

transformational leadership in educetal settings Transformational leadership was well



received in the educational community because ahigsed nature of leadership between the
principal and the teachers (Leithwood & Jantzi, 2000).

With the2001 No Child Left Behind Ac¢instructional éadership regained its
popularity, but in a more comprehensive format than that used in the 188@sent
definition of instuctional leadership incorporatechnology, teaching and learning,
professional developmerand data analysis for decisitomaking (King, 2002). Leithwood,
Jantzi, and Steinbach (199®9verecognized instructional leadership as one of the most
popular concepts in education, lagmit that it is not weltlefined. Different versions of
instructional leadership modeisve beemeveloped since its inceptigisouthworth, 2002).
Such model s include Leithwoodbs (sbtnei t hwood e
teachersdé behaviors iIimpacting studentsd grow
that describginstructional leadeship as three categories of leadership practices, and Blasé
and BmMmalal(®®8 thatemphasizsé eacher sd professional deve
effective instructional leadership practice.

University instructional leadership programs such as the b&eatern Connecticut
State University prepare al/l educators fito ¢
respond to reform at the national, state and local levels; and to transform educational
organi zationso (WCSU, p . e doncerning thedefaitiom of, qu e st
instructional leadership and whether or not all educators are instructionaidedtby and
Hoyb €009) responstd such questionsdicatedt hat Al eader ship i n i nst
should emerge freely from bothpripca | s a nd t etoevbule colegially gngage? )
in activities that improve the teaching and learning process. Instructional leadership would

then emerge as a result of principals6é and t



student learningTl his type of shared instructional leadership would highlight the importance
of educators6é |l eadership in a | earning commu
With an increasing demand for high quality teachers and eféestkiool leaders
Connecticut pilote@ researcibased System fdEducator Evaluation and Support (SEED) in
10 of its districts during thechoolyearof 20122013(CSDE, 2012). The goal of thew
state model for evaluation ig strengthen educator practick other words, the purpose is
to increasehe effectivenes of all educators in their current roles. With a focus on teaching
and learning, the model describine administrator as an instructional leader, and as
proficient when he or she extends the role of instructional leaders to others and provides
them withnecessary support. The model serves as a vehicle to build the capacity for all
teachers and to provide them with leadership opportunities based on areas of need.
Human resources in an educational setting may use different means to target
curriculum andmstruction, but they all seek to continuously improve student learning.
Teachers and administrataray have someommonleadership characteristics and
preferences for problem solving that depict the uniqgueness of instructional leadership.
Instructional €adership is not limited teducator$olding specific positions or assuming
certain leadership roled.eadership is nagimply a position or a role; it is an interaction
amongand betweethe individualsand contexg. This is also true ohstructionalleadership
This studysought todescribe the characteristics of educatens held a variety of
positions aseachers, administrators, atehcheteaderdrom urban, suburban, and rural
environmentsn thenortheastertnited Stateslt was the intentio of this researcher to
provide clarification about the role of instructional leaders and some of the variables related

to different types of leaders.



Rationale

Most research on instructional leadership assumes that instructional leaders are
administratorsvho focus on curriculum and instructiontopr ove student sodé | ea
However,EImore (2000extencedthis definition to includeeach stakeholdavho plays a
role in some type of distributed instruction
fiacross the school community, with principals, superintendents,ggach, and pol i cy
(Lashway, 2002p. 1). FurthermoreMartin (2007) describéteacher leaders as prein
solvers Teacher leaders may be intrinsically tmated educatawho choosthat roleor
may be assigned to be leadersheir schools They mayassume the role afistructional
specialistscurriculumspecialiss, classroom supportgrfacilitators, mentos, department
chairs, data coacks changecatalystsresource providey or learnes (Harrison & Killion,
2007). Theyconstantlyseekcontinuousmprovement, demonstrate lifelong learning, and
usetheir learningo supportstudenté | e ar ni n gTheydevelop tharteadsrship
capacity througlprofessionatievelopmat opportunities and resourctsat administrators
provide buttheyoften struggle to maintain a balance betwtasir leadership
responsibilitiesand teaching (¥st, Vogel, & Rosenberg, 2009), just as principals may
struggle to balance their instructid@and administrative roles.

Leadership organizatiorssich aghe National Association of Elementary School
Principals (NAESP2009, Teacher Leadership Exploratory ConsortiumhEEC, 2010,
National Policy Board for Educational Administration (NPBE®07, and Council of Chief
State School Officers (CCS$@01]) require leaders in education to meet expectations or
demonstrate behavior which they frame as standardghey do not clearly describe

instructional leadershipThey use standards and framewdadikassess the effectiveness of an



individual as a leader and identify areas in need of personal growth and improv&vtnesmt.
the Connecticut State Department of Education (CStlBdedits System for Educator
Evaluation and Developmeint 2012,it usedstandardsbased measures of performaacel
practiceto evalwate teachers and administratoidie result washe development of the
Common Core of Teachin@CT) Rubric for Effective Teaching and the Common Core of
Leading(CCL): Connecticut School Leadstip Standardghat wereadopted byCSDE
(2012). Throughout theSEED Handbook (2013he term instructional leadershigfersto a
princi palwhent heh v ipraactcespl mdnidoeng and continuously
improvingteaching andgtudentearningare observedThematingo f a pr i nci pal 6s
performance changes froneklopingto proficientwhenthe principal providespportunities
for others to become instructidrieaders. Howevethe Handbookloes notlefine what
characterizes instructional leadrip.

Hallinger (2007)interpretednstructional leadershigsa topdown and directive
model and transformational leadershga bottomup ard participative model Hecalls for a
model of educational leadership that integrates instructional and traragional leadership
based on the schdbleeeds and context. Such a directive approach and a participative model
promote dynamic interactions among educators at all lesa@bporting a climate for creative
problem solving and continuous improvementsthue nhanci ng educator sdo |
capacity. In a review of literature on instructional leadershhpallinger (2005) reported 110
empirical studiefrom 1983 through2006 hat f ocused on abhhe princip
instructional leaderLater, Hallinger (211) reportedhata large number of empirical studies
focused on instructional leadhip, transformational leaddnip, and shared leadership over

the past four decadesi t h t h everdll®lgedtigas © énprove student learning



Hallinger supportedaleadership for learningnodel which hedevelopedvith Heck (2010)
becausef thelimitations of theoriginal model of instructional leaderghi
Statement of the Problem

I nstructional |l eader ship has beensdescrib
and standards, and is not well defined in the literature (Leitdw@antzi, & Steinbach,
1999). Instructional leadership is not simply a position or a role; it is an interaction among
and betweemhe individualsand contextslt involves administrata, principalsand
teachers.It requires problem solving and shared decisimaking.l t 1 s fAshared wit
teachers, and in its best forms it is being cast as coaching, reflection, collegial investigation,
study teams, explorations into uncertainmatten d pr obl em s Blasej2004,0 ( Bl a
p. 4). Therdore, thereisa need to use empirical research to describe the characteristics of
educatorsegarding their leadership styles and problem solving styteEmntifyingthese
characteristicbelps indivduals inderstad theirdifferencescapitalize on these differenges
and recognize the importance of group dynamidésifwovegroup effectivenesand student
learning

Statement ofPurpose

The purpose of thistudywasto understand the characteristiéseducatorghrough
the lens of diverse groups t&achers anddministratorsvith differenttotal years of
experience in education, levels of educatigpes of certificates, and education rolés K-12
school settingby:

1. examining differences itheirleadership styles based on each of three dirorss

of their problemsolving styles;



2. investigating the relationships betweéeirleadership stes and problem
solving stylesand

3. understandingher perceptions about tirdeadership and problesolving
chaacteristics.

Potential Benefits of the Research
Potential benefits of the researitlude an understanding of leadership
characteristics, problem solving styles, and the relationships between leadgyigsignd
problem solving styleamong a groupf K-12 educators This understanding promate
professional devel opment opportunities that
solving,toi i mpl ement compl ex school r ¢édlsor m ef f ort s
provides insight tgpersonnel irhigher education institutionsho seek ways to improve their
educator preparation programs.
Definition of Terms

The following tems are relevant to this study:

1. Anadministrative certificatés a qualification attained by educators who have or
seek the knowldge, skills, and dispositions to be administrators.

2. Anadministratoris defined in this research as an educator who holds an
administrative certificatand has a role as a school or district administraidns
typically includes assistant principals, qipals, assistant and associate
superintendents, and superintendents.

3. Instructional leadershifis one of the most popular concepts in educational
leadership thaits portrayedhroughe d u ¢ achacactesigtics anobserved

practicego improvecurriculum,instruction,andstudent learningln a meta



analysis of studies on school leadership, instructional leadership has been

described in 21 categories of specific behaviors related to principal leadership

(Marzano, Waters, & McNulty2005).

. Leadershipgs ddined by Hughes, Ginnett, and Curphy (1993) as both an art and a
science, and as a process, not a positi
the foll ower s, and the situationo (p. 1¢
be developed thugh education and experience.

. Leadership styleare consistent individual behavsothat leaders demonstrate

whenthey motivateothers andnduce them t@ct toachievespecificgoals
(Burns,1978).They ar e ficategories of el eader shi
predeter mi ned etah2005,.23).( Mar zano

. Problem solvingnvolves closing the gap between the actual and desired

outcomes using creative approaches that require courageouseadind

motivation to find problems, genergtessible solutionsnddevelop a plan for
action(lsaksen, Dorval, & Treffinger, 2011}t is the thinking and behavior in

whi ch one engages fAto determine or const
new directiol (Treffinger, Selby, Isaksen & Crumel, 2007, p. 1

. Problemsolvingstylesiar e consi stent individual di f
prefer to plan and carry out generating and focusing activities, in order to gain

clarity, produce ideas,and e par e f or act i200vopp. @Y ref fing
. Teacher leadeship fiis a potentially powerful strategy to promote effective,

collaborative teaching practices in schools that lead to increased student

achievement, improved decision making at the school and district level, and



create a dynamic teaching professiontfon e 2 1 s tTeachemLeadearship (
Exploratory Consortium [TLECR010,p. 3). Teachersit ake r esponsi bil
the |l earning of all students, advocate f
investigate, innovate, and document new ways to advance thefpe s si on o

(INTASC, 2011, Aprilp. 3).



CHAPTER TWO: REVIEW OF THE LITERATURE
Chapter Overview
ChapterTwo is organized irsix major sections: (a) researahalysis, (b)educators
and leadershigc) educators and problem solvingd) educators and demaggphic
characteristicse) emergingresearch questionand (f) chapter summarnyf hefirst section,
researctanalysisis completed in three stages: {l@@xplains the role of current educational
reformsintheKL2 curri cul um t o istergstmolinking pgroblem soheéng e ar c h
style to instructional leadership; (b) it illustrates howdbh&basesearches were compéel
to identify relevant researdb this study; and (c) tloses with a summary of the selected
research itemsThe second setion, educators and leadershipeserns a synopsis of
prominent leadership theoriestheoretical background to instructional leadershig a
synthesi®of the selectedpublicationson instructional leadership. The third section,
educators and problesolving, provides a theoretical backgroundpmblem solving style
andits application in education. The fourth section describes currentreseaeci onc at or s 0
demographic characteristic hefifth section posethethree research questions addressed
in thisinvestigationand their hypothesed he last sectiomoncludes the chapter with how
the literature supports the need for this query.
ResearchAnalysis
Role of Educational Reforms
Educational reformare strategic initiatives that déke directon ofcurriculum
instruction, and assessmeémtK-12 educational settings/(vw.ed.goy. They impact
teaching andearning, andn a waytheyrecognizespecificcharacteristicef aneffective

educatoffor a successful ferm. Therefore, it is important to discuss the most recent

10


http://www.ed.gov/

initiatives and how they influence educatiorgeneralandcharacteristics o#ducatorsn
particular

The United States Department of Education authorized the No Child Left Behind
(NCLB) Act of 2001 and the American Recovery and Reinvestment Act (ARRA) of 2009 to
supportthe most currerstandardsased education reform3he NCLB (2001) was
designed to close the academic achievement gap orcsgatied basic skills assessments
throughaccouna bi | i ty, flexibility, and choice. Ho
the 2014 deadline for all/l students to be pr
(House, 2013, p. 8) encouraged 44 states to request NCLB waivers. These states agreed to
adopt college and career readiness standards and to evaluate teachers based on student
achievement. To revitalize the economy in 2009 and specifically to increase educational
opportunities such as innovation and school improvement programs, the ARR (289
signed into law. The purpose was to improve learning of all students, to develop globally
competitive learners, and to develop rigorous curriculum standards that are common across

the stateshttp://www.mrestandards.ojg

Impact on curriculum. Supported by students, educators, parents, and community
leaders, the National Governors Association (NGA) Center for Best Practices and the
Council of Chief State School Office(€CSSO) led the new curriculumash dar ds st at es
initiative, and developed the CCSS (2010) in English Language Arts and in Mathematics.
Teachers and administrators are expected to set high expectations for all students and ensure
that they have the knowledge and skills necessary faegmihnd career readiness. They also
are expected to prepare the students for the new generation of colrgmadrassessments,

the Smarter Balanced Assessment Consortium (SBAC) or the Partnership for Assessment of
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Readiness for College and Careers (PAR@®@) are aligned with the CCSS. Piloted in

20132014 and to be implemented in the 2015 school year
(http://www.smarterbalanced.grghese assessments claim to be related to the real world.

They requie planning, management of resources, creative and critical thinking, flexibility,
coll aboration, and communicati on. They are
and information needed to continuously improve teaching and learning; and he¢lfhenee
President's goal of restoring, by 2020, the nation's position as the world leader in college

gr ad u bttp:/éwsw2.ef.goy.

Impact on teaching and learning Continuous improvement of teaching and
learning hasbecme a maj or factor in measuring educat
Connecticutdos framework for teacher or admin
Student | earning and educator practice are t
Stucknt learning accounts fdi5% of educator performance and educator practice accounts
for 40%. The other two categories are based on feedback from stakeholders for teacher
evaluation and effectiveness of stakeholders for administrator evaluation. Tdteveffess
of this framework is to be determined because it was piloted in 10 districts in Connecticut in
20122013 and implemented throughout the State in 2004

(http://www.connecticutseed.org Thereforethere is urgency for educators to be proactive;

to learn new skills; to think creatively and critically as they foster dialogue about student
learning and manage and prioritize resources. It is essential that educators align professional
development, aaching, and feedback with SEED. Expected outcomes are to continuously

improve practice, and hence improve student learritig:(/www.connecticutseed.org
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Implications for educators. As we, educators, fathese new challenges in our
classrooms and in our schools, we are the problem solvers and the instructional leaders for
this education reform. If our goal for our students is to be college and career ready, it is our
responsibility to educate our studemn how to apply knowledge in real world situations

using highetorder thinking skillghttp://www.corestandards.oxglt is our responsibility to

help studentslevelop lifelong learning skills such as commaoation, collaboration, critical
thinking and problem solving, and creativity and innovatiattp(//p21.org. It is also our
responsibility to help students develop life and career skills such as flexibility, initiative,
productivity, social skills, and leadershilptip://p21.org. Therefore, it is important that we
work effectively in our teams to establish a climate that supports this education reform

(http://www.creativelearning.com It is critical that we understand our problem solving

styles so that we appreciate each otheroés di
differences maympact our leadership styles.
Search Process

AsperConect i cut ds Gui del i nes fteachekeftnstwant or Ev

i ndi vidual Aserving in a position requiring

requiring an [ admi htp/svivw.a@rinécticetdeedoreandtheteimc at i on o
administratorr e f er s t o an educator who fiserves i n a

cer t i f http:édwwi.connectidutseed.orgEducators holding thadministrative

certification and identified a®achersmay choose to continue to serve in their current
teaching role or may be encouraged to serve as instructional or curriculum coaches, team
leaders, or in schoalide or districtwide committees. Téy are not administrators, but they

are teachers who demonstrate leadership behaviors beyond thewaiass The researcher
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guestionedvh et her t he program of administrative c:¢
leadership skills and impacts their leaship styles. She further exanmihghether

educatorsdé6 gender, years of t e arehlatedthearx per i e
leadership stylesSheconducted theearch process in this stugyided bytheinclusion

criteria andhe searclstrategydescribed below

Inclusion criteria. The publications that were selected for review have been
identified using the following search terms, delimiters, and databases:

Search terms EBSCOhost, Web of Knowledge, My ERIC, and SAGE searches were
competed using a combination of the following ternmstructional leadershipr types of
leadershipifstructional leadershi®R educational leadershi@R administrative
leadership when deemed necessary; educat@acher*OR principal* OR coach*OR
specidist* OR instructional coach*OR mentor®; problem solving stylecreative problem
solving years of teaching experienoeyears of experien¢cgender academic degreekeyel
of educationrOR education leveg| and type of certificatecértificat*).

Delimiters. Database searches were limited to peerewed journals and
publications dated since 2002. The Web of Knowledge Boolean search on types of
leadership was limited tBducation Educational Researédr Web of Knowledge category
and toArticlesfor type of document. As for the termpeoblem solving stylandcreative
problem solvingsearches were refined Bsychology Educationdibr category, andrticles
for type of document.

The delimiting categories for the two ternmsstructional leadershi@rd problem
solving stylewere different because the broader tetgelershipandproblem solvinghave

been introduced in different fields of research in psychology. Leadership focuses on traits,
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qualities, behavior, beliefs, and practices of an indi@idvho has the power or authority to
lead others. Problem solving focuses on the cognitive style and ability of an individual to
successfully complete a task.

Database searche€£BSCOhost searches used Academic Search Premier, ERIC, and
PsycINFO databasdor three reasons: (a) to verify that the potentially selected EBSCOhost
findings were relevant and the search was comprehensive, (b) to create a report for the
combined searches in order to facilitate identifying the criteria used to include or eaclude
publication, and (c) to create a comprehensive list of the publications on instructional
leadership to be reviewed in this study. The EBSCOhost searches were conducted in January
2013 and later in July 2013 to include the most recent relevant pubilisataded 2002 or
later. EBSCOhost result lists were converted to EXCEL spreadsheets using software called
Web Content Extractor, and then they were combined with Web of Knowledge citation
reports, My ERIC results, and SAGE. Spreadsheets helped iddw@ifluplicate findings
from the different databases and analyze the combined results.

Search drategy. The search strategy details how the searches have been completed
and identifies the publications for literature review.

The resear cheerost dmd erew ted wc autnar sé6 | eade
their problem solving styles focused searches on the following main concepgiduayors
(b) instructional leadership(c) leadership stylg(d) problem solving(e) problem solving
styleand()s el ect ed e du c atgendesy@arscoheaperercéighesidegree c s (
earnedtype of certificatg It is important to review how these terms are applied in the
literature. Therefore, a description of each of theséerms is included belowThe

researcher examined these concepts and some related terms because of their explicit or

15



implicit interdependence as the thesauri searches indicate below. Additional terms that were
searched in educational settings inclpeeceptionsleadershipthe instruments of thBulti-
Factor Leadership Questionnai{®1LQ) andVIEW An Assessment of Problem Solving
Style, andcreative problem solving

Educators. The first main concepgducatorsis a synonym of the currently used
termteachers Teachers werenown as instructional staff in 196€®80 (Thesaurus of
ERIC). More specific descriptors of the teteachersarebeginning teachersooperating
teacherselementary school teacheexperienced teachemhaster teachersecondary
school teachersandspecial education teache(Ehesaurus of ERIC). The teregucators
is defined as professionals with Acareers in
and experts i n Aeadam &daictoRreanjerSyndngne ofyhe tertm
educatosin PsycINFO were broad terms sucheasication education degreesindtheories
ofeducaton and they are beyond t he f ocAcadenacf t hi s
Sear c h Befirtions the résearcher used the texncatorgo refer to shool staff
and administrators who participated in the study. The researcher constructed a Boolean
search statemenit(eac her *0 or fiprincipal *0 or fAcoach?*,
C 0 a ¢ h meéntod®y aloifig with the terneducators

Instructional leadership. The second main conceptstructional leadershipis a
broad topic that has been examined in depth and in breadth in different coftext®rm
instructional leadership s descri bed as Aproviding directi
the i mprovement of curricul umlthasbdenusedtdt r ucti o
describe programs in colleges and universities that focus on a specific degree. It also has

been used by leadership organizations to describe leaders in edudatiomeet specific
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stardards. When an initial search was conducted usiagerminstructional leadership

these termappeared in the title of a study, as a related subject, in the abstiadie text

of the study. The publications with the temmstructional leadershipn their titles were
subsumed in other studies that used the term in the abstract. This is why | searched for
studies whose title included the temmstructional leadership Searching for the term
instructional leadershipn the tile alsoeliminated publications that examined other types of
leadershipwvith a focuson curriculum and instruction.

This search identified8 peer reviewed publicationsut of which 11studieswvere
empirical Four empirical studies (Chen, 2012; Higgin®&nne, 2011; Lee, Hallinger, &
Walker, 2012; Sahin, 2011) wecenducted abroad, anderenot consideredor literature
reviewto avoidconcerns aboutultural differencesTheremaining67 studiesvere reviewed
for contentand referencesTheywere notselectedor one of the following reasons: (djay
examined hownitiativesimpacted instructional leadership behaviors (Bredeson & Kose,
2007; Burch, 2007; Lewis, Rice, & Rice, 2011; Louis & Robinson, 2Qb2}hey proposed
amodel for instructionaldadership (Green & Cypress, 200@);theyfocused on the
principal 6s i n alroad(Bdrdem 208Browh & Ghdi,20123umys &
Akcaoglu, 2013)(d) theydescribedehaviors thatvould impactteachesin specific
contexty Cdik, Sezgin,Kavgaci, &Kilinc, 2012, Fancera & Bliss, 2001 (e) they provided
a review of the literature on instructional leadership (Hallinger, 2q03jey evaluated a
mentoring program for beginning principals (Gettyrtin, & Bigby, 2010); or (¢ they
were nhcluded later in a different section of Chapter Two (Ohlson, 2009; Robinson, 2010).
However, Hallinger (2005¢ontributed to the theoretical background of instructional

leadership anevas an excellent sourder references that the researcher examtoed
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determine if she could usey ofthem in this study.Table 1provides a summary ¢he $x
empiricalstudiesthatwere recognizetbr literature review ofnstructional leadershi@and

educators
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Tablel

SelectedEmpirical Publications ornnstructionalLeadership

Authors Purpose Sample Methodology Data Analysis
BaysandCrockett Investigate instructional Elementary school Interviews, observations, Grounded theory
(2007) leadership for special principals(n=9) inthree  and artifacts methodscoding

education districtsin rural areas and member
(southeasternteachersr( checks
= 9), SPEDteachersr{O
9); coordinators of
instruction 6 = 3), school
psychologiss (n = 9)
Graczewski, Examine pr i nc Elementary¢éacherand Teacher surveyschoot Mixed methods:
Knudsonand instructional leadership in principals(San Diego City) based interviewsand correlational and

Holtzman (2009)

reakti on to tea

profesional development

principal observations

multiple case

study

19
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Tablel

SelectedEmpirical Publications on Instructional Leadership

Authors Purpose Sample Methodology Data Analysis
OvandoandRamirez Describe principals' One districtelementary, Multiple case study; Qualitative data
(2007) instructional leadership middle schooland high interviews, observations, analysis: coding,

actions within a teacher school principalsri(= 3); and journals categories, and
evaluation system assistant principalsi(= 3) themes
Reitzug, Westand  Explore how principals Principals 6 = 20). 13 Qualitative: indepth Grounded theory
Angel (2008) understand theetationship elementary, 2 middle, 4  interviews, 22 hrs each  methods: coding

between their daily work and high school, and one-R

improvement of instruction  (southeastern US)

(continued)
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Table 1

SelectedEmpirical Publications on Instructional Leadership

Authors Purpose Sample Methodology Data Analysis
Ruff andShoho Examine mental models of Elementary principalsn(= Collective case study: Schema;
(2005) principals with different years 3); teacher glunteersifi=  Principal 5660 min patterns; peer
of experience 2) from each school interviews and 2810 hrs  data coding;
(urban) observations; teacher member checks
interviews;
documents/artifacts

Spillane, Hallettand Examine different forms of  Teachersri{= 84) at eight Qualitative: observations Patterns,

Diamond (2003) capital as a basis for public elementary schools and interviews categories, peer
instructional leadership (Chicago) data coding and
checks
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Leadership style The thrd main concepigadership stylgis the search term (ERIC,
PsycINFO) for three types of leadershia)instructional leadership(b) principal
leadershp, and(c) teacher leadershipTable 2liststhe descriptors used for these types of
leadership. Isupports the use of the MLIQ thisstudtf 0 assess educator so
styles. The title search for MLQ and the three types of leadership in education was not
effective Threesearcles werghencompletedthe firstsearch onhe termMLQ, the second
searchontermMLQ andthe termeducatorsand the third search on the tereakicatorsand
seltperception of leadershipThe searchegave29 results, but they did not contribute to
this study. One publication (Fenn & Mixon, 2011) focused on one Ighigestyle of
superintendents by using the MLQ6s 20hequest.
remaining 28 research iteragaminedne of the following: (&t udent sd percept.
university instructor sodo [2@18)dbeagrediturg edgcdtiong! er ,
teachersdé percept i on s (Geiman Adéington, lmrso& ci pal s o |
Olander, 2007Xc)t eacher sé6 perceptions of their princ
than the US (Barnett & McCormick, 2008ern, Curtis, & Colmar, 2010Nir & Kranot,
2006),(d) the MLQ dimensionsn different context¢Heinitz, Liepmann, & Felfe, 2005;
Hetland, Hetland, Andreassen, Pallesen, & Notelaers, 2011; Hinkin & Schriesheim, 2008)
(e) the literatue on transformationaébdership, off t he 1 mpact of princi pa

teachers and the school climé&Buluc, 2009 Cemaloglu, 2007).
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Table 2

Leadership Thesauri Relevancy Ranked Tdriear When the Term Was Introduced

Types of Leadership Academic Search Premier

Eric Thesaurus

PsycINFO Thesaurus

Instructional Teacher leadership
leadership LEAD teachers
Educational leadership

Direct instruction

Instructional Leadership
Principals

School administration
Teacher leadership
Transformational leadership
Leadership style

Leadershipualities

Transformational leadership (2003)

Leadership qualities

Leadership style

23
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Table 2

Leadership Thesauri Relevancy Ranked Térrdsar When the Term Was Introduced

Types of Leadership Academic Search Premier Eric Thesarus PsycINFO Thesaurus

Principal leadership Assistant school principals  Transformational leadership Transformational leadership

Teacherprincipal relationships Principals School principals (1973)
High school principals Teacher leadership Leadership qualities
Educational leadership Instructional Leadership Leadership style
Principalcounselor Leadership style

relationship Leadership qualities

Studentprincipal relationships Leadership effectiveness

(continued)
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Table 2

Leadership Thesauri RelevanRanked Termé Year When the Term Was Introduced

Types of Leadership Academic Search Premier Eric Thesaurus PsycINFO Thesaurus
Teacher leadership Teacher leadership Teacher Leadership Cooperating teachers (1978)
LEAD teachers Transformational leadership  Transformational leadership
Educational leadership Instructional Leadership Teacher effectiveness evaluation (19
Leadership style Teacher education (1967)
Leadership effectiveness Leadership qualities
Leadership qualities Leadershigstyle
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Problem soling. The fourth main concepproblem solvingwas first introduced in
1967 (PsycINFO). Itia systematic and orderly process to find solutions to problems that
may arise in educational and reducational settings. It may describe how students and
teachers solve problems in mathematics, science, and interdisciplinary subjects. It also may
describe how individuals solve problems in business, management, and sociology. The term,
problem solving is @ised if narrower terms such as conflict managemasis ecnanagement,
or group problem solving do).not applyo (Acad

In a Boolean search on the terproblem solvingandleadershipin educationone
research item (Robinson, 2010) wasognized for integrating content knowledge and
building relationships i problem solving contextFour other publications were found and
removed from the literature review because they explored problem solving in the context of
administrative preparation programs (Linn, Sherman, & Gill, 2007; Mountfdrier&

Machell, & Cockrell, 200Y, building relationship$Gilley, 2003), or the role of principals in
collaborative problem solving teams (Rafoth & Foriska, 2006).

Descriptors for problem solvingThe descriptors of the terproblem solvingnclude
problem solving (Academic Search Premier, ERIC, PsycINFO), group problem solving
(Academic Search Premier, PsycINFO), and participative decision making (ERIC), but these
descriptors do not include problem solving style and creative problem solving. 3rable
sunmarizeshow the thesauri describe these ter¢hereas ERIC described cognitive style
as relevant to each of tipeoblem solvingproblem solving stylandcreative problem
solvingterms, PsycINFO identified creativity as relevant to each of the thmas.ter
Cogni ti ve st ynforenationsprocessing haketsiwhiahgeprigsent the learner's

typi cal modes of perceiving, thERKRIi ng, remem
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Creati vi ty i strikute ofcanstrioceve originalityaoften iméested in the

ability to discover new solutions to probl em
(ERIC). Problem solvingcognitive styleandcreativityas independent terms, are not of

interest to the researcher in this study, gmablem solvingstylesof educators aref value

because they are critical to recognize and understand when implementing a change.

27



Table 3

Problem Solving Thesauri Relevancy Ranked Térivesar When the Term Was Introduced

Search Terms Academic Search Premier Eric Thesarus PsycINFO Thesaurus
Creative problem solving Creative ability (1968.980)i Problem solving Creativity (1967)
Use creativity Creativity Problem solving
Group problem solving Participative decision making Group problem solving
TRIZ theory Cognitive style

Problem solving

Problem solving Problem solving Problem solving Problem solving (1967)
Group problem solving Participative decision making Group problem solving (1973
TRIZ theory Cognitive style Creativity

Group process
Problem solving style Group poblem solving Cognitive style Problem solving
Group process Problem solving Group problem solving

Participative decision making Creativity
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Problem solving styleThe fifth main concepiproblem solving stylds related to the
broader ternproblem soling. Itis a fairly new concept that has not been defined by any of
thethesaurin Each i ndi vi dual is intelligent and cr e
her style is understood and attended&to i n a
Crumel, 2007, p. 2). Implementing and sustaining an education reform require an
under standing of educatorsdé problem solving
educators prefer Ato work, think, sdp2006e pr ob
p. 320). This upholds the use\EW: An Assessment of Problem Solving Style in this
study.

Database searches recognized a total of 26ngeewed items on problem solving
style and its related terms. One publication (Shaw, Selby, & Houd8)2@as considered
for literature review because it assessed individual problem solving styles in an educational
setting and recognized gender differences on individual preferences for problem solving.
The remaining5 publications did not meet the inglon criteria. They were directly related
to the design and development of the problem solstplginstrumentVIEW (Selby,
Treffinger, Isaksen, & Lauer, 2004; Treffinger, Selby, & Isaksen, 2@B8)assessment of
problem solving styles of graduate amdéindergraduate students (Houtz, Matos, Park,
Scheinholtz, & Selby, 200 Houtz, Ponterotto, Burger, & Marino, 2018putz & Selby,
2009, a summary ofecent studiesn individual problem style§Treffinger, Selby, &
Isaksen, 2008} rosscultural use oVIEW (Isaksen, De Schryver, & Onkelinx, 2010r the
use ofcreative problem solving curriculum developmer{Chant, Moes& Ross, 200pand
in executive coaching (Richard, 2003 neadditionalstudy (Isaksen & Geuens, 200¥3s

selected for reviewdrause iexamined the relationships between the three dimensions of
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VIEWandindividual preferences for learning and using creative problem sotoolg.
Table 4 summarizes publications on problem solving and problem solving styles that were

selected foreview.
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Table 4

Summary of Selected PelReviewed Publications on Problem Solving and Problem Solving Style

Author(s) Purpose Sample Methodology Data Analysis
Robinson (2010) describe problem Theoretical

solving as a leadership

capability
Shaw, Sddy, andHoutz assess individual pre-service teachers:  Quantitative: CorrelationalPearson;
(2009) problem solving styles females =57) and Correlationabnd @usal Three OnéNay

in light of Principles of males (= 17);
Learning, Teaching, an ages 1%2;

Problem Solving enrolled in an

educational psychology

class
IsakserandGeuens describe the Managers in North
(2007) relationships between America f=51) and
VIEWand CPS US army (=30)

comparative MANOVAs

QuantitativeVIEWand Three One Way
a 33item authors MANOVA's

created survey
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Sel ected educat Database sedrchas waretcarned auton c s .
educat or s 0 ,sudhasigendet, years of axpercesbrghest degree earned, and
type of certificatebecause the researcher exagdihe relationships between these
characteristics and Aesdmnaga fo rasldl | peuabdleir csahti ipo nsst
characteristics that are identified to be reviewed in this study is provided in Table 5 at the end
of this section.

Gender. The searches dhe termgenderandleadershipléadership styler types
of leadershipresulted in 20 publications. Nitezn publications were removed because they
focused on the workplace in n@ducational settinggiolmes, 2005; Mandell & Pherwani,
2003; McCollKennedy & Anderson, 2005¢rosscultural differences in schoo(§itzgerald,
2003) leader preparation prograrfBusch, 2004)leadership style of agricultural education
teachers@reiman, Addington, Larson, & Olander, 2007®r principatteather gender
interactiongBurdick & Danzig, 2006Lee, Smith, & Cioci, 1993)0One paperkridell,
Belcher, & Messner, 200®9)n gender was selected for review in this study because it focused
on gender and leadership styles of the participahtg additional studies werancluded in
the literature reviewon gender.One study (Eagly, Johannes8nohmidt, & Van Eagen,
2003) was anetaanalysign which the authorsompared men and women using the MLQ
normative databaseAnother study (Selby, Treffinger, &aksen, 2007) was the empirical
foundation forVIEW; it examined the relationship between gender and problem solving
styles of the participants MIEWO s mast er database.

Years of experiencel heBooleansearches on the terrgears of experiencand
(eduatorsor types of leadersh)gesulted irB7 research itemsl hreepublications

contributel to this study Two of these selected iteni®eitzug, WestandAngel (2008 and
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Ruff and Shoh@2005 were included in the literature review on instructional kxasthip
Thethird item (Ohlson, 2009) isstedin Table5. The remaining 8 publications were
removed becausbeyfocused orthe medicalfield (Goffredo, Paradiso, Ranieri, & Gadaleta,
2011),teacher self efficacy or job satisfactifitiassen & Chiu, 210; Van Maele & Van
Houtte,2012),leadership preparation prografisadens, Bruner, & Black, 2012; Everson,
2006; Plecki, Elfers, & Nakamura, 2018acher selection process (Place & Vail, 201183,
support that alternatively certified novice teachesth(Ovando & Casey, 201@he

devel opment usband satisfactoh @/andvidaefeVan Houtte, 2012Wahlstrom

& Louis, 2008, or crossculturalinstructional leadership (Alghaz2005; Gumus &
Akcaoglu, 2013Shin & Koh, 2007)

Highest degree eaed and typ®f certificate The searches identified 15 peer
reviewedpublicatiors thatwere removed from theeview because they focused on
preparation program&vans, 2011Mitchell & Romero, 2010)the impact of holding
teacher certificaten studenachievement (Curran Neild, Nash FarRipple, & Byrnes,
2009) alternative teacher certification prograseker, McTigue, Campbell, Rodriquez,
Savage, & Jacksemhomas, 2003Paredes Scribner & Akiba, 201@r how classroom
teachers with administratvcertificate would cope with dissatisfaction if they do not have
the opportunity to become administrat@Evans & Golanda, 1994)Through a random
search on leadership, thesearcherecognizedvalentine and Prater (201ahd included it
for review beause the authoexamined the relationships between the school demographics,

the principal demographics, attte principal leadership styles perceived by the teachers
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Tableb

Summary of PeeRevi ewed Publications on Educators6 Characteristics
Author(s) Purpose Sample Methodology Data Analysis

Eagly, Johannesen Examine gender 42 reports on 45 data Metaanalysis Effect size for each
Schmidt,andVan leadership differences sets study

Engen (2003)

Fridell, Belcherand Examine gnder 445 public school Survey: Servant Discriminate analysis
Messner (2009) principal leadership (Midwest) principals: Leadership Styles
differences men 1 =265, women Inventory (SSI)
(n=180)

(continued)
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Table 5

Summary of PeeRe vi ewed Publ i ¢ aGharactaristicson Educator so

Author(s) Purpose Sample Methodology Data Analysis

Ohlson (2009) Examine the impact of Teachers of 23 urban  Surveys for data Stepwise multiple
teacher characteristics public schools collection; regression

Selby, Treffingerand

Isaksen (2007)

(out-of-field teachers,  (Florida); wnit of
advanced degree, year: analysis school

of experience) and

school culture on

student attendance and

suspension rates

Focus on the theoretica 10,151 prticipants
and empirical from different sectors
information regarding

VIEW

Correlational

One time data collectiol Descriptive Statistics
usingVIEW An and correlations
Assessment of Problern

Solving Style
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Table 5

Summary of PeeRevi ewed Publications on Educatorsodé6 Character.i
Author(s) Purpose Sample Methodology Data Analysis
ValentineandPrater Understand the 1,038 teachers from 13 One time data collectiol Correlational
(2011) relationship between  public schools from two instruments,

demographics and (Missouri) Audit of Principal

principal sc Effectiveness and

styles Principal Leadership

Questionnairgand

demographics survey
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To summarize, a total d#4 peerreviewed publications were selected literature
review. Six empiricalstudieg(43%) on instructional ledershipwere conducted public
schoolswith teachers andf principals. Theyused qualitativer(= 5) and mixedr{= 1)
research design$ne publication(7%) related tgoroblem solving was theoreticall wo
publicationg14%) on problem solving styleverequantitative: (a) one studyascompleted
with pre-service teachemnd(b) the othestudy wasonductedvith business managers and
US Army membersFive additionalquantitative studie36%) on educat or sdé <cha
were found to be relevarit educat or sdé | eader shi p.

Educators and Leadership

This section providean overview oteadership theorigfiow research addresses
instructional leadershjjgthe theoretical construct of instructional leadershipd a review of
selected empirical studies instructional leadership.
Synopsis of Prominent Leadership Theories

Burns (1978), the most influential theorist in leaderstiigtinguished betweetwo
types of leadership: (a) transactional and (b) transformatidmahsactional leadership
focuses o0 managerial and organizational exchangesit does not focus on building
effective strong relationships between the leader and the followers (Bass, 1985).
Transformational leadership involves dynamic interactions between the empowering leaders
and thefollowers. The leaders inspire their followers through perseverance, trust, and risk
taking. The followers then take charge, feel empowered, and become more involved and
commi tted. Leaders and foll owers mum®ve in a
2003, p. 185), and are describedEasotionally Intelligen{El) individuals who look for

ways to continuously improve and enhance their organizational capacity for change
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(Goleman, Boyatzis% McKee, 2002). Relationship building, understanding geamoral
purpose, kawledge building, and cohereroking become critical for business and
educational leaders to improve their leadership in a culture of change (Fullan, 2001). These
| eaders would mol d the c¢hangeandieshdpethehe pr ese
organizational units to achieve better resulta more competitive organizatigRullan,
2001). A change would be successfully implememtdde n i t i bdewgthoors wi t h u
heart, head, and hands t hgidvanmu, 200y, p.122ur | eader
Instructional Leadership

Types of leadership, whether transformational, transaaltiomotivational, or
relational,influencethe behaviors of school leaders (Marzagtal, 2005) including those
who are instructional leaders.h@ term, instructional leaders, has been used to refer to
principals or school leaders who target instruction and learning (Hallinger, 2005; Ylimaki &
McClain, 2005), but in reality, instructional leaders are individuals who lead instruction
(Neumerski, 2@3). Instructional leaders are both principald tgachers (Hoy & Hoy,
2009). Theyunder st and studentsdé differences, have
theories, use motivational strategiapply best practices to improvedching and learning,
create gpositive learning environmerdssess studetgarning, and promote a positive school
climate(Hoy & Hoy, 2009).

While there has beenanmp | i cit di stinction between ed
principals and teachers) afuthctions in the literaturehere has been some undecided use of
the term instructional leadership. According to a recent review of the literiitemenerski
(2013) recognizes three categories of instructional leadershipacéijonal instructional

leadershighatis centereasnthe principal, (b) emergingstructional teacher leadershgnd
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(c) most recentlyinstructional coach leadship Neumerski2013) argues that all three
categories of instructional | eader ship shoul
newk nowl edge around how | eaders i mprove instr
Principal leadership. Principal leadership has been described as the activities,
responsibilities, or functions ofschoolleader. For example, Smith and Andrews (1989)
described instructiondle ader shi p as four types of activit
resource, communi cat or ,nwlianthe principal engagedpar e senc e
resource provider, the principal is expected to provide instructional materials netessary
deliver curriculum within a prapproved budgetnd to promote staff learning through
participation in staff meetings and professional development opportunities. As an
instructional resource, the principal practices clinical supervision throughamassr
observations and dialogue with teachers to i
principal must be able to develop a sound and trusting relationship with the staff by behaving
consistentyobj ecti vely, and fair | y989pvad.rinterinsoe 0 ( S mi
Vi si bl e presence, the principal does mul tipl
(Smith & Andrews, 1989, p. 47).
In a metaanalysisof 69 studies that wengublished from1978 to 2001 on,802 K-12
schools in the Unitedt&tes Marzancet al. 005) identified 21 responsibilities of the school
leade and examined the relationsthpe t ween t he | eader 6sguddne havi or
achievemenbn standardized tests each school Associated withhis or hetbehaviorand

characteristicsa principal is someone who
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1. affirms the actions of others by celebratisigccesseand acknowledging failure

2. serves as @hange agery challenging the status qdor continuous
improvement

3. provides contingent rewards when recognizimgjvidual hard work and
performance;

4. developopen and effective lines of communication with staéfmbersand
among teachers;

5. promotes a positive culture lgevelping a shared vision of the school,

6. overseeslisciplineto protect instructional time

7. isflexible byadjusting leadership style to a situation and supppihdividual
initiatives;

8. provides a focus by establishiggals for curriculum, instruction, and assessment
andsettingexpectations for all students;

9. confirmsideds and beliefabout scbol, teaching, and learnirtyy sharirg them
with the staffmembers

10.providesinput by involving othersin the design of polies and in decision
making;

11.increases intellectual stimulation bypsuring that stafihembersare continually
informed of currentesearch on effective schooling througkaningful dialogue
andsystematic discussions;

12.is directly involvedn curriculum instruction, and assessmenthsiping teachers

design curricular activities and address instructional and assessment issues;
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13.conveysknowledge of curriculm, instruction, and assessmentdrgviding

guidance regarding effective classroom practices

14. monitors and evaluatesirriculum, instruction, ankkarning

15.works as an optimizerkiybei ng the driving force behi

(Marzano et al.p. 56) and inspiring teachers to be high achievers
16.provides order by establishing routines aeithforcingficlear structuresules,
and procedur@s Mé&rzano et al.p. 57)for teachers andtudents;

17.designs outreach byeing an advocatef the school to all stakeholders;

18.understandselationshipdy being awaref the personal lives of teachers;

19.coordinates and disseminatesource$y providing teachers with necessary

instructional materials and professional development opportunities;

20. has situational awareness bging aware of current and potential issues at school

and among stafhembersand

21.is visible to all stakeholders by interacting with students, teachers, and parents

(Marzano et al., 2005)

Each ofthe2b r i n crespoadibibieshad fa statistically sig
with student achievement o ( MarThexesdtwasta al ., 2
statistically significanaiverage correlation of .25 between the leadership behavior of the
school principal, adetermined by a mean scoretbé&21 responsibilitiss, and the average
academic achievement of studenihielowest correlation value of .18 was for the
p r i n cunderstandirsyf relationsips and the highest value of .33 was for situational

awareness The second to highest value was .280king flexible
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Marzanoet al. 005) further conducted a factoradysis of an onlinesurvey
administerechationwide to at least 65&incipals to determine howthe plr i nci pal 0 s
responsibilitiesvereinterelaied. The survey consisted of 92 items related to the 21
responsibilities and the extent a school was involved indirdér changsuch asnanaging
the daily operations of the school, seconebrder changefor example, leading an initiative
(Marzano etl., 2005).Each item has a score of 1, 2, 3, or 4. Each principal responsibility
has multiple items. Theesults of the factor analysis indicated that alt&dkswere
important to firstorder changg and that only Tesponsibilitiesvere importantd second
order changénitiatives The more complex a problem getisd the more dramatecchange
is,(themoredr amati c the shift in direction and the
and a@rzanogebal., 2005, p. 66Among the 7wespmsibilitesapr i nci pal 6 s
knowledge of curriculm, instruction, and assessmesgmmunication of iddato
stakeholdersdemonstration obehaviors that are consistent with shared beliefs
(ideals/beliefs)and establisiment ofa system t@ontinuallyevaliate practices
(monitoring/evaluatingyvere vital when leadingither type othange. In addition, the
principal 6s responsibilities of bneelleadunl an opt
stimulation, and flexible thinker when addressitige reeds of the situatioareimportant
aspects when implementing a secamnder changéMarzano et al., 2005).

Blasé and Blasé (1999) were the first to conduct an empdqueditativestudy of
teachersd6 pe@pcepti pabs of | diéeEteategdsactiopnsc har act er
interactions with teachers, goateat may impact teachingndto identify thecharacteristics
thatpositively or negatively influenced classroom instructi@ata were collected using the

Inventory of Strategies Used by Pripals to Influence Classroom Teaching (ISUPICT), an
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openrended questionnaireA total 0f809(251 male, 558 femaldjill-time public elementary
(n=380), middlef = 177), and high schoohE 252)teachers aki ng cour ses fat
major universitieslocet ed i n t he southeastern, Mi dwester
(Blasé & Blasé, 1999, p. 357) participated in the stullye results of Blasé and Blasé
(1999) led to the development of the Reflect®rowth (RG) model of effective
instructionallead r shi p t hat focused on two themes r el
teachers to promote reflection and promoting o f e s si onal Arcomingttdhh 6 ( p. 3
thefirst theme principalstalking with teachers to promote reflectiovould pursuethe
followi ng strategies(a) makemeaningful and nonthreatening suggestionsg(® effective
and focused feedback; (c) model good instructionué&inquiry and solicitig adviceand
opinions about teaching; and (e) gpaiseon specific teaching behavigiBlasé & Blase,
1999) Consistent with the second theme, principals promoting professional growth would
use strategies such d@$a) emphasizing the study of teaching and learning; (b) supporting
collaboration among educators; (c) developing coachingoaktiips among educato(d)
encouraging and supporting redesign of programsaplying the principles of adult
learning, growth, and development to staff developmeamtyf) implementing action
research to inform i riBdasé& Blase, 1999pald73. Haeltaf si on ma
these instructional leadership strategies would have a positive impact on téacters | f
esteem, motivation, efficacy, reflective behavior, flexibility, and-tegking (Blasé & Blasé,
1999) As aresultthe authors expéedthat therewill beimprovedteaching and instruction
through reflection, creativity, and innovati@Blasé & Blasé, 1999)
Increasing demands for creativity and innovation are not limited to teachers, teaching,

and instruction, thegireextendedtodter educat or adreslpesnsastwel h
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stakes accountability with the high ideals of supporting social, physical and emotional needs
of ¢ hitHe Natienal Association of Elementary School Principals (NAES&efined
theroleofthepi nci pal | eader to fidemonstrate the
advocate for effective learning communities in which all students and adults reach their
hi ghest pot ent iAtHodgh theMderifel six sardrds Jhat characterize
instructional leadershigs leading(a) student and adult learning, (b) diverse communities,
(c) 22 century learning, (d) continuous improvement, (e) using knowledge and data, and (f)
parent, family, and community engagemeheyemphasized that leadéip is no longer
described in terms of traditional leadership qualities and standards in this continuously
changing and complex world. There is a neetbcus on the development ather qualities
such as creativity and commitment to ongoing innovatiBiM( 2010).

Teacher leadership Teacher leaders may become instructional leaders, but there is
no empirical evidence in the literature that suppthrésdevelopment of this process
(Lashway, 2002; Leithwood et al., 2004). Teacher leaders may havedha eotepartment
head or the head of a data team. They may be the teachers who demonstrate leadership
characteristics in the classroom or at school. Motivated by intrinsic rewards, a teacher may
initiate beinga teacher leader at school, or an admiaietrmay assign a teacher to be the
leader. There have not been specific paths for becoming a teacher leader, nor constructs
identified to define teacher leadership. Most of the research and reforms described teacher
leadership in the form of standarddBPTS, 2002; TLEC, 2010) and descriptive qualities of
effective teachers related to how they get preparadtial educator program@EL, 2001a).
The Institute for Educational Leadershigl(, 2001h revealed two perceptions about

teacher leadershigOne perception is that teachers possess traits of a leader in their
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classrooms, are conteabmpetent and pedagogy certified by the National Council for
Accreditation of Teacher Educatthaaheygst ( NCATE)
involved in the pblic policy and in the decisiemaking process. Another perception is that

some stakeholders are not yet ready for teacher leadership and involvement in school reform

and public policy and, therefore, do not embrace or cultivate the role of teachesleader

Members of IEL also stated that it is up to all stakeholders to realize the leadership potential

of teachers and help them contribute to the
discussion document, the CCSSO described a change inthe eacher ol e fr om bei n
autonomous in the classroom to becoming participative and collaborative with administrators

and other teachersSomestates have initiated to cultivate teacher leadership as part of their

newly revised teacher evaluation plans. Fomgpie,in June 2011, Massachusetts Board of
Elementary and Secondary Education adopted new regulations to evaluate educators, so that
they (a) promote growth and development among teachers and administrators, (b) improve
student learning using multiple meass of student growth and achievement, (¢) demonstrate
excellence in teaching and leading, and (d) raise bar for professional teaching status

(http://www.doe.mass.eflu InJuly 2011 the Tennessee State Departma&rEducation

designed a&imilar comprehensive, student outcorEsed, statewide educator evaluation
system for teachers and administrators to be implemented in the2PQ2Ischool year

(http://www.tn.goy. In June 2012the Connecticut State Department of Education (CSDE)

developed a System for Educator Evaluation and Development (SEED) to promote
educatorsdé6 growth and | ead érothdrtermsalaedwtatarsmpr ov e
across these statend othertatess har e r esponsi bility to increa

hence they all share leadersimgeading instruction and learning

45


http://www.doe.mass.edu/
http://www.tn.gov/

Coach leadership Coach leadership or instructional coaching has been used
interchangeably with teachere a der shiypt fAani s n(@ayloreoBp. under
10). Coaches do naoypically hold formalleadership positionsich aghose of
superintendents, principals, department heads, and curriculum leddhergare peer
teachers, facilitators, curriculum aalinators, specialists, mentors, or master teachers who
interact andtollaborate with other teachengthin the classroom setting. h€y work with
artifacts to directly devel op ohlelearc hteeasdher s
needs (Taylor, @08). Coaches provide their colleagues with constructive feedback and
promote seHreflectionin a nonthreatening environmentTheydo not supervise and
evaluate teachers formally, butthéye vel op i nstructi onal capacit
communicatingyoals, knowing and coordinatir@rriculum, using data to monitor student
progress, setting standards, and protecting
Theoretical Background on Instructional Leadership

Leadership in KL2 educational settings hasken different forms depending on the
context, the individuals being observed, and
in terms of (a) principal leadership, (b) teacher leadership, (c) school leadership, (d)
administrative leadership, (e)wechtional leadership, (f) instructional leadership, and (g)
transformational leadership. Instructional leadership is a key construct in this study. Itis not
limited to a role or to an individual. It is a procélsoughwhich principals, teachers, and
coaches engage in activities to lead instruction (Neumerski, 2013) and improve teaching and
learning (Hoy & Hoy, 2009). Instructional leadership is one of two major approaches to
leadershipgn educationwith the other approach being transformational éeslaip

(Hallinger, 2003)
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A framework for instructional leadership. Hallinger and Murphy (1987)
developed a framework for instructional leadership with a focus on the school principal as an
instructional leader. The framewohlas three dimensions: (a)foheng the school mission,

(b) managindhe instructional program, and (c) promngta positive school climatelhe
dimensions comprise a total of 10 instructional leadership practices:t(ay se¢ school
goals, (b) communicating the goals, (c) supngandevaluating instruction, (d)
coordinatingthe curriculum, (e) monitang student progress, (f) protéag instructional
time, (g) promotingorofessional development, (h)ibg highly visible, (i) providing
incentives for teachers, and (j) providimcentives for studentsThe three dimensions are
defined as the overarching principles guiding a school:

Defining the schoolmissionl t i s the principal 6s respons
mission by setting the school goals and communicating tjess to the school community
(Hallinger, 2003). The school goals should be clear, specific;liased, and measurable in
termsofthestueint s 6 a c ade mi auldbe setdy teegpsncipal o h e y
collaboratively with the staffas long ashe stdf support these goals and incorperiiem in
their daily practices (Hallinger, 2005).

Managing the instructional program This dimension impacts teachers and students.
The principal manages the instructional program by supervising and evaluatingtiastru
coordinating the curriculum, and monitoring student progress (Hallinger, 2003nhanage
the program effectively, th&chool leadeis the exgrt in teaching and learningjorks
closely with the teachers, activedpgagsin stimulating, superviag, and monitoring
teaching and | earning i B226)tadscommitted tosthool ( Hal | i n

improvement
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Promoting a positive school climateThe school leadesetshigh standards and
expectationsprotects the instructional timand pomotes professional developmehte or
she is expected to be highly visible and to model values and best prattees.shaligns
incentives for teachers amar learningwith the school goaJsnd develops a culture of
continuous impreement(Hallinger, 2003.

Researchers who have employed frasneworkassessed the principal instructional
| eader ship behaviors using Hallingerdés Princ
(PIMRS) instrument, which consists of 50 behavioral statements relapeihtgal
instructional leadeship (Hallinger & Murphy, 1987)Principal instructional leadership
behaviorsordegetwvafifiabsétes in the change proce
impact the quality of curriculum and instruction (Bays & Crotk2®07; Blasé & Blasé,
2002; Lee, Hallinger, & Walker, 2012; Reitzug, West, & Angel, 2008).

A model for transformational leadership. Leithwood and Jantzi (2000) developed
a model for transformational leadership in educational settings with an assuthption
leadership is shared among principals and teachers. The goal is to develop capacity within
the school and to I mprove school out comes.
transformational and transactional leadership theory (Bass & Avolio, 200d)i t hwo o d 6 s
model has three broad categories:getling directions(b) developng peopleand (c)
redesigning the organization (Leithwood & Jantzi, 2005) with a total of eight
transformational and transactional components.s@bemponents are: (duilding a shared
vision, (b)establishingshared goals, (@ettinghigh expectations, (d) modeling behavior, (e)

providing intellectual stimulatior(f) offeringindividualized suppu, (g) creating a
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productive cultureand (h) developing structurés shared decision makin@-eithwood et
al, 1999. A description of each ohe three categoridsllows:

Setting directions Setting directionss a key leadership function that involuvésee
components: (auilding a shared visiorfh) developing consens about school goals, and
(c) creating high performance expectatioi$ese leadership practices to setting directions

incorporatearticulating the vision that is appealing, inspiring and motivating to gfaff)g

meaning to a unified purpose of theiro r k hol ding high expectatio
to be effective innovatorso (Sun & Leithwood
school goals.

Developing peopleDeveloping people is another key leadership functionalsat
consists bthree components: (aodeling behavior(b) providing intellectual stimulation,
and(c) offering individualized supportLeaders develop people by modeliettical
behavior infusing trust and confidence in staff, and demonstrating willingness toehang
(Sun & Leithwood, 2012)They | i sten to ot hers6é opinions,
and support their professional developmehth ey st i mul at e ot hersé <cre
them with feedback to promote reflemti(Sun & Leithwood, 2012).

Redesigning the organization Redesigning the organization entdil®
components: (agreating a productive cultusnd(b) developingcollaborativestructures for
shared decision making whi ch fAar e-basiegue etse asacdhooll Lei t h
1999 p. 30). Leaders develop studecenterechorms, beliefs, and values, and support
teacherso6 | ifelong professional growth (Leit

responsibility with others, and they promote collaboration among them. They provide
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opportunities for staff to participate in decision making and empower teachers to try new
practices in their classrooms and schools (Leithwood et al., 1999).

Researchers using this approacimsiructional eader shi p mostl y usec
Avol i o0 s 0,2009)¥sltiFacbiOLBadership Questionnaire (MLQ) to assess
admini stqpparcepdi oal of | eadership (Fenn & Mix
their principalds | eadership (Barnett & McCo
Hsiao, Lee& Tu, 2013; Nir & Kranot, 2006), or stu
instructors (Bog e r , Caspi, & Roc caaspormatdriallleddership sdekser e f o
to generate secormlr der ef fectso (Hallinger, 2003, p.
organiational commitment (Khasawneh, Omari, & Abineh, 2012).

Other approaches toinstructional leadership. Instructionaleadership has been
characterizd astransactional and transformational. In the former case, it has been described
asadirective topdown, first-order changéhat impacts curriculum and instruction
(Hallinger, 2003) In the latter case, instruction@adership targets capachwildingto
create a climate of collaboration and continuous learning (Hallinger, 2@@nconceptual
differencesdhetween the two types of leadership in an educational cdetkeésearcher®
propose othemodels such as shared or distributed instructional leadership (Hallinger & Lee,
2012; Klar, 2012; Lee, Hallinger, & Walker, 2012; Printy & Marks, 2006 gmintegrated
form of transformational and instructional leadership (Ma&kBrinty, 2003; Printy, Marks,
& Bowers, 2009). Shared leadership promotes interactions between principals and teachers,
and among teachersaegll (Printy & Marks, 2006).Thesenteractions provide principals
and teachers with opportunities for innovation and problem solving to better respond to

change (Printy & Marks, 2006).
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Literature Review on Educators andinstructional Leadership

Hal | i nger 0 s(19fidstrustiond leddership framework prompted

researchers to examine the princi Bays&s iIinstr

Crockett, 2007; Ruff & Shoho, 20p5how the principal protects instructional time, and
supervises and evaluates instruction (Owar@&Ramirez, 2007; Reitzug, Wes, Angel

2008) and how ke or she promotes professional development (Graczewski, Knudson, &
Holtzman, 2009) to improve teaching and learning, and therefore to ensure continued growth

and improvementinstead of using a sgific leadership instrument, the researchers used

gualitative and mixed met hods r esasslerch desi g

instructional leader

Instructional leadership in context. Due to the changing roles of school leaders
from having catralized authority to sharing power and to being held to higher standards of
accountability (NCLB, 2001), Ruff and Shoho (2005).used the concept of mental models to
describe instructional leadership. A mental model is an experiential learning modétin wh
the researcher observes others, assesses the situation by reflecting on the observation, and
tests the design by implementing it, and then starts another cycle of observations (Kim,
1993). They used a collective case study design to understand ilageisas and
differences among three elementary administrators of successful urban schools. One
administrator was a first year principal; another administrator had been a principal for 7
years; and the last administrator was identified as a distingushremipal with 23 years of
experience as a principal. Teachers from
the study. Two teachers were selected based on availability. Data were collected from: (a)

principal observations, dialectic exese, and interviews; (b) teacher interviews; and (c)
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artifacts (Ruff & Shoho, 2005). Each case study included &580-minute interview with

the principal, followed by 20 to 40 hours principal observations for two weeks, and a second
interview in whichthe principal participated in a dialectic exercise. In the dialectic exercise,

the principal would Arecall a post observat:i
was unsatisfactoryo (Ruff & Shoho, ekécleb, p.

in the right column and then his or her thoughts in the left column. The teachers were then

interviewed about the principalédés role in in
included @AAmemos, s t a f-bhsedineamagdmet@am enimutes, daguéyn d a s
meeting minutes, | etters to parents, [ and] p

Data were analyzed using schema analysis in which the authors created a holistic
meaning of the data collected, coded the data, idedffatterns of the assumptions made to
refine the coding process, and analyzed the emerging themes. Ruff and Shoho (2005)
supported the trustworthiness of the three case studies by peer coding and member checks.
Three themes were discussed in the tlogese studies: (a) perceptual focus, (b) standard for
assessment, (d) approach design and implementation tactics (Ruff & Shoho, 2005). The
novice principal constructed instructional leadership by finding the right balance between the
programs and people thin his school (Ruff & Shoho, 2005). He would assess this balance
by |l ooking at the Statebds accountability mea
was to Acontinue data collection, diplomatic
(Ruff & Shoho, 2005, p. 564). The principal with 7 years of experience sought opportunities
to become personally involved and to help each child achieve at all times. She had a clear
vision, modeled expectations, and interacted with teachers and stuSé&etperceived

conflict management as essential to a princi
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Her approach to instructional | eadership was
team buil dingo ( Ruf f &ncigahwith 28 yeard &xpeliencep . 567) .
focused on communicating expectations and vision. She assessed individual student learning
and sought ways to optimize learning conditions for each child. Her approach to
instructional leadership was personal involvemerttich led to collaboration and an increase
in shared understanding (Ruff & Shoho, 2005). There were many similarities among the
three principals when describing the school issues and the daily routines. However, each
principal had a different approachapproaches to instructional leadership. The novice
principal appeared to be separating programs from people and using a heuristic approach to
maintain the balance between the programs and the people in his school. The principal with
7 years of experiere demonstrated that leadership is inherent within the person and that the
different approaches she used were connected, not isolated (Ruff & Shoho, 2005). The
principal with 23 years of experience assumed that instructional leadership was a
collaborativeprocess instead of a supersarbordinate process as demonstrated by the prior
two principals. This collective case study is evidence that leadership and interpersonal tacit
knowledge can be developed with more years of experience in education (Rush&,Sh
2005).

The research of Ruff and ShofgD05)was included in this review of the literature
because it showedhawh e pr i nci pal 6 s y e ainssuctioral leadershgor i e n c ¢
behaviors.It did not show what the authors claimed that it vdodéscribe the changing roles
of school principals as a result of accountability and {sigtkes testingTheselection of the
participants, six teachers who were available and the school principals of three elementary

urban schools was a limitatiomhee is a need to examine mental models in other school
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contextf Ruf f & Shoho, 2005) . There also is a

efficacy of ment al model s in cultivating t
In the areaf special edud#on, BaysandCrockett (2007) investigated how

instructional leadership occurredarpurposeful sample afine elementary schoalkat used

various service delivery models such as inclusive instruction and special education classes.

They focusedonther i nci pal s supervisory practices,

and the context to improve teaching and learnifige schools ranged in sif®m 123 to

560 students, within three school districts located in rural argag isoutheastern Ued

States.In each district, they interviewed the director of special education who then suggested

three schools as study siteBays and Crockett (200 8glecteca homogeneous group of

people involved in delivering special educatim)the principal(b) one general education

teacher in an inclusive classroofu) at least one special education teacf@rthe district

coordinator of instruction, an@) the school psychologist. € used thoretical sampling

for five months in each district or uhtiata were saturated and no new concepts emerged. In

total, the authors interviewed 38 participants. They spent 3 to 5 days in each school and

made two visits to each district office. They shadowed each school principal for 126 hours

and recorded hisrdner actions and interactions related to special education instruction. They

transcribed the interviews and observation

journals, school board policies, memos among stakeholders, and other artifacts for data

analysis. They used a grounded theory metdratidentified categories, subcategories, and

relationships among the categories. Thaguredhe credibility of their studyby using

multiple sources of data for analyse=syising codes as deemed necessamatingan audit

trail, and ugrg member checking and feedback to refine their the&gsed on the data
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analysis and interpretatiothreep at t er ns a b csinstructiomad rolpemergedi pal 6
(Bays & Crockett, 2007)First, the principahad amassigned role and was thales
administrator at the school. Second, the prinanggbtiatedcompeting priorities such as: (a)
balancing managerial, administrative, and supervisory duties on a daily basis; (b) complying
with regulations for special eduaat and ensuring instructional quality, and (c) evaluating
teacher sé6 per f or man cesouees.dThipdstloeprindpalmegotiatdde m  wi t
contextual factors, whicBays and Crockett (200 depictedassystemicand personal.
Systemic factors wdd take account ofine constraintthe school size, and the nunef
programs Personal factors would include & p r i experiepce,luriderstanding of
speci al educati on, perception of speci al edu
education istruction, matching strategies and resources witds)end fostering
collaboration(Bays & Crockett, 2007)

The principal was the assigned supervisor for instructional leadership. However, the
negotiation of competing priorities and contextual factessilted insharedresponsibility
among the principals, the directors of special education, and the te@ig8agss& Crockett,
2007) The principal was responsible for teacher observation and evaluation. Through
communication with the teachers, he or slwelld share responsibility for all children, and
would Aprovide emoti onal support to teachers
(Bays & Crockett, 2007. 155). The principal collaborated and consulted with the director
of special education, o would provide resources and professional development
opportunities to support special education teachers. The principal also encouraged special
education teachers to interact with their colleagues at school informally, and provided them

with opportunites to collaborate with team leaders, coordinators, and consultants within the
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school (peer coaching, professional learning communities) or district wide-Ifsagated
mentoring programs).

Bays and Crockett (200d)d not observe systematic monitoringmstruction and
use ofresearckbased strategies. Neither did trayserve intentioally distributed
leadership; it was dispersed leadership, whippeared to be part of the negotiation process.
The principal performed all instructional leadershipesisimultaneously, and appeared to
have limited knowledge of special educatiorheteachers valuethest udent sé needs,
they did not differentiate instruction or monitor individual progress.a resultBaysand
Crockett (2007) recommended extergltheir research to larger schools and collecting data
on student outcomed hey suggestd providingthe principals with specialized texts and
electronic medialue to theilimited knowledge of special educatiomheyalsosuggested
providing supporfor informed and intentionally distributed instructionadiership, for
instancepractices to include vision, trust, collaboration, academic press, meaningful support
and ongoing PD, monitoring instruction and innovati(®asys & Crockett, 200)/

Bays andCrockett (2007 have relevant implications for the current stumcause
theyattempted to understand instructional leadership practices through the perceptions of a
group of educatorsThe resul ts focused on the principal
educationinstruction This rolehas beermompromised b¥is or her limited knowledgand
competing responsibilitiesBays and Crockett (200 ppintedoutthat educators holding
formal administrative positions may support instruction through communicatanng
respasibility, providing resourcesand promoting interactions among teach&ilsaring
responsibility should be informed and intentiofys & Crockett, 2007 )otherwise, it is

dispersed and ineffectivdBays and Crockett (200&)soimpliedthat the teachers would
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haveled instruction if they differentiainstruction and monit@dindividual student
progress.Conducting this research in smaiked elementary rural schools walgnaitation
that would be avoided by extending the researdarger school¢Bays & Crockett, 2007)

Instructional leadership and supervision. As a result of the high academic
standards and the accountability movement, Ovando and Ramirez (2007).examined
admini stratorso i nstr uctacherpaformadnee avdleation.hi p act
They conducted a qualitative multiple case study to examidemi ni str at or sdé per
their actions that improve instructiomnd how these perceptions differ between school
levels They selected an elementary schoahiddle school, and a high school in a district,
based on their ratings as successful, fAaccor
set by the TexaOvaad & Ramiraz,200P.R%).eThey pebectdd the
principals who were tened for at least 3 years in their school. The principals then identified
their assistant principals who taught at least 3 years in public schools and who were involved
in goal setting, planning, and implementation of school improven@uando and Ramirez
(2007)collecteddatafrom three sources: (a)structured45-minute taped interview with
each participantb) notes of relevant data during the interviewd (c) the principaleacher
interactions during their meetings, teacher rooms and confereDeés.were analyzed using
codes, categories, and emergent themes. The findinggiveeteiangulated with the
di strictdés manuals related to teacher profes
(Ovando & Ramirez, 2007)

Threethemesonthepripce | s6 i nstructional | eader ship
data analysis at the three school levels: (a) setting clear expectations, (b) monitoring

instruction by conducting walkhrough observations, and (c) connecting staff development
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to the evaluation sysm (Ovando & Ramirez, 2007Whencomparng t he princi pal

perception®f their actions to improve instruction, the elementary and middle school

principals reported that they adopted a myédtar evaluation process. This means that the

teacherswhohaddeen at the school for three consecut

evaluated every other yearo (Ovando & Ramire

principals, providing the experienced teacher flexibility in their evaluation schedules would

postively impact instruction (Ovando & Ramirez, 2007). The middle and high school

principals reported that they had assisted t

evaluation system as a formative and a summa

oppd t unities for growth and developmento (Ova
Furthermore, there were differences among the principals by school level. The

elementary school principal: (a) applied the teacher performance evaluation as a process by

conducting sveral walkthrough observations during the year instead of atiome 45

minutes observation, and (b) aligned the instructional strategies to the teacher evaluation

system to make sure that the teacher meets the system expectations (Ovando & Ramirez,

2007). The middle school principal would: (a) plan for instruction and classroom

assignments for the following year based upon the data gathered from individual teacher

evaluations, and (b) set goals for teacher development according to individual neads as pe

the teacher evaluations (Ovando & Ramirez, 2007). The high school principal would: (a)

select specific instructional strategies that focus on promoting higher order thinking skills

and creative and critical thinking skills to meet the needs ofthe distr 6 s gi ft ed and

program and their advanced placement program; and (b) apply the teacher performance

evaluation system as a formative and a summative tool (Ovando & Ramirez, 20@7)
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findingswouldi suggest that t he aparshimactionsadsdariatediwiths t r uct
teacher performance appraisal aim at teacher

Al t hough there was not enough i nformati on
experience,ite Ovando and Ramirez (2007) study waedel for literature review because
it examined instructional leadershaptions ofprincipals and assistant principakho were
tenured for at least 3 yeaas administratorat their schoolsIn the current studythe
researchesought to understand haavd u ¢ ayeaocsofexperience wouldfluence their
leadership and therefore, she was i ntimstrugisneled i n i
leadershifactions that were associated with teacher performance evaluations (Ovando &
Ramirez, 2007)Ovand o6s and Ramirezdés (2007) study wa
selected schools, but it could be replicatedtimerschools. Furthermor&vando and
Ramirez (2007¢xamined three different approaches to using teacher performance
evaluations at scha®in the same district, indicating thessibility of using teacher
performance evaluations in multiple ways: (a) supervising and evaluating instruction
(Hallinger & Murphy, 1987), (b) offering individualized suppdre{thwood, Jantzi, &
Steinbach1999),and (c) providing intellectual stimulatiobgithwood, Jantzi, & Steinbach
1999).

Reitzug, West, & Angel (2008) explored how principals understand the relationship
between their daily work and the improvement of instruction in their schools. Twenty
principals (17 female, 3 male) in the southeastern United States participated in the study: (a)
thirteen elementary school, (b) two middle school, (c) four high school, and (d)-8ne K

principals. Two female principals were African American. Eight prinsipald 4 years of
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experience, seven principals had 5 to 8 years of experience, and the remaining five principals
had at least 9 years of experience as a principal.

Each principal was interviewed for 1 to 2 hours. The interviews were taped,

transcribed,ath t hen coded based on t hetalpgO8nci pal so

conceptualized four dominant themes of instructional leadership. They were: (a) relational,
(b) linear, (c) organic, ah(d) prophetic. Reitzugt al. 008) described relational
instructional leadership as an indirect theory of instructional leadership. It is grounded in
psychology and human relations, and emphasizes concepts suchedfcsaly and
motivation (Reitzug et al., 2008). The authors defined linear instructiortdrigap as
monitoring instruction and assessment, and providing feedback to ensure that teaching is
aligned with curriculum and standards (Reitzug et al., 2008). Organic instructional
leadership prevails when teachers and other staff members continleauslpbout their
practice as part of the school d6s practice
devel ops othersd6 | eadership capacity, and
collaborative discussion among their gradeels and work in their professional learning
community (Reitzug et al., 2008). Prophetic instructional leadership is talking about beliefs,
about what is right to be learned, and what it means to work with others and have a learning
community (Reitzug edl., 2008). Itis what Sergiovanni (1996) calls moral leadership.
Reitzuget al. 008) posed questions about each of these concepts of instructional
leadership wondering whether it is sufficient for a principal to have skills and a pugplose t
an instuctional leader. Howeverew principals discussed how to improve instruction and

achievement at their schools (Reitzug et al., 20B&itzuget al. 008) concluded that
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1. the relationalnstructional leadershipgorks best for novice principals.

2. the linear type of instructional leadershigpmostly responsive to higgtakes
testing environments.

3. the aganic instructional leadershipquiresa supportive environment, a culture
of inquiry and embedded professional development to promote individual growth
It helps create stimulating intellectual places for teachers and students.

4. the prophetic leadership encourages staff members to constantly examine the
assumptions about the purpose of education and to challenge the status quo of
schooling.

Reitzuget d. (2008) was selected for revidvecause it focused on a diverse group of
principals with different years of experience, and their perceptions of their instructional
leadership daily practiced he themes that Reitzigg al. 008) constructed differedvaong
the principals based on their years of experichaethe authorarere unclear about relating
a specific theme to a range of years of experiefi¢te themesppeaedto evolvefrom
building relationshipsl(eithwood, Jantzi, & Steinbach999)and erouraging the heart
(Kouzes & Posner, 2002(p monitoring student progress (Hallinger & Murphy, 1983)
providing intellectual stimulation_githwood, Jantzi, & Steinbachi999)and talking with
teachers to promote reflection (Blasé & Blasé, 198Ajithen to challenging the process
(Kouzes & Posner, 2002nd demonstrating creativity and innovation

Instructional leadership and professional developmentGraczewski, Knudson,
and Holtzman (2009) examined the relationship between the role of the gliasian
instructional leader and the professional development that the teachers in San Diego City

Schools received in the contextof a distisct de r ef or m. Aspects of
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included establishing a coherent schadle vision for instructnal improvement and
getting engaged in instructional i mpr ovement
role was to ensure that teachers have the opportunity to deepen their knowledge and change
instruction, which would lead to improved studentiagament, the authors determined how
the aspects of instructional leadership were associated with curri¢otwsed professional
development related to Englitlanguage Arts (ELA; Graczewski et,@2009). The research
team developed a series of contetated surveys that were administered to a sample of
teachers from 49 elementary schools (Graczewski et al., 2009). The purpose was to assess
teachersbé perceptions of | eadership, how | ea
viewed professionalelelopment, and the relationship between leadership and professional
developmentTeac her s per cept i on senconfpasdios scalasct i onal
(Graczewski et al., 2009): (a) coherence of a sechadé vision, (b) focus on student
learning andachievement, (¢) follom p and support, and (d) princ
instructional improvement. Twadditionals cal es measur ed tteeacher so
characteristics of professional development: (a) coherence and relevancy and (b) content and
curriculumfocused.

Graczewsket al. 009)also conducted case studies of nine elementary schools to
triangulate the findings with those of the survey data. The research team visited each of
these schools six times over a period of 2.5 years. Duadlg ésit, they interviewed the
principals, the assistant principals, the peer coaches, and at most 12 randomly selected
teachers from different grade levels at each school. The teachers were not interviewed on the
first visit. During the first year, a ember of the research team shadowed each principal for

one day and observed professional development sesSiblesfocus was on a vision that sva
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driven by the studentso6 needs. During the s
teacher planning, stragies of instruction, strategies for professional learning, and
collaboration among graeevel teachers. The goal was to improve student learning
(Graczewski et al., 2009)Jsing a correlational analysis, the authors found positive
correlations for eachf the leadership scales and the professional development scale
measuring teachersd perceptions of coherence
Graczewsket al. 009) foundhat (a) teachersdé r atdewsigrs of a ¢
were signiicant (p < .001) predictors of their ratings of a coherent and relevant ELA
professional developmerdand( b) t eacher sé perceptions of th
instructional improvement were significapt€ .001) predictors of their ratings of the
content and curriculurof ELA professional development (Graczewski et al., 2009).

Similar patterns emerged from the qualitative data and were consistent across the
schools. The principals who established a clear coherent vision and defined a core goal at
their schools were able to communicate the goal to the staff members. The teachers at these
schools indicated that they could articulate the gaadl thathe goalwas supported by the
professional development activities. The teachers in others schioets the principals did
not clearly communicate school goals, either did not understand the purpose of the
professional development that they received or described it as random and disconnected
(Graczewski et al., 2009).

The teacheralsoindicated that th principals who were highly engaged in
instructional improvement were visiblegntinuouslymonitored instruction, and provided
immediate feedbacktoteachers They all ocated resources to

needs. They focused professionavelopment activities on standasoissed curriculum and
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on building teachersdé knowledge of the distr
showed concerns about the principals who were not highly engaged in instructional
improvement because they hadited understanding of the learning needs of teachers, and
therefore, they provided limited opportunities for teachers to improve content and curriculum
(Graczewski et al., 2009).
However, lnilding a coherent vision or getting involved in instructiongbrovement
were not the only characteristics of instructional leadership. Some external faotdds
Ahi nder t he -bsauscecde sisn sotfr uac tsiiotnea | | eader shi p mc
p. 91)such as
1. Principal capacity. The teachers often ledkor a leader with expertise and
would not use the principal as an instructional leader if he origh®tlknow the
subject matter, or if he or sheas unable to communicate the knowledge to the
teachers (Graczewski et al., 2009).
2. Competing demands. hEre existdc o mpet i ng demands for a p
was difficult for principals to balance their administrative responsibilities and
their instructional responsibilitiesExamples of administrative responsibilities
would be running meetings for struction, reaching out to the community for
support, and attending meetings out of school related to certain issues
(Graczewski et al., 2009).
3. Topdown conceptions of instructional | ear
instructional leadership model was a-dgwvn approach in the area of
professional development, it was difficult to distribute instructional leadership

(Graczewski et al., 2009).
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4. Relationships, expertise, and sustainability. -Based instructional leadership in
San Di egods s c $tractdn and prafessiosaé development, and
unconsciously devalued teachersdéd expert.i
principal 6s relationships with the teact
took the initiative to improve these relationshipssojiciting input from the
teachers and valuing their opinions on important staffing decisions.
This study (Graczewski et al., 2009) was included in the literature review because it
provided evidence of the relationship between the practices of leadanshipe
characteristics of professional development to improve instruction, based on the perceptions
of principals, assistant principajsger coaches, and teachefdthough Graczewski et al.
(2009) considerethe principal capacity, his or her timienitations and the top down
approach to professional development at the districtbatacles to the siieased
instructional leadershjghe competent principal was able to overcome these obstacles by
building relationships with the teachensd solicitirg their advice and opinions (Blasé &
Blasé, 1999) tamprove classroom instructian
Instructional leadership and capital. Spillane, HallettandDiamond (2003)
Adefined instructional | eadership as onfl uen
that they fAcapture teachersdéd experiences wit
|l eader sé qualitieso (p. 4). The purpose was
leadership in their contexts based on the forms of capital and the léade r ol e . Thi s
publication was based on the first year data collected for the Distributed Leadership Project,
a fouryear longitudinal study involving 13 Chicago elementary schools: (a) seven

predominantly African American, (b) three predominantly Hispaand (c) three mixed
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schools. The authors interviewed 84 teachers from eight schools that they selected for this
study using selective and theoretical sampling. They observed 45% of these teachers in the
classroom. After the class observation theyedgkem specific questions about their
instructional practices, and the people whom they identified as influential. In their interviews
with the nonobserved teachers, Spillaaeal. 003) focused othe changes that the

teachers had made to their ingttional practices, and the people who influenced these
changes. If the teachers reported no changes, they were asked to reflect on their instructional
practices and hypothesize a change. Spilira. 003) looked for emerging patterns and
hypothesesvhile they were refining the data collection strategies during the study. They
developed the categories based on the distributed leadership framework. They identified
three attributes of the coding system: (a) who or what influtoleessroom instructio, (b)

the dimension of instruction, subject matter and aspect of instruction, which was influenced,
and (c) the rationale for identifying someone as influential (Spillane et al., 2003). To ensure
trustworthiness in the data analysis, the authors cobébdon developing the coding

categories and their meanings. They identified six emerging patterns: (a) human capital, (b)
cultural capital, (c) social capital, (d) economic capital, (e) structural, and (f) demographics.
In their study, the researcherxfised on the construction of instructional leadership and the
four forms of capital (Spillane et al., 2003). Human capital is what the teachers referred to as
the knowledge, skills, and expertise of others. Expertise may represent practical experience,
meeting the requirements of a formal certification, or teaching tenure. Cultural capital refers
to interactive styles, supportive style, and ways of doing things. Social capital is relational
and may refer to trust, sharing, and social networks or ctionsc Graddevel team

meetings and professional learning communities may bring people together and facilitate the
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formation of social capital. Economic capital is in the form of textbooks, instructional
materials, and resources. Spillatal. 003)found out that the principal was influential to
83.3% of the teachers in their instructional practices as compared to 79.8% who cited other
teachers to be influential. When the teachers constructed leadership to other teachers, 45.2%
cited human capitag9.5% referred to cultural capital, 50.0% mentioned social capital, and
27.4% named economic capital. When they constructed leadership to their administrators,
21.4% quoted human capital, 70.2% referred to cultural capital, 15.5% talked about social
captal, and 23.8% pointed out economic capital (Spillane et al., 2003).

Based on the data, the interactive style appeared to be the most important for all
leaders, teachers and administrators. Although institutional perspectives suggested that
administratos would be constructed as leaders based on expertise and instructional materials,
the data indicated that the administrators were constructed as leaders based on their
interactions with teachers to motivate change (Blasé & Blasé, 1999). The teachers were
more likely to be constructed as leaders on the basis of knowledge, skills, expertise; teacher
teacher interactions, and social connections than were the administrators. They did not
emphasize the formal position of a principal as they were construeadgiship rather, they
included forms of capital.

This study (Spillane et al., 2003).was considered for review because it examined how
teachers constructed leadership in their conte&tmsistent with prior research (Blasé &

Blasé, 1999; Graczewski dt,&2009; Reitzug et al., 2008) the teachers identified their
administrators as leaders based on interactions with tAdmy alsoconstructed other

teachers as leaders based on their knowledge, skills, expertise, interactions, and social
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connections. Itvas intriguing that the term interactions appeared as a leadership
characteristic regardless of the role or the formal position of the individual.
Educators and problem solving

In this section the researchegarovides an overview afreative problem solag as
one of the theoreticdbundatiors for the Problem Solving Style Modehe theoretical
construct oforoblem solving styleand a review of selected studiesprablem solvingn
education
Creative Problem Solving

School leaders and classroom leadslve problems on a daily basis. These
problems may be routine, such as scheduling classes, addressing classroom behavior, or
preparing inquiry lessons. In other words, the problems may be somewhat isolated
incidences, such as dealing with storm daenga school or a building, responding to
diversity issues, addressing a budget crisis, or developing a plan to respond to changes in
legislation that impact curriculum and instruction. Solving routine problems requires prior
knowledge, but solving Hetructured problems requires creative responses. Approaches used
to design creative solutions emploreative problem solvingrreffinger, Selby, & Isaksen,
2007).

Our undersinding of the Keativeproblemsolving process has evolved ova&most
ninedecaes first suggested by Graham Wallas in 1926 (Davis & Rimm, 200#4gmost
current modebf this processs theCreative Problem Solving ModeT,PS Version 6.1
(Isaksen et al., 2011). It has four componéthtisee process components and one
managementomponentand eight stages that are connected as a circular process (Treffinger

et al., 2007).A component is a group of activitifsat people deal with during creative

68



problem solving Eachcomponenhas at least one stafereffinger et al., 2007)Each stage

in the three process components consists of two phases: (a) a generating phase in which an
individual or a group of people generates options, and (b) a focusing phase in which one
refines these options (Treffinger et al., 2007).

Understanding the Challenge Understanding the Challenggea process component
that helps identify @omplex problem. ltonsists of three staggs) Constructing
Opportunities(b) Exploring Data, andc) Framing ProblemsConstructing Opportunities
helps identifymultiple opportunitiesor desired goahndthenfocuson specific options.

Exploring Data helps identify and focus on relevant and important &asming Problems
involves generating possible problem statemantsthen focusing on th@oblemstatement
with the utmost priority{Treffinger et al., 2007).

Generating Ideas. Generating ldeas & process component. It is also stegeof
this componentlt involves producing creative ideas to solve a problem or to implement a
changeangd e | e c t i timparefh, thteiguiag, and promising for further refinement
and devel opmento (Tr.effinger et al., 2007, p

Preparing for Action. Preparing for Actions a process component.intludes two
stages: Developing Solutions and Building Acceptanceffiiger et al., 2007)Developing
Solutionsinvolves generating a clear list of criteria such as qualities, rules, or tests to help
gui de fAselection, evaluation, and devel opmen
Building Acceptance dealsith making the change and taking initiative to implement the
solution. It requires understanding of the context and the people invdlvado requires
coordinatingactions,communicatingvith others, engaging them generating potential

actions or khaviors and following through o bui | d ot her sé acceptanc

69



support, and commitment (Treffinger et al., 200Fpcusing in the Building Acceptance
stage directs attention and effort to move forward from the current reality to the desieed st
(Treffinger et al., 2007).

Planning Your Approach. Planning Your Approach is a management component.
It embraces two stages: Apprag Tasks and Designing Process (Treffinger et al., 2007).
AppraisingTasks nvol ves moni t or i ndgnanaging éheice®thanaret hi n k i n
available in a given context. Designing Process involves using knowledge of the task and
needs of the situation to develop a pllaatbest usethe CPS to fit the needd the
individual, the group, or the organization (Traffer et al., 2007)

This approach to CPS isnaulti-dimensional system I't Aprovides a va
powerful, cognitive, rational tools and strategies, [and] it involves explicit consideration of
the person, the cont ext,.la).nThesethots haveebeasho ( Sel b
effective for individuals of all ages and groups in different organizational and educational
settings when solving complex problems or managing a change (Treffinger, 2007). Using
these tools and solving problems creativelyuiee an understanding of individual
differences in problem solving styles because there is no single way taceaipéex
probl ems. Such an understanding helps peopl
these differences to improve overall penfiance (Selby et al., 2007).
Theoretical Background on Problem Solving Style

The concept of problem solving style is g
learning style theory, cognitive style theory, creativity, creative productivity, and creative
pr obl em sol vingo ( Tr &fprbbiem gokving stglé depehdsonth2e 007, p .

individual characteristics of people, how they learn and apply these skills, how they prefer to
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approach a situation, and their level of creative product{Vitgffinger et al., 2007)Based
on their expertise and research in these areas, Treffamgenis colleagues (200dg¢veloped
the ProblemSolving Style Model The model hathreeindependentimensions(a)
Orientation to Change, (b) Manner of Processargl(c) Ways of Deciding Treffingeret al.
(2007 define ech dimensioms acontinuum of stylgreferencesThe end points of the
Orientation to Changeontinuum represent the walefined problem solving styles. Styles
in the center of the continuum asealled Moderate preferences.

Orientation to Change. Orientation to Change (OCgfers to how individals prefer
to manage structure, novelty aagthoritywhen they respontb changeor solve ilk
structured problems (Treffinger et al., 20074ndividuals manage tsuctureeither by
demonstratingreference fospecificdirectionsor no directions Theylook for a workable
solution or theytend to bennovatve and generat@many options and solutionghey may
feel comfortable working when they are supged or they are individualistic and trust their
own judgment (Treffinger et al., 2007J.he end points of th©C continuumare the
Explorerand theDeveloperstyles A Moderate OC individual may vary his or her behavior
depending on the situatiothetask, or motivation (Treffinger et al., 200AVhereas a
Moderate Explorer demonstrates the same charactsrasgtia Welldefined Explorer, he or
shemaybetter understand the Developer style than the-aif8rentiated Explorer. A
Moderate Developanayappreciaté h e E x polveltyraad nmul8ple options or solutigns
even though he or she shamegnycharacteristics of the Wetlefined Developer (Treffinger
et al., 2007)

Manner of Processing Manner of Processing (MPgfers to how individuals pffer

to manage informatiorshare their thiking and interact with othelJ reffinger et al., 2007)
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Individuals may prefer to draw energy from others through socializing and interacting with
the environment, or they may prefer to draw energy from witfiilmey may share their
thinking early in the process of problem solving and seek input from athdrbuild on their
ideas before making a decision, or they may prefer to think alone and share their ideas after
they think them through (Treffinger et &007). The welldefinedMP prodem solving
gsyles are thd&xternaland thenternalstyles A ModerateMP individual may value how
others with the opposite prefereseeay approach problemsA ModerateExternalmay put
off idea sharing and action to @it the Internal to reflect on the situation. A Moderate
Internal may be willing tgout off reflection andnay engage in exchanging ideas with the
Externals (Treffinger et al., 2007).

Ways of Deciding. Ways of Deciding (WDYefers to how individuals preféo
maintain harmony in the group or to emphasize rigor and stan@aefnger et al., 2007)
They may be sensitive and so they care about others wherepmnd to their ideasr they
may keep other individuals and their ideas separate and foctleegroblem. They maye
subjective and focus on building relationships, or they may be objective and focus on
standards, expectations, and outcomes (Treffinger et al., 200@)end points of th&/D
continuum represenhewell-defined problem solvig styles: PersoandTask A Moderate
WD may be patient, have empathy for the opposite style, and choose a balanced approach
depending on motivation, the situation, or the flow of information (Treffinger et al., 2007).
For example, Moderate Person maddress relationships, but he or she may demonstrate
anunderstanohg of the benefits of objectivity ana willingnesgo take a logical course of
action. A Moderate Task maddress options logically and objectively, but he or she may

defer judgment, caider others, and seek consen@uegffinger et al., 2007)
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Implications for problem solving. Individual style preferences on each of the three
dimensions of the problem ol vi ng styl e model wi || influenc
solving problemsandaanagi ng changeo (Treffinger et al
preferences have strengths and limitations, which vary within a group depending on the
collective dimension preference of the group (Treffinger et al., 2007, p. 14). Understanding
o n eowrs i p r-solvihgestyle preferences and the problsofving style preferences of
ot her members of a work groupo (Treffinger e
(a) individualized opportunities for growth and development; (b) progress to achev
groupdbs goals; and (c) i mproved working rela
These types of support are deemed necessary to effectively and efficiently implement
educational reforms.

Literature Review on Educators and Problem Solving

In an effort to demonstrate how the capabilities of leaders shape their practices, and
how these practices impact student learnighinson (2010proposed a modélased on
published empirical researelmd theoryto integrateknowledge and relationshijs a
problem solving contextThe modelhat hr ee i nterrel ated ficapabil
effective instructi onal :(&eoateheknosvbdggstein & Robi nso
Nelson, 2003)(b) solving complex problem@ eithwood & Steinbah, 1995) and(c)
building relational trus(Bryk & Schneider, 2002)A capability is more than just
knowl edge, skills, and dispositions; it i1 s A
skill s, and pRebinson”2@&l0. 3y Catént knawledg®is he | eader 6s
knowledge of subjects and how students ledricaptures pedagogy, curricula, and

administrative decisioimaking related to teacher evaluation and selection of instructional
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resources.Solvingcomplex problemselates tchow the leadersise theircontent knowledge
andtheir problem solving abilityo solve ilkstructured problemsRelational trustnvolves
interpersonal respect, personal regard for others, competence, and personal integrity.
According to Robinson (2010gffective instructional leaders know how to use their content
knowledge, their problem solving ability, and their interpersonal skills to build relational
trust in their communitynd solve schodbased problem@Robinson, 2010).

Problem solving gyle. Literature on problem solving style is limited, but growing.
For example, in an exploratory stulbaksen and Geuens (20@Xaminedhe relationships
between the dimensions of problem solving s(Yleffinger et al., 2007and the preference
for learningand using thenost currenCPS Version 6.1 (Treffinger et al., 2007) They
invited 134 subjects who had completed thdagy training in an Igniting Creative Potential
(ICP) course based on the current version of CPS. The course introduced eachahtbvid
17 creative problem solving tools, four generating and four focusing guidelines, and eight
stages of the creative problem solving pro¢éssksens Geuens, 2007)Eighty nine
subjects received the training from the Creativebrm Solving GroupGPSB) andhe
remaining 45 individuals received the training from the US Department of Defense (DOD).
All trainers used the same course deglgaksen% Geuens, 2007)Eighty one individuals
(36 females, 45 males) participated in the study: (a) 51f®@ &com the CPSB and (b) 30
out of 45 from the DOD subject§ he females had a mean age of 39 and the males had an
average age of 4%sgksen& Geuens, 2007)The CPSB participants were managers who
were involved in research and development and itittang meetings at their companies.
The DOD participants were involved in a Le8ix Sigma change effort in the US Army

Materiel Commandisaksen& Geuens, 2007)The participants had complet®dEW: An
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Assessment of Problem Solving Sty&elby, Trefinger, Isaksen, & Lauer, 200dyring
their training. Upon participation in the study, theympleted a 3&em survey related to the

extent to which they enjoyed learning and used the current version ofl $aRSe(

Geuens, 2007)VIEWwasusedtoasss s i ndi vi dual sé6 preferences

the three dimensions: OCH®&), MP (E&l), and WD (RT). Thesurvey was designed by

Isaksen and Geuens (200Wjth each item on a-point Likert scale. The survey was uged
assess pa royment of lgaanmilsdHated iit;j2 = Disliked it; 3 = Neutral; 4 =

Liked it; 5 = Loved it) and use of CPS tools, guidelines, and sidgedever; 2 = Rarely; 3

= Sometimes; 4 = Frequently; 5 = Very ofteifhe authors analyzed the data in three-One

Way MANOVAs, one for each dimension MIEW. For Orientation to Change, they found

that there were significant differences in the scores on enjoyment for learning and use of CPS
bet ween the Explorer and DeveslOdp®r55)pr obl em
338.16,p<.0001 (saksen& Geuens, 2007)Explorers reported significantly higher levels

of enjoyment for learning: (a) the generating and focusing guidelines; and (b) Understanding
the Challenge, and Planning Your Approach components of CR& participants who

preferred the Explorer problem solving stgllso reported significantly higher levels of use

for: (a) the generating and focusing tools and guidelines; and (b) Understanding the
Challenge, Preparing for Action, and Planning Your Apphoca@mponents of CP3sgksen

& Geuens, 2007) For Manner of Processing, there were no significant differences in the
scores on enjoyment for learning and use of CPS between the External and Internal problem
solving styleqIsaksen& Geuens, 2007) For Was of Deciding, there were significant
differences in the scores on enjoyment for learning and use of CPS between the Person and

Task probl em s oad=\OL,R16,55)t §2B.&7p < .00D1 (dalset
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Geuens, 2007). The participants who preferred the Task problem solvingegpipteed
significantly higher levels of enjoyment for learning the generating guidelines and the
Generating Ideas component d?8&. The &skoriented participants alseported
significantly higher levels of use for: (a) the generating and focusing tools, and (b)
Generating Ideas and Planning Your Approach components ofI€&S€n Geuens,
2007)

Although the subjectsilsake n 6 s and G estudynwasrédbugin2s8 Manggers
and members of the US Army, the study was selected for review becassdVIEWto
assess the problem solving stylesd it examinedherelationships between these styles and
individual preferencefr learning and using CPS.

In another studyshaw, Sel by, and Houtz (2009) <cl ai
particular style preferences would place greater value on elements of their problem solving
environments consi st ent . Theauthordubed sve inspumentser e n ¢
to collect data for their studya) VIEW. An Assessment of Problem Solving Style by Selby
et al.(2004), andb) Principles of Learning, Teaching, and Problem Solving (PLTPS) by
Shawet al. 009). VIEWwas usedtoassss i ndi vi dual s6 preference
along the three dimensions: OC-[g, MP (El), and WD (RT). The PLTPS was used to
assess the participantsd | evel of agreement
teaching, and problem solving he researchers asked 74-pegvice teachers (57 females
and 17 males) in an urban graduate school of education to participate. Participants
independently completediEWand returned the completed inventory a week later. Two or
three weeks later, tiyavere asked to complete the PLTPS in class. Participants received a

printout of their individual VIEW profiles. Shaw and Selby categorized the principles by
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each of the si¥IEWstyles (E,D,E,I,PT) , and referred t-o the PLT
Explorer, PRDeveloper, PRExternal, PRInternal, PRPersonandPRTas ko (p. 395) .
Shawet al. 009) used a correlational research design for the whole group to examine the

relationship between age, gender, the three dimensiovi€d¥, and the six styles of ¢h

PLTPS. They found out that tp@d<e00k highgrthanés OC

thatreportedin Selbgtal. @ 007 ) , #fAi ndi c at Horreged groumafr e Devel oy
individual so (p. 396). Ther e wabss nMP ss cgonri €f i
and that reported in Seltal. @ 0 0 7 ) . The sampl ebds pW01F cor e W
lower than that reportedin Seleyal. @ 007 ) , Ai ndi c adrientedyjgroapofnor e Pe

i ndi vi du a [Trepfurthg foun@odit@hpt.gendeas significantly f < .05)
correlated with th&1EW dimension of Ways of Deciding; males tended to prefer the Task
style over the Person styl&hawet al. 009) also used a causal comparative research
design with intact groups based on preferenc@rfoblem solving. Using three OiWay
MANOVAs, Shawet al. 009) defined eacWIEWdimension as a dichotomous variable
representing the independent variable for each MANOVA, and the corresponding PLTPS
style scores as the dependent variables. Partisiganred significantly higher on AIEW
dimensions than on PLTPS scales except for WD. Problem solving style as measured by
VIEWappeared Ato -csorvietdatteeave hdrr phbel i ef so ( She
measured by PLTPS. Iltwasnoteleai f one problem solving styl
anot her i n a cleeassse oftheooopleXx gnd dyradid nature of the
classroom environment.

Although te participants in fis study (Shaw et al2009)were preservice teachers,

the stug was selected for literature review because it Y4&l¥Vto assess the problem
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solving styles offuture educatorsand it addressed the relationship betwedne par t i ci pal
gender and/IEWdimensions: OC (), MP (El), and WD (RT).
Educators andDemagraphic Characteristics

Because the researcher examined the relat
solving style, gender, years of experience, and type of certificate in the second research
guestion, she included in the sections below a review of hoautinent literature
incorporated demographic characteristics of educat®pgcifically, she reviewed the
literature on gender, years of experience, and type of certificate.
Gender

Gender was the only demographics characteristic that was addressedxisting
literature in relation t@ach of the two constructs, leadershif problem solving style.

Gender and leadership. Eagly, JohanneseBchmidt, and Van Eagen (2003)
conducted anetaanalysis of 42 studies on 45 published and unpublished datasets
differentcountries United States;3%; Canadall1%:;other Englishspeaking country] 6%;
nonEnglish-speaking European countio; mixed 13%) and from different types of
organizationsljusiness31%;educational 33%; governmental or social sepa,7%; health
careor sports,7%; mixed or unknown22%. Theseresearch papemserereported inl985
through June 200(Eagly et al., 2003) The author&xamined gender differences in
transformational, transactional, and laistsre leadership styleand evaluated these
differences as assets or barriers to women who seek to rise in hierarchies of power and
influence. Theyselected a study the sample size exceeded five leaders of either female
leaders or male leaders, aifithe leaders represerte&a homogeneous populatifEagly et

al., 2003) Theyframed their expectations about leadership styles in terms of the social role
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theory approach to leadership behavior. In other terms, gender roleeinfic e | eader s o
behavior (Eagly et 812003). For the purpose of the current study, the researcher focused on
Eagly et al-andlysisagréldied ty¢ndemdiffierances ileadership.

Eagly et al. (200330ded the selected repons various characteristics, and related
these characteristice the effect sizes that represented gender differences and similarities in
transformational leadership style, whitttey found to belominant in most studies. These
characteristics included: (a) repodiated variables, such as year of publication, soofc
publication, gender of first author, percentage of men among the authors, gender as part of
the title, type of the organization, and size of the organization; (b) leeld¢ed variables,
for example nationality, average age, level of leadershigyrigisn of role, selection of
leaders, training of leaders, percentage of men in leader role, percentage of men in
subordinate roles, confounding of leader gender with individual variables such as age, and
confounding of leader gender with institutionariables such as level of leadership; and (c)
leadership style measures including identity of raters, basis of selection of raters, aggregate
measures by gender, and reliability of leadership style meagtaghky/(et al., 2003)They
calculatedhe studylevel effect sizes to determine whether male and female leaders differed
in their leadership styles They defined the effect size as
| eader ship style of the male and female | ead
(Eagly et al., 2003, p. 575)A positive effect size indicated that male leaders scored higher
than female leadeimn a leadership style, and a negative effect size indicated that female
leaders scored higher than male leaders on that(&stgy et al., 203). They found that
female leaders were more transformational than male leaders in their leadership style on the

transformational subscal@a four of its components: (a) idealized influence (attribute), (b)
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inspirational motivation, (c) intellectual stulation, and (d) individualizedoosideration.
Female leaders also scored higher than male leaders on the first subscale of the transactional
leadership, Contingent Reward. However, male leaders scored higher than female leaders on
theother subscaled transactional leadership, managementgegtion (active) and
management byxeegion (passive), andn the laissefaire sale(Eagly et al., 2003)

Because the current research used aggregate scores for transformational,
transactional, and passive/adant leadership, as produced by the MLQ, the researcher
focused on the resulislated to theggregate scores Eagly et al. (2003)

Fridell, Belcherand Messner009) applied discnminate analysis to determine if
there were any significant statistica di f f er ences on principal sé |
genders in three Midwestn states The participantsonsisted of 265 male and 180 female
principals whareceived an -nail based surveyThesurvey consisted of the Servant
leadership Styles Invemy (SSI)and11 demographic questiondhe SShada total 0of40
items (a) 20 items onraditionalor top-down leadershipand(b) 20 items on servant or
emotionally intelligent leadership styld&ach item wasen a5-point Likert scalewith
Cr o n b dphahod.65 toa.87 (Fridell et al., 2009)he principals who scored between 60
and 69 were identified a@saditionalists or servaseaders.Those who scored between 70
and 79 were identified as strong traditionalists or strong seteaders (Fridelet al., 2009).
Usingt-test analysis, the authors showed that there was a significant difference on the
servantleadership scores$ € 6.39,df = 433,p = .00) between merM = 67,SD=5.28) and
women M = 70,SD= 5.24;Fridell et al., 2009). There wemno significant differencefsr
genderon the traditionaleadership scores. Both genders scored low otraléionat

| eader ship, and Awere determined to be weak
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Because the current study usedtheQilLt o assess educator so
(transformationaltransactiona) passive/avoidant Fridello s  €2009)atudyhad its
i mplications on the current study in ter ms
styles, specifically the transaatial leadership style.

Gender and problem solving style.Selby, Treffinger, and Isaksen (2007) examined
the relationships between gender and the dimensiodEEd An Assessment of Problem
Solving Style that they developed and refined over time from 2@@Lgh 2004.They
administeredheir 34item, three dimensional, instrumentindividuals in different sectors,
such as businegs = 4,117) K-12 educatior{n = 1,114) higher educatioiin = 766),
religious organizationg = 48),governmen{n = 89),and other nonprofit organizatio(s=
301) As of December 2005, their data base consisted of 10,151 participants including 4,316
male and 5,723 female respondents. The remaining 112 respondents did not report their
gender (Selby et al., 2007T.he auhors (2007 used descriptive statistics for the whole
database and for the individual sectof$ieyexamined the relationships between age,
genderan/IEW6 s t hr e e fodtlhemwbole group The relationships between age
and the dimensions were rmalevant to the current study, and so they were not reported.

For the whole grouGelby et al. (2007foundthatgender was significantly
correlated with the first dimension, Orientation to Chamge.(4,p < .01; Selby et al.,

2007). The relationshipvas weak, however, gender significantly contributed to 2% of the
variance in Orientation to Change. Females demonstrated a preference for the Developer
problem solving style. Gender also was significantly correlated with the third dimension,
Ways of Dedding (r =-.31,p < .01; Selby et al., 2007). Gender accounted to 10% of the

variance in Ways of Deciding. Male respondents indicated a preference for the Task
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problem solving style. Gender was not a significant predictor of the second dimension,
Manne of Processingr(= .06; Selby et al., 2007).

Selby et alstudy(2007)was included in the review becausatitized VIEWto
assess educat or s 6angresotedingendenelationshipnmgheashiof | e s |,
VIEWOs t hree. di mensi ons
Years of Experience

Ohlson 009)examined the relationship betwettre predictor variablesf teacher
guality characteristics argthool cultureusingthe criterion variablesf studentattendance
and suspension rate®hlson (2009¥lefinedthese characteristiesthe averaggears of
teachingwithin a school, the percentage of classes taught by out of field teazhérthe
percentage of teachers with advanced dedee=ach schodlOhlson, 2009).Thet eac her s 6
perceptions of thechool culturevereassessedsing a School Culture Survey.he survey
measuredaix factors: (a) collaborative leadership, (b) teacher collaboration, (c) unity of
purpose, (d), professional development, (e) collegial support, and (f) learning partnership.
Thefactorshad 4 to 11 quéiens, each on a-point Likert scale (1 = strongly disagree, 5 =
strongly agreeOhlson, 2008 In the data analysi§hlson (2009) used thsrveydata
averages of all teachers who participated at a schida. absence rate represented the
percentage fostudents who were at least 21 days absent, and the suspexterefiected the
percentage of students who had out of school suspensions theiaghool yeaper
classroom(Ohlson, 2009). These rates were reported in the School Indicator Repart as pe
the Florida Department of Education. Ohlson (2085)tthe surveyso schools in different
districts throughout Florida in the spring of 2007. He sele2Bdrban public elementary

schoolsthat were participants in the Lastinger Center for LearnirigeaUniversity of
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Florida. These schools receivedmprehensive and continuous supgiarin the Centen
orderto enhance teacher efficacy and to imprettalent achievemef®hlson, 2003
Teacher s 6 iptherstudyas vplantany.oBach pécipant completed aurvey on
schoo culture and teacher characteristi®¥ith aresponse ratef 85%, and the schoalsthe
unit of analysisthere were 23 data poing®hlson, 2009)

Usinga stepwise multiple regression, witheteacher quality chargeristicsand the
survey factoras the predictor variables and the student absences@gehien variable,

Ohlson (2009) founthat the unity of purpose and the collaborative leadership factors were
significant predictors of the absence rd&€2( 20)= 7.82,p <.01), and the model
significantly accounted for 43. 9%niocfeasehe var
in the unity of purpose by-Likert-scale point would decreashe student absences by
23.58%. An implication would be that witkhe unity of purpose all stakeholders understood
a shared vision and aligned their actions with the shared. gbldse specifically, students
would attend school (Ohlson, 2009)n the contrary, an increase in collaborative leadership
by 1-Likert-scalepoint would increas the student absences by 1%@27t was not clear
whetherthe underlying factor was a competing priority betweeltaborative leadershignd
managingdisciplineat the schoglorit was a limitation due tthe characteristics of the
participating school§Ohlson, 2009).

Running another stepwise multiple regression with the same predictor variables and
the outof-school suspension rate, Ohlson (2009) reported that the collaborative leadership
factor and t he t e aperiereeve® signicant preglietorsjoéttagros o f e x
school suspension ratg(2, 18) = 26.81p <.01). The model significantly accounted for

74. 9% of the var i -affscheol suspendioh ra(@hdsbn)2D@nAns 6 o u't
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increase in thaverage nmber of yearsf experience by-Likert-scale pointvould decrease

the number of school suspensidns41%. The results indicated that the teachers with more
experience would deal with discipline issues in their classrooms in ways better than those
thatwould result in out of school suspensions. These teachers would use effective
instructional strategies to engage the students, and therefore to improve student achievement
(Ohlson, 2009).Furthermore, an increase in collaborative leadership-lbikdrt-scale point
prediceda decrease in the number of school suspensions by 4.8h&ocollaborative

relationships between administrators and teachers would help resolve discipline issues before
they become severe or result with an out of school suspendiso(® 2009).

This study was selected for literature review because of its implications on the current
study. For example, the teachers with more years of teaching experience would demonstrate
leadership behaviors that impact teaching and learnihg. unity of purpose and
collaboration among educators would strengthen the school culture, and hence improve
teaching and learning (Ohlson, 2009).

Highest Degree Earned and Vpe of Certificate

Valentine and Prater (2011) examined the relationdtepseersclool
demographicghe principal demographicglemographics related pincipak and the
leadershipstyles (managerial, transactional, and transformatiarigdjincipalsas perceived
by theteachers, and the impact of principal leadership on studentvacheat on
standardized higistakegests in public high schoolsvalentine and Prater (201ihyited
313 urban, suburban, and rural public high schools in Missouri by email to participate in the
study if the schogprincipals had been at their sites &reast 3 years. Only 155 principals

were willing to participate, and provided the email addresses of their scienceymaéts
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social studies, and communication arts teachers who have been teaching for a minimum of 3
years duri ng tnistatiop rAisample qf @38 téachera was randomly

selected using stratified proportionate sampling based on the number of content area

teachers. Only 443 teachers from 131 schools responded with usable responses. The study
involved a ondime data cdection using two instruments: (a) the Audit of Principal

Effectiveness (APE) by Valentine and Bowman (1988) and (b) the Principal Leadership
Questionnaire (PLQ) by Jantzi and Leithwood (1996). In addition, the average scores of three
year s 0 s testingdhsmedsuredebythetMissouri Assessment Program (MAP) in Math
and Science (Grade 10) and Communication Arts and Social Studies (Grade 11) were used.
The APE focuses oimteractive processesstructional improvemenandcurricular

improvemenbof principal managerial and instructional leadership, with reliability coefficients
(Cronbachés al pha) ranging from .86 to .92.
leadership on six factor&) identifying and articulating a visiqifb) providing an

appropriate model(c) fostering the acceptance of goal grou(} providing individual

support (e) providing intellectual simulationand(f) holding high performance expectations
with the | owest reliabil ity hadngHtigh pedarnsance ( Cr o
expectationsand the highest of .88 fatentifying and articulating a visianThere was a
significant correlation bet weeacdhofthaldadersippr i nci pa
factors:(a) interactive processds = .227,p =.009),(b) instructional improvemer(t =

.285,p =.001),(c) curricular improvemen(r = .335,p = .001),(d) developing visiorfr =
.285,p=.001),(e) modeing (r = .217,p=.0125, (f) fostering goalgr =.280,p =.001),(9)

providing suppotr(r = .223,p =. 010),(h) providing stimulation(r = .299,p = .001), andi)

high expectation§ = .271,p=.002). The princi pal 6s education | e
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significantly to the prediction of the language and arts scpres@28), the science s@s O
=.036), and the social studies scoqes (048), but not to the math scores. The average SES
of students contributed significantly to the prediction of the math scpred01), the
science scorep( .001), and the social studies scones (028), but not to the language and
arts scores. The principal s gender was the
scores|f = .016). The high schools whose principals were perceived as competent scored
significantly < .05) higher on instictional leadershipr{structional improvement
curricular improvemernjtand transformational leadershigdntifying a visionproviding
mode)] fostering goalythan all other schools whose principals were not perceived as
competent
Valentiné andPraerd 201()studyrelated to the current studyecause it explored
the relationship between the demographic characteristics of principals and their leadership
styles. In particular, the study distinguished between ingbnadtleadership and
transformatbnal leadership, and howh e pr i nci pal s gewodlér and ed
predict their leadership styles.
Research Questions

The theoretical frameworks, whether they are transactional (Hallinger & Murphy,
1987), transformationalLéithwood, Jantzi, & Stinbach 1999), or both, implicitly assume
that the instructional leader is an individual who holds a formal leadership position and who
decides how to lead or improve instruction (Reitzug et al., 2008; Ruff & Shoho, 2005).
Based on these frameworks, rasdhers attempted to define instructional leadership in
specific contexts (Bays & Crockett, 2007), within a teacher evaluation system (Ovando &

Ramirez, 2007), or in relation to teachersbo
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Graczewski et al., 2ID). Spillane et al. (2003) was unique in a way that it examined
teachersdé perceptions of i nstructional | eade
that Spillane et al. (2003) gave the teachers to identify forms of capital as a basis for
instructional leadership provided a different perspective of what instructional leadership
would be. It indicated that instructional leadership is not attached to a formal position or a
role. Itis multidimensional. It encompasses the people, the prooes$eaoutcomes
(Ohlson, 2009). The people involved are the educators, principals and teachers. Their
personal characteristics, including knowledge and skills, determine their compstembe
process could be portrayed as interactions among thesateduand how they connect with
each other. The outcomes are the expectations based-setgeals. These goals focus on
student learning, which is the core of education.

The current ducation programs and the Stiteequirements of a principal or eacher
ensure that the educator has met the requirements to fulfill a specific position. Nevertheless,
individuals have different preferences on how to interact with others. In particular, they have
consistent individual preferences on how to solve tioblpms that may arise during their
interactions with others in order to achieve their shared goals.

The two constructs, educatorsé problem so

improve curriculum, instruction, and learning, are the basis for thisrseaonsequently,
theresearcheaddr essed three questions related to e

styles
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1. Isthere a significant difference in scores on the MLQ leadership styles
(transformationaltransactiona) andpassive/avoidantbetveen educators based
on their preferences for problem solving styles produced by the W&
dimensionsQC: E-e-d-D; MP: E-e-i-l; andWD: P-p-t-T)?

a. Is there a significant difference in scores on the MLQ leadership styles
(transformationaltransactonal, andpassive/avoidantetween educators
who prefer the weltlefined Explorer (E), moderate Explorer (@pderate
Developer (d), or weltefined Developer (D) Problet®olving Styl€

b. Is there a significant difference in scores on the MLQ leadessyigs
(transformationaltransactiona) andpassive/avoidantbetweereducators
who prefer the welbefined External (E), moderate External (e), moderate
Internal (i), or welldefined Internal (I) Probler&olving Style?

c. Is there a significant differee in scores on the MLQ leadership styles
(transformationaltransactiona) andpassive/avoidantetweereducators
who prefer the welbefined Person (P), moderate Person (p), moderate
Task (t), or weHdefined Task (T) ProblefSolving Style?

d. Are theresignificant interactions among the thiglEW dimensiongOC,
MP, WD) for the three leadership styldsajnsformationaltransactionaj
andpassive/avoidan®?

2. Towhat degree and in what manner are the types of leadership produced by the
MLQ (transformatianal, transactiona) andpassive/avoidafteach predicted by
the dimensions of problem solving styte@, MP, andWD), gender, years of

teaching experience, highest degree earned, and type of certificate?
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3. What are the perceptions of educators regarding lgedership and problem
solving in K-12 settings?
Chapter Summary

This chapter summarized the theoretical background of the two constructs,
instructional leadeship and problem solving style. It providad overview of the role of
educational reforms iK-12 leadershipa descripion of the search processsynopsis of
current research on both constryctsr esear ch r el ated ,andtheeducator
research questions that the researcher addressed

Instructional leadershiwas examineth different contexts, with the majority of the
research focusing on the role of the princigalthe instructional leadet.eadership
educationabrganizations described instructional leadership intermsfofe i ndi vi dual 6
skills, knowledge, and dispositian hey related the descriptionadormal positionof an
educator.Theterm instructional leaddras been used tefer to the school leader, and the
term teacher leader or coach leaderemngnizehe teacher who demonstrates leadership
behaviors ouige the classroomdnstructionis the core business of a school ahduldnot
betied to a formal position or to one individual. Instructional leadership focuses on
improving curriculumand instruction, and therefore, it is the responsibility of alicatbrs,
teachers and administrators (Hoy & Hoy, 2008Jthough the previously reviewed literature
focused on the principalds role as the instr
principal could not lead instruction if he or she did not caltabe with the teacherdNew
concepts of instructional leadership such as distributed instructionar &oevolved over
time to embrace collaboiah between and among educatoEsnphasis shifted to

collaborative efforts thatould promote adult learing, coaching relationships, reflection,
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creativity, innovation, and professional growth to improve teaching and instruction (Blasé &
Blasé, 1999Leithwood & Jantzi, 1994 Promoting professional developmewhether it is
an individualor acollaboratve effort,ist he heart of Hallinger ds anc
instructional leadership dimension, promoting a positive school learning clitQaler
leadership practices such as holding high performance expectations, providing intellectual
stimulation and lsared decision makingre key dimensionsibei t hwooddés (1994)
transformational leadership framework

Problem solving stylevas grounded iB0 years of research andthreories on
psychological type, learning style, cognitive style, creativity, and ee@tioblem solving
Under standing individual probl em solving sty
for growth and devel opment, achievement of t
with others (Treffinger et al., 2007). Its applicatidvave been of interest to researchers in
diverse business and educational settings to better understand individual problem solving
preferenceand achieve desired organizational goals

Educational reformwere transformational in nature and sought inniovaand
school improvement programs. They required the States to adopt common rigorous
curriculum standards in ordey improve student &tevement on standardized tests, and to
evaluate teachers based on student achievemard. result, they influencddadership in K
12 educational settings, and i mpacted curric
practices in the classroonThese reforms were the catalyst for this studgdtier

understané ducat orsodé | eader shi p savingdtyes i n | ight o
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CHAPTER THREE: METHODOLOGY

The researchearxplored leadership and problem solving styles through the
perceptions and preferences 6flR educatorsA description of the setting and subjects is
followed bydata collection procedures atisheline,a description of the instrumentbge
resarch questions and hypothesasexplanation of the research design and type of data
analysisjimitations of the study, and statement of ethics and confidentiality.

Description of the Setting andSubjects

To ensure an adequate sample size for the procedure, the researcher conducted two
waves of data collection in 2010 through 2013. In the first wave she invited 115 educators,
both teachers and administrators, who were past and current studentsfommosts of a
doctoral program in Instructional Leadership to participate. Inthe second wave of data
collection, the researcher contacted superintendents from four districts in two of the
uni versityds neighbori ng ciodudingistaffimeraberd, i nvi t e
teachers, and administrators, to participate in the study. If any of the doctoral students were
educators at a participating school, they were asked to not participate. The districts were
selected because of their convenienatams to the university.
Setting

Doctoral program. Doctoral programs that grant degrees in instructional leadership
are rare. A recent search located fewer than 20 in the country. The program at the selected
university is designed to prepare doctaahdidates who are educators to strengthen their
knowledge, skills, and dispositions as they lead reform efforts in their current settings. The
program began in 2003 and has admitted six cohorts of doctoral students, one cohort every

other year for a totaf 119 past and current studenfshe students hold education positions
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in neighboring towns and citieS.hey represent a wide range of educators such as teachers,
school counselors, assistant principals, and principals. The accessible populatld®was
PK-12 teachers and administrators. The cohorts ranged in size from 14 to 22. An
approximate 89% of the doctoral students in the program were Caucasidthiépamic, and
two-thirds of the students were females.

Local communities. District A is locaed in a rural town, districts B and C are
located in suburban towns, and district D is located in an urban area. The student populations
of these districts range in size from 968 to 10,186 (CSDE, n.d.), with an average class size
ranging from 10.41 to 184 students per teacher, 0.9% to 18.9% of the students not fluent in
English, 4.9% to 32.6% of the students eligible for free and reduced lunch, and 10.7% to
13.61% of the students receiving special education services. The accessible population of the
four districts consisted of 1,448-kK2 educators. This population is representative of the
St at etine eqgtiivallert certified staff by assignment tyjpefer toAppendixA for a
detailed description of the characteristics of the participating districts.
Subjects

Doctoral program i Wave 1. For Wave 1, 115 doctoral studentsafes, 32.8%
females, 66.4%) were contacted by email or during their graduate classes. The researcher
provided a cover letter and an Informed Consent Form. It was cldaggonsent form that
participation was voluntary. The students who were willing to participate in the study
returned the signed consent form to tloetoralprogram coordinator. The participants did
not receive inducements before or rewards after the stuldg.sdrveys were either mailed to
graduates or were administered by a graduate assistant to current doctoral students during

classes.
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Local communitiesi Wave 2. For Wave 2, the surveys were administered at three
schools from District A, three schools idDistrict B, four schools from District C, and two
schools from District D. Some school administrators scheduled visits during their faculty
meetings. Other administrators in these schools said that they had tight schedules and could
not spare such tinsefor surveys. They invited the researcher to administer the
guestionnaires to their staff members during adtgrool hours in their media center or
cafeteria. They announced this opportunity to their staff at the end of the school day and
encouraged #m to participate. In effect, only interested staff showed up to complete the
guestionnaires. The researcher had to reschedule meetings at these schools because of
unplanned disasters (school closings as a result of Hurricane Sandy, reassessmerit of schoo
policies after the killing of 26 children and educators at a local school, and/or changes in
leadership at one district), tight schedules for faculty meetings (initiating the Common Core
State Standards), professional development workshops, or meetirigsif professional
learning communities (PLCs).

The researcherdéds meetings at these school
Most of these participants indicated that th
administrators. They weliaterested in the research because it focused on their perceptions,
and they wanted to help a student in a doctoral program. A few others wanted to participate
and receive copies of their profiles.

Responseate. Out of 115 doctoral students who wereited to participate, @
students signed and returned the Informed Consent Fadmsty-sevenparticipans (males
34.0%; femalesp6.0%) completed the questionnaires, yieldingdr3b% response rate.

However,two records wereremoved onebecause thethi v i d u anl r@eswasinuhighee
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educatiorandthe othembecause the participant had the same response for all items on the
MLQ. As a result, 95 records from Wave 1 data collection were included in data analysis.

In Wave 2, a total of 281 participesn(210 females, 70 males, and one undeclared)
out of 1,448 fulitime equivalent certified staff members completed the questionnaires during
prescheduled meetings at their schodgvertheless, eight records were removed: one
record (3405)vas for a stuent teacher and the remaining se(@887, 33838 3390, 3419,

3420, and 3458)ere for student observers from a local universithe number of

participants in the voluntary meetings during after school hours ranged between 3 and 12,
and the number of pacipants in the faculty meetings extended from 25 to 88. The high
participation rate in these meetings was possibly a result of various mdiivels. motives

may include: (a) school administratorsoé6 wild.l
for survey administration; (b) their interest to encourage their staff to participate in the study;
and (c) their interest to learn about their schools in areas of leadership and problem solving
for future professional development planning. The low resposit® was probably due to
administering the survey at the end of the faculty meeting after school, the absence of
educators attending an eot-district conference, and conflicting schedules as some
educators explained.

The responses from each schooltwgere counted and tallied by district. The
response rates by grade levels for each district and the aggregate responsetratdsuor
districts were then calculated, and were summarized in Table 6. Overall, the participants in
the studyfrom Wave 2represented 8.9 of the accessible population, with the highest
participation of27.2%6 at the secondary level and the lowest participation of 10.4% at the

elementary level.
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Table 6

Wave 2 Accessible Population arbgGritlaketel ci pantsd Percentage o

District A District B District C District D Total
Grade Level N n % N n % N n % N N % N n %
PreKi 5 38 7 184 97 3 31 116 57 49.1 393 644 67 104
6-8 31 3 97 60 3 50 63 9 143 183 71 3838 337 86 255
971 12 38 4 105 87 7 8.0 98 78 79.6 218 31 14.2 441 120 27.2
District 4 3 5 14 26
Total 111 14 126 247 13 53 282 144 511 808 102 12.6 1,448 273 18.9

Note: The accessible populations det er mi ned from each districtbds schoo
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Description of the sample. Table 7 provides a description of the sample
characteristics for Wave 1, Wave 2, and the aggregate data for both wavesanihe
consisted of 368 participants (72.8% female, 26.9% male) with the majority being
CaucasiatAmer i can (89. 9%) as compared to the Stat
female, 24.5% male, and 92.2% Caucasian). The participants have held teaching or
administrative positions from 1 to 44 years of experience in rural (3.8%), suburban (42.6%),
andurban (27.7%)K1 2 educati onal settings. About 81.
year certificate, and 18.2% had an administrative certificate at thehardata were

collected. Refer to Table 8dr demographic and additional characteristics of the participants.
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Table 7

Characteristics of the Sample

Doctoral Progran(n = 95) Local Communitiegn = 273) Sample = 369
Setting n % n % n %
GradeLevel
PreKT 5 30 31.58 55 20.15 85 22.61
61 8 19 20.00 74 27.11 93 24.73
91 12 28 29.47 104 3810 132 36.44
Across grades 8 8.42 5 183 13 3.46
District 2 2.11 2 53
N/A 8 8.42 35 12.82 43 12.23
School System
Rural 14 5.13 14 3.80
Suburban 157 57.51 157 42.66
Urban 102 37.36 102 2772
DoctoralProgram 95 100.00 95 2582
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Table8

Characteristics of the Participants

Doctoral Program  Local Communities Sample
(n=95) (n=273) (n=368)
Characteristic n % n % n %
Gender
Male 33 34.74 66 24.18 99 26.90
Female 62 65.26 206 75.45 268 72.83
N/A 1 37 1 27
Ethnicity
Caucasian 86 90.53 245 89.75 331 89.95
Other 9 9.47 26 9.52 35 9.51
N/A 2 .73 2 .54
Years of Experience
1-5 years 3 3.16 60 21.98 63 17.12
6-10 years 23 24.21 75 27.47 98 26.63
11-15 years 25 26.31 58 21.25 83 22.55
16-20 years 22 23.16 22 8.06 44 11.96
21+ years 22 23.16 56 20.51 78 21.20
N/A 2 73 2 54
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Table8

Characteristics of the Participants

Doctoral Program  Local Communities Sample
(n=95) (n=273) (n=368)
Characteristic n % n % n %
Role
Teacher 23 24.21 235 86.08 258 70.10
Administrator 19 20.00 12 4.39 31 8.42
Teacher/Adm. 25 26.32 1 37 26 7.06
Specialist 26 27.37 1 37 27 7.33
Support Staff 2 2.11 23 8.42 25 6.79
N/A 1 37 1 .30
Highest Degree Earne:
BA/BS 0 0.00 38 13.92 38 10.33
MA/MS 73 76.84 181 66.30 254 69.02
6" yr 2 2.11 44 16.12 46 12.50
PhD/EdD 20 21.05 5 1.82 25 6.79
Other 4 1.47 4 1.09
N/A 1 37 1 27
Certificate
Non-Admin. 57 60.00 244 89.38 301 81.79
Admin. 38 40.00 29 10.62 67 18.21

Note *Statewide female teachers represent 75.5% of the teacher workforce (CSDE, 2(
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Reasons for Nonrparticipation

A total of 32 nonparticipation forms were completed: (a) 28 educators from District
D High School indicated that they did not have time to complete the questionnaires on site or
that they had a prior engagement or a meeting in their professional learning dtiessn(ly)
three individuals from District C High School indicated that they were student observers
from a local university and did not qualify to participate in the study; and (c) one police
officer from District D Middle School explained that the nataféis or herassignment
impactedtheir decision to decline to participate.

Data Collection Procedures and Timeline

Data Collection Procedures

Upon the Institutional Review Boardoés (IR
contacted Wave 1 potential particijga and initiated the consent and data collection
processes from 2010 till 2013, with 2 waves of participants being contacted for the study.
Participants who were contacted via email received a faelipweminder after a oreveek
period. The coordinatoof thedoctoral progranat the university provided anraail list of
graduates of the program as well as present students. Graduates were contacted by email. It
was clear in the email and the consent form that participation was voluntary. A-tgilow
email was sent later as a reminder. The graduate students who participated in the study
emailed the signed consent form back to the program coordinator. Those who agreed to
participate were then sent a packet in the mail with the directions and the suGteysnt
students completed the assessments in class as it was arranged with the classroom professor.
The assessments were administered by a graduate assistant. The students willing to

participate each received a coded packet, a cover letter, angeapnfor the return of the
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completed informed consent and the questionnaiReser to Appendix B for a copy of

Wave 1 informed consenfhe questionnaires indlied a researchereated surveyhe
Multi-Factor Leadership Questionnaire (MLQ) leadermfpandVIEW: An Assessment of
Problem Solving StyleRefer to Appendix C for the items included in Wave 1 researcher
created surveyThe students who were not willing to take the assessments left the classroom
during testing. The participants did noteese inducements before or rewards after the

study.

A total of 95 educators had completed tiweeesurveys. This sample was not large
enough for the 3vay MANOVA and multiple linear regression procedures planned for the
study. Ina MANOVA, it is neceasy that the number of cases in every cell to be greater
than the number of dependent variables for two reasons (Tabachnick & Fidell, 2013): (a) to
be able to test Athe asswmparoanot mMmamogeaoe
(b) to ensure agfjuate power of the analysis. FOrMLR procedure, a sample of sikHs
required, suchthat v ™ ,wheremis the number of independent variables
(Tabachnick & Fidell, 2013). In this study, there is a need for 106 participants because there
were seen predictors of leadership scores. Because the researcher plans to use statistical
stepwi se regression, itd-l M sr arteiaos oonfa b4l 0Oe ttoo 1hda v(
Fidell, 2013, p. 124) and be able to generalize the findings to similargsettirhis implies
that a sample size of at least 280 is realistic to offset the loss of potential records with
missing values in any of the variabléBherefore, the sample size was not deemed as
sufficient and the study was extended to other educatdémsahschools.

A revised Subjects Research Review Form was submitted to and approved by the IRB

in 2012 requesting minor modifications to the original Informed Consent Form and cover

101



letter. The modifications included extending the invitation thZKedicators from public

school districts in the northeast of the United States, and the opportunity to receive a raffle
ticket for a gift card after completion of the three surveys. The researcher then contacted
school officials of the accessible populatiodaletermined a date and a time to administer

the instruments to individuals willing to participate in that sch&#hool contacts and visits

for Wave 2 data collection were made in 2012 through 2@E3ticipation was voluntary.
Attendees willing to grticipate each received a coded packet, a cover letter, and an envelope
for the return of the completed informed consent and the questionnaires. Two pieces of
paper were attached to the packet with a paper clip: (a) one piece of paper indicated the code
of the packet, the researcherds name and ema
interested in receiving a copy of his or her profile by July 2013; and (b) onecsataeiece

of paper that the participant returned with the completed packet tesbarcher to be able to
participate in a raffle that would be held at the next school meeting in appreciation of
participation in the studyRefer to Appendix D for a copy of the coded pieces of paper.

Each packet consisted of the following items:gapver étter, (b) the informed conselt)

a researchecreated surveyd) the MultiFactor Leadership Questionnaire (MLQ) leader

form, and (eVIEW An Assessment of Problem Solving StyRefer to Appendix E for a

copy of Wave 2 informed consent foy and to Appendix F for a copy of Wave 2 researcher
created surveyParticipants placed their coded paper in a raffle box to participate in the
raffle at the next school meeting. Upon par
researcher trangfeed the raffle tickets to an envelope and handed it to the school principal
with the gift cards for the school principal to selecttthie raffle winners at his or her

school. Individuals who declined patrticipation in the study were asked to complete a n
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participation form after they left the meeting room for the researcher to better understand the
characteristics of neparticipants and their reasons of avoidanRefer to Appendix G for a
copy of the norparticipation form.

To maintain confidentialjt of information, the consent form and surveys were
recorded and separated by a research assistant who was not related to th&hstutign
recorded the code numbers, the names of the individuals who requested the results of the
MLQ andVIEW. These dat were stored separately so that the researcher could provide a
report to each individual at a later time. The researcher inspected every individual record at
the time of data entry. First, she ensured that all pages for a single record had the same code
Second, individuals who were not fitime educators were eliminated from the data set, such
as student teachens£ 1) and student observers< 7) from a local university. Third, data
were checked for accuracyor example,iterecordthat was foud to havehe same
response for all items on the MLQ was deleted from the data ¥éve 1 The MLQ is
especially sensitive to identifying a response sate individuals with high transformational
scores typically have low responses onghssive/agidantsubscales. All dateelated to the
remaining 38 participantsvere subsequently entered from: (a) the demographic
information, (b) the scores MEWIitems and dimensions, and (c) the points of the MLQ
items and the means of its subscaldfter atotal of 8 records were deletddom Wave 2
upon visual inspection of the data at the time of data &8yecords were retained for data

analysis
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Timeline for the Dissertation Process

Upon IRB approval, the research was conducted as follows:

1. The researcher initiated contact with Wave 1 graduate students and visited classes
for data collection (Fall 2010 Fall 2013).

2. A qualified individual input entered data in a spreadsheet (Fall RGN 2013).

3. The resear cher conf i pamogationdy emiail, dhapters 6 an d
one was completed (October 20i12anuary 2013).

4. The researcher conducted site visits during scheduled times as approved by the
superintendent and the school principals of participating districts (November 2012
I January 203).

5. Theresearcher and a qualified individual inputezied data in a spreadsheet;
ChaptersTwo andThreewere work in process (Janu&913i October 2013).

6. The researcher verified quantitative data, analyzed the statistical results and
reported the fidings;Chapters Two and Threeere revised and chapter 4 was
work in process (Octob&0137 December 2013).

7. The researcharodedthe qualitative datand reported observed themes (January
20147 March2014).

8. Triangulated the results of the qualitativeadand those of the quantitative data
(March2014).

9. Finalized the dissertatigiMarch 2014 June 2014

10. Submitted the final draft of the dissertation to the primary adviday014).

11.Sent approved copy to secondary advisors, outside reader (with @timg &nd

program coordinatorJ(ne2014)
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12.Submitted PowerPoint presentation to primary advisor for approval (June, 2014)
13.Dissertation defense (Jul22014)
Instrumentation

Data were collected using three instruments: (a) the Nraltior Leadership
Questionnaire (MLQ; Bass & Avolio, 1995, 2000, 2004) leader form\(EW: An
Assessment of Problem Solving Style (Treffinger et al., 2007), and (c) a reseaeshed
survey.

The Multi -Factor Leadership Questionnaire (MLQ)

Developed by Bass and Avoliag95, 2000, 2004), the MLQ (Form 5X) is used to
evaluate the degree to which educators believe they engage in leadership behaviors toward
others. The MLQ has 45 items used to measure the nine components oftaedall
leacership theory: (a)ive transiormationalleadership factors: idealized influence (attribute),
idealized influence (behavior), inspirational motivation, intellectual stimulation, and
individualized consideration; (b) thré&nsactionalleadership factors: contingent reward
leadershipmanagement by exception (MBE) active, and management by exception passive;
and (c) one nottransactionalaissezfaire leadership. Thirtysix items represent the nine
leadership factors and the remaining nine items represent three leadership outcane scale
extra effort, effectiveness, and satisfaction. Each item has a score of 0 (not at all), 1 (once in
a while), 2 (sometimes), 3 (fairly often), or 4 (frequently, if not always), and a scale score is
the average score for its items. Each leadershiprfaa®four items. The first leadership
outcome, extra effort, has three items; the second leadership outcome, effectiveness, has four

items; and the third leadership outcome, satisfaction, has two items.
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The MLQ leadership factors. The leadership factsrare based on the
transformational, transactional, and Aoansactional leadership theories.

Transformational leadership Bass (1985) identifies five factorsrfransformational
leadership: (a)dealized influence (attribute), (b) idealized influeflsehavior), (c)
inspirational motivation, (d) intellectual simulation, and (e) individualized consideration.

Idealized attribute |l dealized attri bute fArefers to
whether the leader is perceived as being confidenpanerful, and whether the leader is
viewed as focusing on higherr d er i d e a |[Aonakis, Avol®,t&hi c s o (

Sivasubramanian2003, p. 264). Effective leaders instill pride in their followers, go beyond

self-interest for the good of the group, andiact ways t hat build others
Idealized behaviar |l deali zed behavior refers to tI
Avalues, beliefs, and a sense of missiono (A

consider the moral and ethicansequences of their decisions. They admit their own
mi stakes, and ent husiastically demonstrate ¢
goals.

Inspirational motivation.Inspirational motivation refers to the way that leaders
motivate theirfb | ower s by being optimistic, ambitiou.
communicating to foll owers that the vision
Effective leaders clearly communicate goals and objectives to their followers. Upeyrs
their followers as needed, and recognize their achievements.

Intellectual stimulation.Intellectual stimulation refers to how the leader promotes
inquiry and critical thinking. Effective leadersegamine critical assumptions and question

whethe these assumptions are appropriate. They seek differing perspectives when solving
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problems. They look at problems from different angles and suggest new ways on how to
complete tasks.

Individualized considerationlndividualized consideration refershow the leader
advises, supports, and pays fattention to th
themto developandsadfct ual i zedo (Antonakis et al., 2003
time teaching and coaching. Because they work wniividuals on a on¢o-one basis, they
learn about their strengths and weaknesses, and become resourceful mentors for these
individuals.

Transactional leadership Transactional leadership is an exchange process between
the leader and the employees. Témder sets the objectives, and monitors and controls the
outcomes. Transactional lead@psconsists of three factors: (ajrtingent reward
leadership(b) management by exception (MBE) active, #odmanagement by exception
passive (Antonakis et ak003).

Contingent reward leadershipContingent reward leadership is the most active form
of transactional leadership. The leaders focus on defining the roles and responsibilities, and
provide followers with rewards that are contingent on task coropleff hey set clear
expectations, exchange services, negotiate resources, and arrange mutual agreements.

MBE active MBE active occurs when the leaders take corrective actions to prevent
mistakes. They interact with the followers if there is a diffeedoetween the planned results
and the actual results.

MBE passive MBE passive occurs when the leaders take corrective actions only

after mistakes happen, or when performance does not meet expectations.
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Non-transactional leadership The nontransactioal laissezfaire leadership is the
least effective leadershiplhe leaders do not use authority, avoid responsibility, and choose
not to do anything. They ignore people when they ask for help and do not have a say in
important issues.
Validity and reliability of the MLQ. Antonakis et al. (2003) examined the validity
of the MLQ using Al argely homogeneous busine
and 1,089 pooled female raters who evaluatedspmen d er | eader so (p. 261
essential that samgd were homogeneous to test the construct validity of the MLQ. The
MLQ (Form 5X) was found to be a valid and reliable instrument to adequately measure the
nine leadership factors of the futhnge theory of leadership (Antonakis et al., 2003). The
relialdlities of the 45 items and the nine leadership factor scales ranged from .74 to .94
indicating consistency and stability of part
Avolio and Bass (2004) further described distributions of scores of the nine
leadership factor scales in a study based on the MLQa&@atfys of the 2004 normative
sample N = 3,375). The participants scored the lowest on idealized attriblte2.95,SD
= .53) and the highest on individualized consideratdr=(3.16,SD= .52)in the area of
transformational leadership (Bass & Avolio, 2004). They scored the lowest orpsis¥/e
(M=1.07,SD= .62) and the highest on contingent rewaMs=(2.99,SD= .53) in the area
of transactional leadership (Bass & Avolio, 2004). Addissezf ai r e, t he parti ci
scores were the lowes¥l(= .61,SD=.52) among all leadership factor scales. There were
significant positive correlations among the transformational leadership scales (Bass &
Avolio, 2004). The highest correlation£ .58,p < .05) was between individualized

behavior and inspirational motivation, and the lowest (39,p < .01) was between
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individualized attribute and intellectual stimulation (Bass & Avolio, 2004). There were
significant p < .01) positive and str@ncorrelations between contingent reward and each of
the transformational leadership scales. The MBEve leadership scale was significantly
correlated with contingent reward=£ .06,p < .01), inspirational motivatiorr € -.08,p <
.01), and individalized consideratiorr € -.13,p < .01; Bass & Avolio, 2004). The MBE
passive leadership and laisdaire were significantlyg < .01) negatively correlated with
each of the transformational leadership scales and with contingent reward. However, they
were significantly § < .01) positively correlated with each other and with M&#ive (Bass
& Avolio, 2004).
VIEW: An Assessment of Problem Solving Style

VIEWbuilds on the combined experience of Selby, Treffinger and Isaksen (2007) in
research, trainingnd applications on creativity, Creative Problem Solving, and style. It has
34 items to assess the three dimensions of thagesolving style theory: (a)ighteen
items for Orientation to Change: Explof@eveloper; (b) eight items for Manner of
Procesing: Externalinternal; and (c) eight items for Ways of Deciding dimensions: Person
Task. Each item has a score, ranging from 1 to 7. The score for each dimension is the
average score for its items.

VIEW dimensions. Each dimension represents a contimuaf style preferences.
|l ndi vidual s are | ocated on the continuum dep
carry out solutions for problems and to deal
l ndi vidual sé st yl ethecbntnuanotady domensienimayhappeartend s o

be opposite styles and are described/@lsdefinedor strongly differentiated Styles in the
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center of the continuum, within one standard deviation from the mean of the dimension, are
calledModeratepreferertes.

Orientation to Change: Explorei Developer Orientation to Change (OC) focuses
on how individuals prefer to respond to change, how they prefer to manage structure, and
how they fAprefer to deal with bouS8ebgri es,
Isaksen, & Crumel, 2007, p. 6). Individuals who prefer to take risks and choose not to
conform to authority because it may limit their creativity Bxplorers Individuals who
prefer to improve the present based on the past and the futureopatbedpresent prefer
well-structured environments and seek efficient ways to improve tasks and situations are
Developers Individuals withModeratepreferences for this dimension may feel that their
behaviors are situational depending on the context.

Manner of Processing: Externai Internal. Manner of Processing (MP) focuses on

how individuals Aprefer to manage informati o

thinking, and how they prefer to interact

Wi

reources, the energy and resources of others,

Isaksen, & Crumel, 2007, p. 15). Individuals who interact with others and prefer to get input
from them and feedback on their ideas prefeBxternalstyle. Individuas who prefer to
work quietly, prefer to reflect on their own thoughts, and get strength from their inner energy
prefer thdnternal style. Individuals wittModeratepreferences for this dimension
understand and value differences in preferences and appsattheéxternalsand the
Internals

Ways of Deciding: Persoii Task Ways of Deciding (WD) deals with preferences

for thePersonor theTask ThePersonstyle emphasizes harmony, positive relations and
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impact on people when solving problems or depinith change. Th&askstyle separates

ideas, problems, and challenges from the person and emphasizes rigor, objectives, standards,
and outcomes. Individuals with moderate preferences for this dimension value the human
factor of thePersonstyle and thebjectivity of theTaskstyle.

Validity and reliability of VIEW. The model of problem solving style and \tEEW
instrument have been widely used in research. With the most recent database of 31,360
subjects over a 1Qear period, Isaksen (2012) repattdat the intercorrelations among the
three dimensions are significantly wegk<.01)indicatingthat the dimensions are
independent. The O®IP correlation is .10, and each of the @D and MRWD
correlations is .11. Using the results of a factor asialgfVIEW, Isaksen (2012) provided
evidence that the instrument has a valid structure. Isaksen (2012) also described distributions
of scores of the three dimensions and reported on reliability. The responses on the OC
dimension range from 18 to 126 ian observed mean of 74.2, a standard deviation of 15.7,
and a Cronbachdéds Al pha reliability of .87.
56 with an observed mean of 29.2, a standard
reliability of .86. As for the WD dimension, its scores range from 8 to 56 with an observed
mean 35.3, a standard deviation of 8.5, and
Demographic Survey

The researcher created #®&m demographic survey for Wave 1 to describe the
chaacteristics of the participants in the sample in relation to their cohort, current position,
gender, years of experience in education and current school setting. She also addressed
gualitatively common themes among the cohort members on how they penstiuetional

| eader ship, teacher | eadership, and instruct
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ended questions. Refer to Appen@iXor the complete demographic survey and the epen
ended guestions addressed to Wave 1 participants.

For Wave2, the researcher redesigned Wave 1 survey by removing the cohort
information and adding ethnicity, years of teaching, subject teaching, highest degree earned,
certificate of endorsement, and selfings on a scale of3 as an instructional leader, an
adninistrative leader, a teacher leader, and a problem solver. However, the question related
to the selfratings was not used in the analyses in this study. The researcher addressed
gualitatively common themes amongl® educators on how they perceive linstional
| eader ship, teacher | eadership, and freenstruct
responseuestions. See Appendixfor the complete demographic survey andftbe-
responseuestions addressed to Wave 2 participants.

Research Quesbnsand Hypotheses

Through two waves of data collection from four districts and six cohorts of past and
current doctoral studentsyo quantitative questits and one qualitative questitgiated to
educatorsé | eader shi guidedmigstudy obl em sol ving st
Research Question One

Is there a significant difference in scores on the MLQ leadership styles
(transformationaltransactiona) andpassive/avoidantetween educators based on their
preferences for problem solving styles produced by the Wite® dimensions QC: E-e-d-

D; MP: E-e-i-l; andWD: P-p-t-T)?
a. Is there a significant difference in scores on the MLQ leadership styles
(transformationaltransactiona) andpassive/avoidantbetween educatomn the

Orientation to Change dimensiarho pefer the weldefined Explorer (E),
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moderate Explorer (e), moderate Developer (d), or-defined Developer (D)
ProblemSolving Styl@

b. Is there a significant difference in scores on the MLQ leadership styles
(transformationaltransactiona) andpassve/avoidant betweereducator®on the
Manner of Processing dimensiamo prefer the weltlefined External (E),
moderate External (e), moderate Internal (i), or wlelined Internal (1) Problem
Solving Style?

c. Is there a significant difference in scooesthe MLQ leadership styles
(transformationaltransactiona) andpassive/avoidantetweereducatoron the
Ways of Deciding dimensiowho prefer the weltefined Person (P), moderate
Person (p), moderate Task (t), or wedifined Task (T) ProblefSolving Style?

d. Are there significant interactions among the thvéeW dimensiongOC, MP,

WD) for the three leadership styldsansformationaltransactiona)
passive/avoidan?

Non-directional hypotheses There will be a significant difference in sco@sthe

MLQ leadership style@ransformationaltransactiona) andpassive/avoidantetween
educators based on their preferences for problem solving styles produced by tMéEkvee
dimensionsQC: E-e-d-D; MP: E-e-i-l; andWD: P-p-t-T).

a. There will bea significant difference in scores on the MLQ leadership styles
(transformational transactiona) andpassive/avoidantetween educators on the
Orientation to Change dimensiaro prefer the welblefined Explorer (E),
moderate Explorer (e), moderate Diexger (d), or weldefined Developer (D)

ProblemSolving Style.

113



b. There will be a significant difference in scores on the MLQ leadership styles
(transformationaltransactiona) andpassive/avoidantbetweereducatorson the
Manner of Processing dimensiamo prefer the weltlefined External (E),
moderate External (e), moderate Internal (i), or wlelined Internal (1) Problem
Solving Style
c. There will be a significant difference in scores on the MLQ leadership styles
(transformational transactiona) andpassive/avoidantbetweereducator®on the
Ways of Deciding dimensiowho prefer the weltlefined Person (P), moderate
Person (p), moderate Task (t), or wedlfined Task (T) ProblefSolving Style
d. There will besignificant interactions among thadeVIEW dimensiongOC, MP,
WD) for the three leadership styléasapsformationaltransactiona)
passive/avoidant
Research Question Two
To what degree and in what manner are the types of leadership produced by the MLQ
(transformationaltransactiona) andpassive/avoidafteach predicted by the dimensions of
problem solving style@C, MP, andWD), gender, years of teaching experience, highest
degree earned, and type of certificate?
Non-directional hypothesis. The dimensions of problem solvin@C, MP, and
WD), gender, years of teaching experience, highest degree earned, and type of certificate will
significantypr edi ct t he types of educatorsodé | eader s

(transformationaltransactiona) andpassive/avoidant
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Research Question Thee

What are the perceptions of educators regarding their leadership and problem solving
in K-12 settings?

Research Desigrand Analysis

Research Design

A convergent parallehixed methods desigmasused to address the questionshe
study(Creswell & Qark, 201]). Categorical data obtained from the demographic survey
werereported by gendecurrent rolegthnicity,years of experiencéighest degree earned,
and type of certificate Quantitative data obtained from the instrumeveseanalyzed using
descriptive statisticsA quantitativecausal comparative research desigasaplied to
address Questioc@neand a correlational desigmasused to address Questidwo. A
generic qualitativelesign Caelli, Ray, & Mill, 2003)based on the perceptionkko-12
educators about instructional leadership, teacher leadership, and problem salsirsgd to
address Questiohhree In this study, theesearcher seeks to understand the characteristics
of K-12 participants involved in the different settings (G@kll, & Borg, 2007). The
purpose is to address generalizability of the results and not to compare the findings among
the school system®ogdan & Biklen, 2007) The patterns and themes observedn t
participant sod remdeduoestiswesethencoddd hseng apgneading, axial
coding, and selective codirfBogdan & Biklen, 2007) The qualitative findingsverethen
triangulatedwith the quantitative results
Variables

Question One. Theae werethreeindependent variabédor Research QestionOne

Theywerethe threeVIEWdimensionsOrientation toChange Manner ofProcessingand
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Ways ofDeciding. Each independent variable has four levels based on whether the
di mensi onds s c odefined sye prefarendeeneodstraaetyitleelude of a
capital letter, for example, E for Explorer and D for Developmrg moderate preference
(represented by a lower case letter, such as e for Moderate Explorer and d for Moderate
Developer) Therefore, the four levels of the independeariables, OC, MP, and Ware
E-e-d-D, E-e-i-l, and Pp-t-T respectively A moderate preference has a score within one
standard deviation from the meafihe means and standard deviations use¥flBW\o tree
dimensions wee thosdrom the master databagTreffinger, 2013): (a) OQ = 74.4 SD=
15.7), (b) MP M =29.4 SD=9.2), and (c) WD M =35.4, SD=8.4). The independent
variables and their levelserecoded asategorical variable@Meyers et al., 2006p
represent individual preferences goproblem solving styleanging from 14. For the OC
dimension, a&ode of lwasused to representwell-defined Explorer (E)2 = Moderate
Explorer, 3 = Moderate Developer, and 4 = wadfined Developer. Similar codes were
used for the MP and WD dimenasand their levels.The dependent variableserethe
mean scores of thereeMLQ leadershipstyles(transformationaltransactiona) and
passive/avoidant

Question Two. Thepredictorvariablesfor Research QestionTwo were (a)the
mean scores ohedimensions oVIEW (OC, MP, andWD), (b) gender(1 =male 2 =
femalg, (c) years of teaching experienfe=1-5 years 2 =6-10 years 3 =11-15 years4 =
16-20 years5 =21+ year9, (d) highest degree earnétl=BA/BS 2 = MA/MSprofessional
diploma, 3 = 6" year/education specialist = PhD/EdD), and(e) type of certificateneld (1 =
nonradministrative certificate2 =administrative certificate Exad values of the

dimensions of problersolving stylewereused. Three multiple regression prahereswere
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conducted.Thecriterion variable for QuestionTwo werethe mean scorgof each ofthe
MLQ leadershipstyles(transformationaltransactiona) andpassive/avoidantBass &
Avolio, 2004).

Question Three. Thep ar t i ¢ i p a nfdr sadh othe thrpemperreed
guestions related tQuestionT hreewerecodedso that emergingatterns anthemes were
identified.

Data Analysis

Using Statistical Package for the Social Sciences (SB&®n & Salkind, 2008the
researcher condusd data analyss using the following quantitative techniques:

1. Research Questiddnewasanalyzed usingne4x4x4 MANOVA to examine

di fferences bet ween edu ¢trartsformai@nalper cept i ¢
transactiona) andpassive/avoidantwith respect to the dimensis of VIEW
(OC. E-e-d-D; MP: E-e-i-I; andWD: P-p-t-T). A 4x4x4 MANOVA is a4x4x4
betweensubjectdactorial designwith threeindependent variable©C, MP,
WD), each with four levelsH-e-d-D, E-e-i-l, P-p-t-T; Meyers et al., 2006).
2. Research Questiohwo wasanalyzed usinghreemultiple regression procedures
The dimensions of problem solving style@, MP, andWD), gender, years of
teaching experience, highest degree earned, and type of certificate wete used
predict each of the three types of lesthép stylestfansformational
transactiona) andpassive/avoidant
3. ResearclQuestionThreewasa nal yzed by coding the part

using open coding, axial coding, and selective coding.
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Significance level. The .05 level is a commonly usedsificance level in the social
sciences.Because the data were manipulated four tirmesfime usingMANOVA and
threetimes runninghe multiple linear regressionte Bonferronadjustment technique was
applied to minimize the potential of any falsgrsficance. Therefore, given that four
statistical tests were conductelde tadjusted alpha levef .0125(.05/4) wasusedto correct
for Type | errors (Huck, 20Q8 abacimick & Fidell, 2013. This means that ibnetakes
multiple samples from the samepulation,onecan expect statistically similar results
98.79% of the time.

Missing demographic data. Wave 1 demographic survey did not include ethnicity,
years of teaching experience, subject taught, and type of certificate, resulting in 75 records
missng these types of demographic information.

Missing quantitative data. Missing data was a major concermitially, the
researcher visually inspectdtedata in an EXCEL file Shelooked for patterns of missing
data, amount of missing data, and atteadgo reason why specific data were missing
because nonrandom missing values may seriously impact the generalizability of the findings
(Tabachnick & Fidell, 2013)The following data patterns were found:

1. One participanmissed all MLQ items andompletedvIEW.

2. Oneparticipantmissed alVIEWitemsand one MLQ item

3. Six otherparticipants did not respond to some questions on both the MLQ and

VIEW.
4. Nineteen record€t from Wave 1 and 15 from Waveladat most 3 blank/IEW

responses.
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5. There were I cases, 2 from Wave 1 and7 from Wave 2, withat most 16
missing MLQ items.

It was evident from the visual inspection that the pattern of missing data was random.
The researcher later described how she cleaned the codes and the values in Chapter Four.

Missing qualitative data. Missing qualitative data did not impact the quantitative
data analysis or the qualitative data analysis. There were three blank responses to the first
gualitative question about the characteristics of an instructional leader, sankmdgponses
to the second qualitative question about the characteristics of a teacher leader, and six blank
responses to the third qualitative question about the characteristics of a problem solver.

Limitations to the Study

Quantitative T hreats

Thequanitative threatghat impact the studgreboth internal and externéGall,
Gall, & Borg, 2007)and encompass threats gurvey researctiFraenkel& Wallen, 2006)

Internal threats to validity. The quantitative internal threats include mortality,
instrumentation, and subject characteristics.

Mortality threat. A mortality threat occurs when something unexpected happens
during the study and results in incomplete sur(&yaenkel& Wallen, 2006). An example
would be that some participants were interruptéde they were completing the
guestionnaires and, therefore, left some information blank. This was recorded as missing
information. A mortality threat may have a medium to large effect on the study, depending
on the number and types of missing iterhg, tandomness of missing items, the patterns if
there are any, and the impact of these items on the results of the study (Tabachnick & Fidell,

2013). Since 16 cases were deleted due to missing data, a total of 4.35% of the total number
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of respondents afteinusable surveys were removed from the sample, history was seen as a
small threat to this study.

Instrumentation threat. One issue related to instrumentation happens if the scoring
procedure or the nature of the instrument is changed, which yieldsediffresults, and
hence diférent interpretations (Fraenk&IWallen, 2006). Instrumentation represented a
medium threat in this study because there were two waves of data collection. To reduce this
threat, the researcher used the demographic inform#tad was common to both the
original and the revised demographic survey.

Another issue related to instrumentation is data collector charact@rsienkel &

Wallen, 2006). It exists in survey research when data are collected at one point in time, whe
participants feel that the researcher is evaluating their knowledge or abilities, and they
respond to meet t he(Fraeeksl\datlen 2@06)0The reseaqpocher t at i on
does not hold a supervisory position in any of the school settings. féteerghe was not a

threat to any participant. Data collector characteristic was viewed as a small threat to this
research.

Subject threat. Subject characteristics threat is a major threat to internal validity in
bothcausal comparative and correlatibetudieq Fraenkel & Wallen, 2006).

Causal comparativetudy In a causal comparative reseasciject characteristics
threatmay occur because variables such as gender, ethnicity, years of experience, and, type
of certificate cannot be manipulatééraenkel & Wallen, 2006). The results would be biased
if the subjects who did not participate have different responses from those who participated.

To reduce the effect of this threat and to encourage participation in the study, the researcher
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arranged witlschool administrators to have a specific time slot set aside for responding to
the surveys.

Correlationalstudy In a correlational studyusject characteristics threat
selection biasnay occumwhen people are selected for a stbdged on some vables,but
somesubject characteristics other than those identified as the independent variables can
influence the dependent varialfferaenkel& Wallen, 2006) In this study, the researcher
selectedrariables such asdividual problem solving stylegerder, years of experience, level
of education, and type of certificate that cannot be manipuldtededuce the effect of
subject selection biaghe researcheeported the characteristics of the subjects in detail, and
verified that the assumption of iitigollinearity among the selected predictor variables was
met prior to analyzing the data for the statistical regression on each of the dependent
variables (Meyers et al., 2006).

External threats to validity. The quantitative external threats consispopulation
validity and ecological validity.

Population validity. Populationvalidity or generalizabilityi r e f er s t o t he de
which asampler e pr esent so0 ( Fr ae nk théacc&ssibsopulatom , 200 6,
Since this sampling process wassbd on volunteering and not on a stratified sampling
procedure, the results cannot be generalized to the populdtmaccommodate for this
limitation, the researcheselected a sufficiently large sample oflR educators from districts
in rural, urbanand suburban areas and educators in a doctoral program that would be
comparabldo the target population ithe school districts selected for the study

Ecological validity. Ecological validityi r ef er s t o t he degree to

studycanbedxended to other settings or conditions
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minimize the impact of this threat, the researcher described the participants in enough detail
to allow future researchets apply the results to similar settings.

Location threat Another threat specific to causabmparative designs includes the
locationof the survey administration (Fraenkel & Wallen, 2006). It occurs when
administering he tests in different | ocatiThems may
researcheheld a total of 11 meetings in the four districts. Five meetings were held during
faculty meetings in the media center or in the cafeteria where the school usually holds its
monthly meeting. The siathermeetings were voluntary meetings and were heltie end
of the school day ithe media centesr in the cafeterialn this study,the participants
completed the questionnaires site at the time the researcher administered the instruments.
The researcher administered the assessments to partceairtg the voluntary meetings.
Whenthe researcher expected a hggrticipation ratext a meeting, two additional research
assistants assisted in the distribution and collection of the survey pa€tketssure that the
different locdions and test adinistrators dichot bias or influence the results, the researcher
and the test administratdkept their distance from the participants and did not provide any
informationthat mightbo i as t he par t.iToeéngue ddtasmdymitydosheo ns e s
reseacher, aresearclassistant separated the signed informed consents from the completed
guestionnaires. Participants were requetigobt write their names on the instruments. The
researcher only accessed the data using the codes for data arabgeaumbersassigned
toVIEWwereu sed 1 nst ead ofastharesearchangyaendats iy gemderme s
years of experience in education, and current educational Toke.completed surveys used

in the data analyses were then assigned sequentia$ éaon 1 through 368Datawere
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confidential, andvere only used by the researcher for the purpose of this stddyrames of
participantswere used throughout the reports.
Qualitative Threats: Trustworthiness
The researchesoughtfour aspects of quaditivetrustworthiness(a) truth-valueor
credibility, (b) applicability or transferability;, (c) consistencyr dependabilityand (d
neutrality or confirmability (Krefting, 1991).
Truth value. Truth value or credibilityefers tonow well and how accately a
researcher can present multiple realities that informants may perceive. The researcher used
triangulation to establish credibility of the study. She described the themes and patterns she
foundi n t he parti ci paemledxiestideandinerpetedsthetiinmings o e n
be able tacompare these patterns and themdbeaesults of the quantitative research.
Applicability . Applicability or transferabilityrefers to the ability to generalize the
findings from the sample tanothempopuhtion. In a qualitative study, the ability to
generalize may not be possible because the study may not be relevant to other 3éténgs.
researchedescribed the characteristics of the sample in detail, allowing future researchers to
apply the resultsrad methodology to other school settings
Consistency Consistencyor dependabilityefers to reliable data arfichdings if the
qualitative study was replicated with the same participants orimikiscontext. In a
gualitative study, it is criticahiat the researcher learns about the different experiences of the
informants. It is important that the researcher recognizéfeidint sources of variability
s i n amabilityvs expected in qualitative reseaxch ( Kr ef t i ng, 1991, p.
Neutrality . Neutrality or confirmability means that the research procedures and

resultsarenotbiased.t fAi s achieved through rigor of
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and validity are est ab ITHe &ndiegd @are basd€doathe i n g, 199
informant s 6 e x pPnahisistedy tbeeresearcheachievel confirmability byauditing the
dataandisingt r i angul ation to verify tame r esear cher
Statement ofEthics and Confidentiality

The researcheequestdpermission fromWCS U dRB to conduct tis study. The
informationthat the participants providedeneanonymoudo theresearcher Participants
remairedunknownbecause theinameswverenotlinked in any computer databasetothe
completedquestionnairesEach participntwasassigned a coded identification number. The
datawerelocked in a filing cabinetQualitative data were coded objectively and

professionally, and were analyzed based on the existing lite(@uweaiss & Corbin, 1998)
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CHAPTER FOUR: ANALYSIS OF DATA AND EXPLANATION OF FINDINGS
The purpose of this study wageéefold: (a) to examin&k-12edu cat or s6 | eade
styles based on their praoh solving styles(b) to understand howheir leadership styles are
predicted by preferences for problem solyigender, years of teaching experience, highest
degree earned, and type of certificate; and (c) to exaenches ¢ apereceptisnd of their
leadership and problem solvingtheir educational settingg hree research questions
rel ated t o rshgpandprobem solvingl stylesaeesaddressed
1. Is there a significant difference in scores on the MLQ leadership styles
(transformationaltransactiona) andpassive/avoidantetween educators based
on their preferences for problem solving styles preduay the thre®IEW
dimensionsQC: E-e-d-D; MP: E-e-i-l; andWD: P-p-t-T)?

a. Is there a significant difference in scores on the MLQ leadership styles
(transformationaltransactiona) andpassive/avoidantetween educators
on theOrientation to Changedimensionwho prefer the weltlefined
Explorer (E), moderate Explorer (e), moderate Developer (d), or well
defined Developer (D) Problet®olving Styl€

b. Is there a significant difference in scores on the MLQ leadership styles
(transformationaltransactonal, andpassive/avoidantbetweereducators
on theManner of Processindimensionwho prefer the weltlefined
External (E), moderate External (), moderate Internal (i), oraedihed
Internal (1) ProblerSolving Style?

c. Is there a significant diffence in scores on the MLQ leadership styles

(transformationaltransactiona) andpassive/avoidantoetweereducators
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on theWays of Decidinglimensionwho prefer the welllefined Person
(P), moderate Person (p), moderate Task (t), or-aeflhed Task (T)
ProblemSolving Style?

d. Are there significant interactions among the tivéEeW dimensiong§OC,
MP, WD) for the three leadership styldsajnsformationaltransactionaj
andpassive/avoidan®

2. To what degree and in what manner are the types of leapgnslduced by the
MLQ (transformationaltransactiona) andpassive/avoidafteach predicted by
the dimensions of problem solving style@, MP, andWD), gender, years of
teaching experience, highest degree earned, and type of certificate?

3. What are the peeptions of educators regarding their leadership and problem
solving in K-12 settings?

The researcher tested the following quantitative-dioectional hypotheses for

Research Questions One and Two:

1. There will be a significant difference in scores onMHe&) leadership styles
(transformationaltransactiona) andpassive/avoidantetween educators based
on their preferences for problem solving styles produced by the\WhEE
dimensionsQC: E-e-d-D; MP: E-e-i-l; andWD: P-p-t-T).

a. There will be a sighicant difference in scores on the MLQ leadership
styles (ransformationaltransactiona) andpassive/avoidantoetween
educator®n theOrientation to Changéimensionwho prefer the well
defined Explorer (E), moderate Explorer (e€), moderate Develdpeor

well-defined Developer (D) Probleolving Style

126



b. There will be a significant difference in scores on the MLQ leadership
styles {ransformationaltransactiona) andpassive/avoidantbetween
educator®on theManner of Processindimension who pafer the weH
defined External (E), moderate External (e), moderate Internal (i), or well
defined Internal (I) ProblefBolving Style

c. There will be a significant difference in scores on the MLQ leadership
styles (ransformationaltransactiona) andpassive/avoidantbetween
educator®n theWays of Decidinglimensionwho prefer the welllefined
Person (P), moderate Person (p), moderate Task (t), edefelled Task
(T) ProblemSolving Style

d. There will besignificant interactions among the thréE=W dimensions
(OC,MP, WD) for the three leadership styld@sansformational
transactiona) andpassive/avoidant

2. The dimensions of problem solvin@C, MP, andWD), gender, years of teaching
experience, highest degree earned, and type of certificatpredlict the types of
educator s6 | eader s hrangforpatianalttacsactondpand t h e Ml
passive/avoidant

This chapter presentse followingsections: (aflescription of the data, (lojata

screeningorocess(c) quantitative data atydsandresultsfor Research Question Orel)
guantitative data analysandresuls for Research Question Twe) Qualitative dea analysis
andresultsfor Research Question Thrd@ triangulation offindings, and §) chapter

summary.
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Description of Data

Quantitative data were collected from the Mi&ctor Leadership Questionnaire
(MLQ) andVIEW An Assessment of Problem Solving Style. The MLQ produced the
following three mean subscale scores: (a) transformational leadership, (b) transactional
leadershp, and (c)passive/avoidantVIEWYyielded the following three mean dimension
scores: (a) Orientation to Change: Explebaveloper, (b) Manner of Processing: External
Internal, and (c) Ways of Deciding: Persbask. The data from both instruments were
callected forResearch Question One aRdsearch Question TwAIl participants were
asked to respond ttemographisurvey questions related to gender, ethnicity, current role,
years of experience, grade level teaching, highest degree earned, and gipéazte,
which provided information to best describe the characteristics of the sample and the
participants.Gender, years of experience, highest degree earned, and type of certificate also
were collected foResearch Question Two. In addition, thetiggpantswere asked to
provide responses tbree qualitativeoperendedquestions about hothey perceive the
characteristics adn instructional leader, a teacher leader, and a problem solver. These free
responses wereollected forResearch Questiohhree.

For Research Question Oreetewere three independent variables. They were the
threeVIEW dimensions(a) Orientation to Changéb) Manner of Processing, aiid) Ways
of Deciding. Each independent variable has four levElse four levels of Gentation to
Change (E, e, d, D) are: (agll-defined Explorer(b) Moderate Explorer, (dyloderate
Developerand (d well-defined DeveloperThefour levels ofManner of Processing (&i-
) are: (a) weldefined External, (b) Moderate External, (c) déoate Internal, and (d) well

defined Internal. The four levels of Ways of DecidiRgpft-T) are: (a) weHdefined Person,
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(b) Moderate Person, (c) Moderate Task, and (d)-defined Task.Specifically, a moderate
preference has a score within one dtd deviation from the mean. The means and standard
deviationsused foWfIEWO s t hr ee di mensi ons were those fro
(Treffinger, 2013): (a) OCM = 74.4,SD= 15.7), (b) MP 1 = 29.4,SD= 9.2), and (c) WD
(M =35.4,SD= 8.4). The depatent variables were the mean scores of the three MLQ
leadership styledransformationaltransactional andpassive/avoidant The dependent
variables for Research Question One were the mean scores of the three MLQ leadership
styles (ransformationaltransactional andpassive/avoidant

For Research Question Twiet predictor variablesere: (a) the mean scores of the
dimensions oWVIEW(OC, MP, andWD), (b) gendef(male, female), (c) years of teaching
experience (intervals of 5 years), (d) highestrdegearned (BA/BS, MA/M@rofessional
diploma, 6" year/education specialist, PhD/EdD), and (e) type of certificate held (non
administrative certificate, administrative certificate). The criterion variables for Research
Question Two were the mean scorégsach of the MLQ leadership stylésansformational
transactiona) andpassive/avoidant

For ResearclQuestion Thre¢ he parti ci pantopeitended sponses f
guestionwere code@ndthe emerginghemeswere identifiedusing open coding, axial
coding, and selective coding

Data ScreeningProcess

Prior to data analysisath screeningvas completed to examine the quality of the

data collected. The data screening process involvesddiagand entry data and value

cleaning visual inspection usg SPSSand detection of outliers (Meyers et al., 2006).
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Data Coding and Entry

Each participant received a coded packet to ensure participant confidenialtly.
andevery page of the packefs codedo createa unique record for that participaatd to
preventmistakes during data entry should the papers be separated for any unforeseen reason.

Quantitative data. A spreadsheet was creatied demographic and quantitative
data(@)t he par t i ¢bitpeatents otlsedeenogdaphic survefdistrict, school,
gender, ethnicity, years of experience, years of teaching, subject area, school setting, highest
degree earned, and type of certificate);VIEWitems (V1 through V34)(d) the mean score
for each ofVIEWD threedimensions with its four keels;(e) the MLQ questions stang with
M1 and ending with M45(f) the nine leadership components (individualized attribute,
individualized behavior, inspirational motivation, intellectual stimulation, individualized
consideration, contingent reward, EEactive, MBEpassive, anthissezfaire); (g) the three
outcomeof leadershifdextra effort, effectiveness, and satisfactiqh) the three leadership
styles (ransformationaltransactiona) andpassive/avoidaftand(i) an average score for
outcomef leadership.The outcomes of leadership were not used for data analysis, but they
were a result of the data collection gyait of the MLQ calculations.

Consistent withVIEWand MLQ calculations of the mean score/tEW6 s
dimensions and MLQ subscals, the researcher embeddednfiulas in the spreadsheet so
that calculations of the mean scovesre updated upon data entry. Conditional statements
were created to identify the four levels of eacWtEHWO three dimensionsThelevels of
theindependenvariables were coded as categorical variables (Meyers et al., 2006) to
represent individual preferences for a prablsolving style ranging from 44. For the OC

dimension, a code of 1 was used to represent adeéthed Explorer (E), 2 = Moderate
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Explorer, 3 = Moderate Developer, and 4 = wadiffined Developer. Similar codes were
used for the MP and WD dimensions and their levels.

The spreadsheet was then transferred to S&S#ata analysis. All variables were
imported into SPSS and were store@dicodebook. Refer to Tabl8shroughl2 for a
description of the variab$e bamestheir codes, the type of SPSS fieldnd theirvalues.

The demographic information was used to describe the characteristics of the sample
and the participants. The levelkthe three dimensions MIEWand the mean scores of the
MLQ leadership styles were used for the statistical analysis of Research Question One. The
mean scores OfIEWO three dimensionfOC, MP, WD), gender, years déaching
experience, highest degrearned, and type of certificate were used for the statistical analysis
of Research Question Two.

Table9

SPSS Codebook of Demographic Variables

Label Code Name SPSS Field Assigned Values
Assigned Code AssignedCode Numeric 17 368
District or Districtor Numeric 1 = District A
School Syeem  SchoolSystem 2 = District B

3 = District C

4 = District D

5 =EdD program

(continued)
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Table9

SPSS Codebook of Demographic Variables

Label Code Name SPSS Field Assigned Values
School or SchoolorCohort Numeric 1 = District A, Primary School
Cohort 2 = District A, Middle School

3 = District A, High School

4 = District B, Primary School
5 = District B, Middle School
6 = District B,High School

7 = District C,Primary, PKi 3
8 = District C,Primary, Ki 3
9 = District C, Middle School
10 = District C,High School
11 = District D, Middle school
12 = District D, High School
13 = EdD program, Cohort 1
14 = EdD program, Cohort 2
15= EdD program, Cohort 3
16 = EdD program, Cohort 4
17 = EdD program, Cohort 5

18 = EdD program, Cohort 6
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Table9

SPSS Codebook of Demographic Variables

Label Code Name SPSS Field Assigned Values
Gender Genderlformale Numeric 1 =male
2forfemale 2 =female
Ethnicity Ethnicity Numeric 1 = HispanieAmerican
2 = African-America
3 = NativeAmerican
4 = Caucasiaimerican
5 = AsiarAmerican/Pacific
Islander
6 = Other
Yrs of YrsofExperience Interval 1 =15 years
Experiencein  inEducationCod 2 =610 years

Education

Yrs of Teaching

Experience

eslIntervalsof5

YrsofTeaching Numeric

Experience

3 =1%15years
4 = 1620 years
5 =21+ years

Exact 44
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Table9

SPSS Codebook of Demographic Variables

Label Code Name SPSS Field Assigned Values
Current Role CurrentRole Numeric 1 = Teacher

2 = Administrator

3 =Teache/administrator

4 = Curriculum specialist

5 = Support staff and other
Subject Area SubjectArea Numeric 1 =English/ELA

2 =Social Studies

3 =Science

4 =Mathematics

5 =Art and Music

6 =World Languages

7 =SPED

8 =All subjects (K, primary,
elementarygrade level for
subject)

9 = Business/media

10 = Physical Education

11 = Other
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Table9

SPSS Codebook of Demographic Variables

Label Code Name SPSS Field

Assigned Values

School Setting  SchoolSetting  Numeric

or Grade Level orGradelLevel

Highest Degree HighestDegre  Numeric

Earned Earned
Certification CertificationStat Numeric
Status uslfornon092an

d2for092

1=PreKi 5
2=Grade 6 8
3 =Grade 912

4 = Across grades

1 = BA/BS

2 = MA/IMS/Professional
diploma

3 = 6" year/Education
specialist

4 = PhD/EdD

1 =Nonadministrative
certificate

2 =administrativecertificate
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Tablel0

SPSS Codebook of MLQ Leadership Scales and Subscales

Label Code Name SPSS Field Possiblevalues

TransformationalLeac Transformational Numeric 0i 4
ershiplAIBIMISIC LeadershiplA, IB, IM,
IS, IC
IAldealizedInf IA- Idealized Influence Numeric 07 4
luenceAttribut (Attributed)
ed
IBldealizedInf IB- Idealized Influence Numeric 07 4
luenceBehavio (Behavior)

r

IMInspirationa M- Inspirational Numeric 071 4
IMotivation Motivation
ISIntellectualS IS- Intellectual Numeric 01 4
timulation Stimulation
ICIndividualiz  IC- Individualized Numeric 071 4

edConsiderati Consideration

on

(continued)
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Tablel0

SPSS Codebook of MLQ Leadership Scales and Subscales

Label Code Name Type of SPSS Fielc Possible Values
TransactionalLeaders Transactional Numeric 0i 4
hipCRMBEA LeadershipCR, MBE-
A
CRContingent CR- Contingent Reward Numeric 07 4
Reward
MBEAManag MBE-A- Management Numeric o1 4

ementbyExcep by-Exception (Active)

tionActive
PassiveAvoidantLead Passive/ Avoidant Numeric 0i 4
ershipMBEPLF LeadershipMBE-P, LF

MBEPManage MBE-P- Management Numeric 071 4

mentbyExcept by-Exception (Passive)
ionPassive
LFLaissezfaire LF- Laissezfaire Numeric 01 4

Leadership Leadership
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Tabk 11

SPSS Codebook of VIEW Dimensions and Levels

Label Code Name Type of SPSS Fielc Possiblevalues
OCOrientationtoChan OC - Orientation to Numeric 187 126
ge Change
OCE OC-E (Well-defined) Numeric 187 59
OCe_ A OC-e (Moderate) Numeric 6071 74
OCd OC-d (Moderate) Numeric 7571 90
OCD_A OC-D (Well-defined) Numeric 917 126
MPMannerofProcessi MP - Manner of Numeric 81 56
ng Processing
MPE MP-E (Well-defined) Numeric 81 20
MPe_A MP-e (Moderate) Numeric 2171 29
MPi MP-I (Moderate) Numeric 3071 38
MPI_A MP-1 (Well-defined) Numeric 3971 56
WDWaysofDeciding WD - Ways of Deciding Numeric 81 56
WDP WD-P (Well-defined) Numeric 81 27
WDp_A WD-p (Moderate) Numeric 2871 35
WDt WD-t (Moderate) Numeric 3671 44
WDT_A WD-T (Well-defined) Numeric 457 56

138



Table

SPSS Codebook for Levels of VIEW Dimensions

Label Code Name Type of SPSS Fielc Assigned Values
OCSplit OC Split Numeric 1i 4
OCE OC-E Numeric Oor1l
OCe_ A OC-e Numeric Oor2
OCd OCd Numeric Oor3
OCD_A OC-D Numeric Oor4
MPSplit MP Split Numeric 1i 4
MPE MP-E Numeric Oorl
MPe_A MP-e Numeric Oor2
MPi MP-i Numeric Oor3
MPI_A MP-I Numeric Oor4
WDSplit WD Split Numeric 171 4
WDP WD-P Numeric Oor1l
WDp_A WD-p Numeric Oor2
WDt WD-t Numeric Oor3
WDT_A WD-T Numeric Oor4

Qualitative data. Another spreadsheet was created with columns that represented:
(a) the participantds code, thiedboperdnde®@ demogr ap
guestions, (d) the responses to each question, (e) open canlih@) axial coding The

spreadsheet was then transferred to SPSS to determine the frequeopes aficaxial
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coding for each question. The findings wdrenused to describe the emerging themes and

patterns from t he AgpendixH pcovigea detailgldist af thkedgelm n s e s .

codesused in the study
Data and Value Cleaning

A total of 378 surveys wersubmitted inboth Waves 1 and @ata collection Wave
1, cohorts 1 through 5, demographic survey did not include ethnicity, years of teaching
experience, subgt taught, and type of certificate. The researcher requested permission and
received information on ethnicity and type of certificate from the program coordinator to
better describe the characteristics of the participants. This left 75 records fromi \ivékie
missing information on years of teaching experience and subject taught. An additional 51
records from Wave 2 did not indicate subject tau@ubject taught was not a variable in the
data analyses and was left blank where it was not provitled.years of teaching experience
wasa predictor veable in the second research questidhere weret least 78.95% of the
casesinWave(h=95)wi t h mi ssing information on the
experience. Using the exact values foryhars of teaching experience as a predictor
variable would limit the regression analysis a smaller sample size, because SPSS
automatically removes the records with missing information from the regreSahen.
predictor variables in a regression stadg usuallyfully continuous if possible (Meyers et
al., 2006). HoweveiTabadtnick and Fidell (2013) explaingdatnumerous categories of
discrete variables could be used in multivariate analysdssignate a quantitative attribute.
In this study, yars of teaching experience was the quantitative attribute andtvoagly and

positively correlatedr(= .83)with the years of experience in educatiorhe researcher then
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usal the years of experience categofi@sincreasingyears of teaching experieato
minimize loss of data in Research Question Two regression analysis

Upondata entryang i s u a | i nspection of the partici g
and responses for accurady surveys were deemed unusabiel were removeda) one
survey waseémoved because there was a consistent pattern in the responses, and (b) nine
surveys were completed by individuals wiwerenotteacherandadministrators in K 12
educational settingApproximately 1.9% of the remainingcords( n = 368)hadsome
missng demographic information: (a) one did not indicate gender, (b) two did not provide
ethnicity information, (c) two did not specify years of experience in educdtpone did
not identify current roland (d) one did not specify highest degree earned.

The researcher then performed a data cleaning and screening procedure to determine
whether theMLQ and VIEW data were completeA decision was made to delete cases
whenever the amount of missing data exceeded 10% per subscale (Treffinger, Isaksen, &
Houtz, 2013). This cutoff represented two items for transformational leadership and one
item for each of transactional leadership and passive/avoidant leaderbkipesearcher
inspected missing data for each subscale and for each scale, record by Agcaddlitional
16 cases were removed because of missing dalteecasesvere 26, 48, 106, 125, 128, 173,
178, 186, 238, 241, 278, 291, 294, 341, 347, and 348enthe decisiorwasto includea
casewith missing data less than 10% per subst¢hieregarcher used mean substitution
(Tabachnick & Fidell, 2013) For eachmissingMLQ item e estimated the mean value for
the other items on the subscale and then used it to replace the value of the missing item on
that subscale prior to data analysis. VW, missing points were estimated using mean

scores for each item as long as no more than 3 items were left blank in each dimension
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(Selby, Treffinger, & Isaken, 2002). As a result, 352 records were usable and were included
in the data analysder Quesions One and Tw®9 records from Wave 1 and 263 records
from Wave 2.
Visual Inspection Using SPSS

Using SPSS before starting the statistical analysis provides an efficient way to screen
the data in the case of multivariate analysis (Meyers et al., 2@0tr the data from the
MLQ andVIEWwereentered intdSPSS, visual inspection of the data took place by
examining the output, such as frequency tables, histograms, stem and leatdssylayox
plotsfor each of the dependent variablgaiisformatioal, transactiona) passive/avoidant
Therewere no missing data. All values were within the range of assigned values.

The descriptive statistics for the MLQ subscales are summarized in Table 13 for
Orientation to ChangdexplorerDeveloper (Ee-d-D), Table 14for Manner of Processing

Externatinternal (Ee-i-1), and Table 150r Way of Deciding PersorTask (Rp-t-T).
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Table 13

MLQ Descriptive Statistics and VIEW Orientation to Change: Expl@reveloper (n = 352)

Well-Defined = Moderate Moderate  Well-Defined

MLQ Subscale Explorer Explorer Developer Developer
Transformational

Mean 3.22 3.22 3.09 2.97

Median 3.35 3.25 3.10 2.95

SD 48 40 43 .36

Range 1.9071 4.00 2.007 4.00 1.7071 3.85 1.951 3.70
Transactional

Mean 2.32 2.36 2.35 241

Median 2.33 2.38 2.38 2.44

SD 48 46 .52 .54

Range 1.257 3.63 1.257 3.50 757 3.88 1.257 3.63
Passive Avoidant

Mean 91 .80 .90 1.13

Median .94 75 .88 1.13

SD 52 51 .55 57

Range .0071 2.13 .0071 2.25 .0071 2.13 .007 2.63
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Table 14

MLQ Descriptive Statistics and VIEW Manner of Processing: Extdmtatnal (n = 352)

Well-Defined  Moderate Moderate  Well-Defined

MLQ Subscale External External Internal Internal
Transformational

Mean 3.19 3.14 3.07 3.02

Median 3.20 3.15 3.15 3.05

SD .38 41 43 48

Range  2.20i 3.95 2.00i 4.00 1.70i 4.00 1.85i 3.90
Transactional

Mean 2.34 2.36 2.38 2.34

Median 2.50 2.25 2.38 2.50

SD 44 54 .53 48

Range 1.257 3.50 .8871 3.88 757 3.38 1.257 3.13
Passive Avoidant

Mean .97 .79 1.00 .99

Median 1.00 75 1.00 1.00

SD .56 52 54 57

Range .0071 2.63 .007 2.00 .0071 2.13 .0071 2.13

144



Table 15

MLQ Descriptive Statistics and VIEW Waydefciding: PersonATask (n = 352)

Well-Defined  Moderate Moderate  Well-Defined

MLQ Subscale Person Person Task Task
Transformational

Mean 3.12 3.10 3.15 3.06

Median 3.13 3.15 3.20 2.98

SD .36 46 42 .38

Range 2.2071 3.95 1.707 4.00 1857 4.00 1.9571 3.80
Transactional

Mean 2.27 2.34 2.43 2.40

Median 2.23 2.38 2.50 2.50

SD 51 52 49 49

Range 1.1371 3.38 757 3.88 1.257 3.63 1.257 3.25
Passive Avoidant

Mean .92 .94 .87 .99

Median .88 .88 .82 1.13

SD .58 .54 .55 .54

Range .0071 2.63 .0071 2.25 .0071 2.13 .007 2.00
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The minimum and maximum values of the mean scores of problem solving styles
were consistent witR'IEW. The sample mean and standard deviation on ea¢h=aV
dimersions were compared wiMIEW master data basBl & 36,236) statistics (Treffinger,
2013). The sample means and the master data base means were within 4.5% différence.
standard deviations were within 6% variation (see Table 16).

Table 16

Mean Scoreand Standard Deviationsf VIEW Dimensions (n = 352)

Sample Database
VIEWDimensions M SD M SD
Orientation to Change 77.5 16.2 74.4 15.7
Manner of Processing 28.5 9.1 294 9.2
Ways of Deciding 33.8 7.9 35.4 8.4

Detection of Outliers
Outliers should be addressed before proceeding with the statistical analyses (Meyers
et al., 2006).A case with an extreme value for a single variable is identified as a univariate
outlier, and a case with an extreme value on a combination of varialoiiéed a
multivariate outlier (Tabachnick & Fidell, 2007T.herefore, &er visually screeningnd
dealing with missing data, SP3%&s usedo identify univarate and multivariate outliers.
Univariate outliers. To detect univariate outlierthe resarchervisually inspected
the histograms, the box plots, and normal probability plots for ebittedependent
variables (transformational, transactional, passive/avoidaRtr instancefigure 1 displays
the SPSS box and whiskers plot of the transftional leadership data. SPSS identified

some scores in the lower portion of tistribution to be extreméut none of these scores
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were considered unusual enough talbketed Theseoutliers could be left alonlgecause
they represertless than 1% o02% of the sample siz€ohen, West, & Aiken, 2003)
Besides, Tabachnick and Fidell (2013) defined potential outliers as those cases with
standardized scores in excess of 3j29 (001). Standardized scores were calculated for all
transformational, trasactional, and passive/avoidant leadership scdfese of the cases in
the data sets for leaderships identified as extremeSimilar nondeletiondecisions were
thenmadefor the sacalled outliers in the SPSS box and whiskers plots of the transalction

and passive/avoidant leadership data sets.
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Figure 1. SPSS Box and Whiskers Plot of Transformational Leadership
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Multivariate outliers. After inspecting the data set for univariate outliers, the
researcher plotted a scattitpmatrix for the dependent variables (transformational,
transactional, passive/avoidant). A scatterplot matrix is a bivariate scatterplot showing a
relationship for combinations of the dependent variables (Meyers, Gamst, & Guarino, 2006).
Each point orthe plot represented a case, resulting in a total of 352 cases for each
combination. Figure 2 indicated that most cases were located within thehaedd swarm.
Visually, few cases could be described as multivariate outliers because they appeared to b
outside the elliptical pattern mass (Meyers et al., 2006), but they were not considered for

possible elimination.

Transformational
Leadership- TA, IB,
, I8, IC

MBE-A

Transactional
Leadership- CR,

Passive/ Avoidant
Leadership- MBE-P,
LF

Passive/ Avoidant
Leadership- IA, IB, Leadership- CR, Leadership- MBE-P,
Ing, IS, IC MBE-A LF

Figure 2. Satterplot Matrix of MLQ Leadership Styles
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The researcher sought a more objective way to identify multivariate outliers (Meyers
etal., 2006). Sheomputele a ¢ h ¢ a s mobisdisteedD3. |ltés a statistic that
measures the multivariate fAdistanceo bet ween
group.Each caseds di st atmtbeechisguare critetion, whioh wasp ar e d
evaluated as’(3, N = 352) = 16.266ata stringent significance levef .001 (Meyers et al.,
2006),wherel6.266was the largedb? value calculatedTable 7 summarizeshe
Mahalanobis distances for tkeatremecases tha®PSSdentified. Because none of the
values exceeded tlee Zriterion, the researcher concluded that there were no multivariate
outliers.
Table I7

Extreme Values for thilahalanobis Distance

Mahalanobis Distance Case Number Value
Highest 1 313 15.32820
2 188 13.38045
3 56 11.95277
4 53 10.88055
5 81 1031862
Lowest 1 210 .04306
2 263 .09012
3 181 .10666
4 205 14704
5 55 .15906
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Quantitative Data Analyses andResultsfor Research Question One

Research Question One addressed group differences in leadership styles based on
problem solving styles: Is there a significant difference in scores on the MLQ leadership
styles (ransformationaltransactiona) andpassive/avoidantbetween educators based on
their preferences for problem solving styles produced by the YHEE& dimensionsQC: E-
e-d-D; MP: E-e-i-lI; andWD: P-p-t-T)?

The NonDirectional Hypothesis for Research Question One states that there would
be a significant difference in scores on the MLQ leadership styéesstormational
transactiona) andpassive/avoidantetween educators based on their preferences for
problem solving styles produced by the thv#EW dimensionsQC:. E-e-d-D; MP: E-e-i-l;
andWD: P-p-t-T).

One 4 43 4 multivariate analysis of variance (MANOVA) was conducted. The
analysis was multivariateecause there were multiple dependent variables, the mean scores
of the MLQ leadership subscales (transformational leadership, transactional leadership, and
passive/avoidant leadership) for each research participant (Gall et al., 2007). 1t3484 a 4
because there were three independent variables, the average soditeg/alimensions
(Orientation to Change, Manner of Processing, and Ways of Deciding), each with four levels.
However, it is necessary to verify that some statistical assumptions be oneopri
conductingMANOVA.

Multivariate Statistical Assumptions
After data screening and dealing with missing data and possible owhergyior to

data analysithe researcher addressed the statistical assumptions that underlie multivariate
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statisticaltests specifically MANOVA These assumptions inclusielependence,
normality, linearity, and homoscedastic{iyeyers et al., 2006).
Independence. When conducting a MANOVA, thease that create the levels ah
independent variablghould be independe of each othefMeyers et al., 2006)In this
study, a participant would be in onefolir levels for each of the three dimensi¢a<, MP,
WD) of VIEW ((Treffinger et al., 2007)For instance, aimdividual who prefers the well
defined Explorer stylevould notpreferthe Moderate Explorer, Moderate Developer, or well
defined Developeproblem solvingstyle in theOC: ExplorerDeveloperdimension An
il lTustration of an individual s participatio
demonstrated ifiable 18 It furtherimpliesthat the subgroups for each dimension are

independent of each other
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Table 18

Distribution by VIEW Dimensions€ 352)

Dimension and Levels

%

Orientation to Change

Well-Defined Explorer 42 11.93
Moderate Explorer 92 26.14
Moderate Developer 144 40.91
Well-Defined Developer 74 21.02
352 100.00
Manner of Processing
Well-Defined External 75 21.30
Moderate External 121 34.38
Moderate Internal 107 30.40
Well-Defined Internal 49 13.92
352 100.00
Ways of Deciding
Well-Defined Person 57 16.19
Moderate Person 145 41.19
Moderate Task 108 30.68
Well-Defined Task 42 11.93
352 100.00

152



Normality. The normalityof each dependent varial{leansformational,
transactional, passive/adaint) was examined SPSS It was assessed using both graphical
and statistical methods (Tabachnick & Fidell, 201Bhe graphical methods used included
stemandleaf plots,andfrequency histograms with an olay of the normal distributian
These plts were examined for the samphe<352) data set aroy eachproblem solving
style. For exampleFigures 3 to 5portray the frequency histograraf the scores ahhe three
leadership stylewith the normal distribution as an overlay on each. pldteyimply that the

individual dependent variables were fairly normally distributed in the sample.
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153



40
] Ifean =236
Std. Dev. =0.506

=352

Frequency
[ ]
T

10

0= I 1
0.00 1.00 2.00 3.00 4.00

Transactional Leadership- CR, MBE-A

Figure 4. Histogram of Transactional LeadershipoBzs

40~
Iean =092
Std. Dev. =0.549
N =352
o o[ X
. /
g |
& 20 x
& _
104
o L |
00

I
0.00 0.50 1.00 1.50 2.00 250 3
Passive/ Avoidant Leadership- MBE-P, LF

Figure 5. Histogram of Passive/Avoidant Leadership Scores

154



The statisticatomponents of normality ar&eswness and kurtosis (Tabachnick &
Fidell, 2013). Skewness describes the location of the mean relative to the cetiter of
distribution. In the study, heabsolute valugof skewnessvereless tharoneon all MLQ
subscales for aNIEW groups, suggestingymmetrical distributios Kurtosis describes the
degree of peakedness of a distribution. The absolute valkesto$isalso were less than
oneg indicating that the data were normally distribut&derefore, the data were considered
to be approximately normal in shape (Huck, 2008gfer toTable19 for the values of
skewness and kurtodiy leadership subscaéndproblem solvingstyle The r esear cher
interpretations of these values supported the graphical m#iabthe data could be
approximated by a normal distribution for each dependent variaalestormational,

transactionalpassive/avoidant)Theassurption of normalitywasmet.
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Table 19

Skewness and Kurtosis for MLQ Subscales (n = 352)

Transformational

Transactional

Passive/Avoidant

VIEWDimensionsand Levels Skewness Kurtosis Skewness Kurtosis Skewness Kurtosis
Orientation to Change
Well-Defined Explorer -.693 .385 .318 737 071 =577
Moderate Explorer -.696 .693 -.145 -456 382 -.283
Moderate Developer -.613 520 -.302 .328 323 - 715
Well-Defined Developer -.207 -.026 -.061 -.353 161 -482
Manner of Processg
Well-Defined External -423 -231 033 .206 512 A71
Moderate External -.269 -.165 .228 .049 332 -.807
Moderate Internal -.518 .600 -527 -.009 187 -.842
Well-Defined Internal -.625 136 -.681 -.091 132 -499
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Table 19

Skewness and Kurtosis for MLQ Subscales (n = 352)

Transformational Transactional Passive/Avoidant

VIEWDimensions and Levels Skewness Kurtosis Skewness Kurtosis Skewness Kurtosis

Ways of Deciding

Well-Defined Rerson -118 -.261 185 -.159 .598 .049
Moderate Person -.507 .083 -.213 493 A7l - 700
Moderate Task -.707 .602 -170 -171 495 -.385
Well-Defined Task .005 .651 -.168 -.336 -.168 -.686
- 484 247 -.140 .042 304 -.537
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Linearity. MANOVA assumes linear relationships among all pairs of dependent
variades. If this assumption is not valid, a transformation of the variable would be required
to enhance linearity (Tabachnick & Fidell, 2013). Examinatiothebivanate scatterplots
was demonstrated in tiseatterplot matrixof the leadership styles (transformational,
transactional, passive/avoidant), Figurénzhe section about outliers. The scatterplot for
each pair of the dependent variables was-stiabedand noncurvilinear,indicating that the
variables were normally distributed and linearly relgfeabachnick & Fidell, 2013).

Homoscedasticity. Homoscedasticitjknown as homogeneity of variance
covariance matrices for each dependent variable across gieapsassumption in
multivariate analyseflrabachnick & Fidell, 2013)TheB o xMtsst in Table0is not
statistically significantB o x 6=s23M\26p = .83),indicatingthat the observed covariance
matrices of théeadershipsubscales were equal ase thdevels of the independent variables
(OC, MP,WP) defined byVIEW dimensions Theefore, thee was no violation to the
assumption of eaality of variancecovariance matrices
Table20

B o xMTest of Equality of Covariance Matrices

Statistic Value
Boxo6s M 23926
F .90
dfy 198
df 5726.74
p .83
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The researcher proceeded with L éveadneds Te
dependent variableThe evaluation of each MLQ subscale was not statistically signifipant (
> .0125) as Table 21 displays. As a result, the error variances of the mean scores on the

MLQ subscales were equal across the subgroups for eAdEdfdimensions.

Table 21

Levenebs Test of Equality of Error Variances
MLQ Subscales F dfy df, p
Transfamational Leadership 1.276 61 290 10

Transactional Leadership 1.341 61 290 .06

Passive / Avoidant 1.368 61 290 .05

Note Significance at thp <.0125 level.

Because the linearity assumption was satisdi@dng the dependent variablés
Pearson coelation coefficients were computed to determine the degree of the relationship
among these variables (Meyers et al., 200@)ble 22summarizeshe intercorrelations
among the dependent variables.

Table 22

Correlation Matrix of the MLQ Subscales

Transfamational Transactional Passive/Avoidant
Transformational
Transactional 307
Passive/Avoidant -.38" 13

Note 'p<.05, " p<.01,” p<.001.
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Specific to MANOVA, a si gnip£.0le59 indicatd&sar t | et
that thee is sufficient correlation between the dependent variables to proceed with the
multivariate analysis. MANOVA is inefficient when the dependent variables have very low
correlations (Meyers et al., 2006). It is most efficient when the correlation isaggtive
or moderater(= .6) among the dependent variables (Tabachnick & Fidell, 2013). Dependent
variables with strong positive correlation«.8 orr = .9) would be redundant (Meyers et al.,

2006). Because the absolute values of the correlatianebe the dependent variables

ranged from .13 to .38, the researcher conducted a test of sphericity to examine the

assumption of sufficient correlatiof.able 23provides evidence thattl®a r t | et t 6 s t es
sphericity was statistically significan € .001), indicating thathe assumption for sufficient

correlation among the three MLQ subscales (transformational, transactional,

passive/avoidant) was met

Table 23

Bartlettds Test of Sphericity on the MLQ Sub

Likelihood ratio .000
Approximae 6> 109.303
df 5

Significance .001

In summarythe assumptions of independence, normality, linearity, and
homoscedasticityvere all satisfied and were indicative to proceed with the multivaoleiize

analyesfor Research Question One
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Mult ivariate Data Analyses and Results

Research Question One addressetl u ¢ adifference$in leadership styles based on
their problem solving stylgsroduced by the thredlEW dimension§OC, MP, WD)
MANOVA was conducted using three dependent varialhesMLQ subscales
(transformationaltransactiona) andpassive/avoidant and three independent variables with
four levels each@C: E-e-d-D; MP: E-e-i-lI; andWD: P-p-t-T). Becausdhe datavere
manipulated four timesheBonferroniadjusted alpha levelf .0125 (.05/4) was used to
correct for Type | errors (Huck, 2008; Tabachnick & Fidell, 2013

SPSS reported four valuemultivariate tests for the main and interaction effects of
VEWOs t hree di mensi ons. W ¢ & & Gdvad, la uhtbost ewl el rien gPoI
Trace, an®R o yLlargest Root.The first three statistics were slightly different for each
effect, but they all were either significant or not significant. BecauseeddkEd® s t hr e e
dimensions hamore than two levelghere was morehtan one degree of freedom, and
Pillai 6s, Wil ks pooledfthed statigtit¢ ftoin eaghddsnensionitottestr i o n s
t h e eTabaehnitk& Fiflell, 2013, p. 271fher esear cher detargestd t o |
Root, k n o wreateat sharBetisyicdraot (gcr) criterion (Harris, 20001)Ro y 6rs g c
Arepresents the magiouwpn giosisebérc degiweem t he
2009, p. 603), and is expectexbe the most powerful statist{Eield, 2009)

The results of the multivaate analysis indicated that the differences between the
scores on the MLQ leadership subscales were signifi€éd8t290) = 8.24, p < .00], partial
o = .079) for the OC group Thedifferencesbetween the scores on the leadership subscales
also were gjnificant(F(3,290) =4.60,p=.004,p a r t?E #45) fafthe MP group There

were no significant differences between the scores on the leadership subsdake¥/ior
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group. There were no significant interactions betw&tBWgroups Qrientation toChange,
Manner of ProcessingNVays of Deciding Therefore, the nowlirectional hypothesithat
there were significant differences in scores on the MLQ leadership st@esformational
transactionaJ andpassive/avoidantetween educators based oeitlpreferences for
problem solving styles produced by the thx@EW dimensionsQC: E-e-d-D; MP: E-e-i-l;
andWD: P-p-t-T) was partially accepted.

The results of the analyses of variance for the MLQ leadership styles and the groups
of VIEWare presenteth Table 24 They indicate statistically significant effects@€ and
MP on the leadership style§.he OC subgroups accounted fér9% of the total variance,
and he MP subgroups contributetl 5% of the total varianceBecausehere were
statisticallysignificant multivariate effecishe researcher proceeded to examine separate
univariateF testsfor the dependent variablas a followup to the multivariate analysvéth

an alpha level of .08ield, 2009).
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Table 24

Multivariate and Univariate Anales of Variance for the MLQ and Groups of VIEW

Univariate
Multivariate Transformational Transactional Passive/Avoidant
Source F P h? F° p h? P> p h? F p n
OC Group 842 .00 .®7 6.9 .00 .06 .09 .96 .00 4.4 .00 .04
MP Group 4. 6 .00 .04 3.6 .01 .03 .12 .94 .00 3.1 .02 .03
WD Group 1.4 .21 .01 1.1 .33 .01 .8&2 .48 .00 .81 .48 .00

Note Multivariate F ratios weregenerated fronR o y Geatesgcharacteristic root criterjatf = 3, 290, significance at the<

.0125 level PUnivariatedf = 3, 290 significance at thp < .05 level
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Univariate analysis. Because of equal error variances of the mean scores on the
MLQ subscales across tkabgroups for each of VIEW dimensigmainivariate analysis of
variance, ANOVAwas run for each dependent variable (Meyers et al, 200 difference
betweerunivariate and multivariate analyses of variance is that AN@Walyzes one
dependent variablat a time (Gall et al., 2007). The multivariate statistical assumptions of
independence, normality, linearity, and homoscedasticity also underlie the univariate analysis
(Meyers et al., 2006).

Theunivariate analysishowed that the OC subgroupg(l-defined Explorer
moderate Exploremoderate Developewell-defined Developémifferedsignificantlyin
both areas of transformational leadersHif3(290) = 696, p< .001, p a r t?E #d7) and
passive/avoidant leadershif(8, 290) =4.44, p=.005,p a r t*E #44). The results of the
univariate analysis also confirmed that the MP subgrowpbB-@lefined Externalmoderate
External moderate Internalwell-defined Intenal) differed significantly in the area of
transformational leadersh{§(3, 290) = 3.68p=.012,p a r t*F #37) add
passive/avoidant leadershii(8, 290) = 3.13p=.026,p a r t*F #31) There were no
significant differences in mean scordgransactional fothe OC andVP subgroups. There
were no significant differences in mean scores of all types of leadership for WD subgroups
(well-defined Persommoderate Persgmrmoderate Taskvell-defined Task

Therefore, the nodirectional hypothss that

a. there was a significant difference in scores on the MLQ leadership styles

(transformationaltransactiona) andpassive/avoidantbetween educatom the

Orientation to Change dimensiarho prefer the weltlefined Explorer (E),
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moderate Explorgfe), moderate Developer (d), or wdkfined Developer (D)
ProblemSolving Stylewas partiallyaccepte.

b. therewasa significant difference in scores on the MLQ leadership styles
(transformationaltransactiona) andpassive/avoidafthetweereducators othe
Manner of Processing dimension who prefer the @efined External (E),
moderate External (e), moderate Internal (i), or wlelined Internal (1) Problem
Solving Stylewas patrtiallyaccepted

c. therewasa significant difference in scores on the ML&adlership styles
(transformational transactiona) andpassive/avoidantetweereducators on the
Ways of Deciding dimension who prefer the wedlfined Person (P), moderate
Person (p), moderate Task (t), or weddifined Task (T) ProblesSolving Style
wasrejected

d. there weresignificant interactions among the thirék=WdimensiongOC, MP,

WD) for the three leadership styléasapsformationaltransactiona) and
passive/avoidantvas rejected.

The focus of attention would BAEWO s Or i ent atandbannetad Change
Processingpecauseheyhad statisticdy significant @ < .05) effecs for transformational
leadership and passive/avoidant leadership subscales, but not for transactional leadership.
Therefore, the significant multivariate effegterein pat due to the impact of Orientation to
Changeand Manner of Processimmg the transformational and passive/avoidant leadership of
the participants in the study.

Post hoc tests.Post hoc tests were performed for all three dependent variables

despite havig statistical significance for the transformatioaatl passive/avoidant
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leadership subscade Because the omnibudstestfor the transactiondéadership subscale

wasnot statistically significant(> .05), related pairwise comparisons were not examined
(Meyers et al., 2006). The Tukey HSD procedure was used to run the post hoc tests because
it is a moderately conservative procedure timatsiders all pairwise compariscsusd

controls the overall error ra{®leyers et al., 2006)Table 25displays thedescriptive

statistics for each dhe MLQ leadership subscales avidEW subgroup.
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Table 25

Descriptive Statistics for MLQ Subscales on VIEMWbgroups

Transformational

Transactional

Passive/Avoidant

VIEW Subgroups n M SD M SD M SD
Orientation tocChange

Well-defined ExplorefE) 42 3.22, A48 2.32 48 91, 52

Moderate Explorefe) 92 3.22¢ 40 2.36 46 .80, 51

Moderate Developdid) 144 3.0%4 43 2.35 .52 .89, .55

Well-defined DevelopefD) 74 2.9% .36 241 .54 1.13 57
Manner of Processing

Well-defined Externa(E) 75 3.19 .38 2.34 44 97, .56

Moderate Externgle) 121 3.14, 41 2.36 .54 T 52

Moderate Interna(i) 107 3.07% 43 2.38 .53 1.00 54

Well-defined Interna(l) 49 3.0, 48 2.34 48 .99, 57
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Table 25

Descriptive Statistics for MLQ Subscales on VIEW Subgroups

Transformational Transactional Passive/Avoidant

VIEW Subgroups n M SD M SD M SD

Ways of Deciding

Well-defined Perso(P) 57 3.12 .36 2.27 51 .92 .58
Moderate Perso(p) 145 3.10 46 2.34 52 .94 .54
Moderate Taskt) 108 3.15 42 2.43 49 .87 .55
Well-defined TasKT) 42 3.06 37 2.40 49 .99 54

Note 4, b, ¢, dMeans in a column sharing subscripts are significgptky .05) different from each other. For all measures, highe
means indicate higher scores for that leadership style. For Orientation to Cimathgeariea of transformational leaderslipe, d >
D and e > d, andiithe area of passivef@idant leadership, D > E, &, For Manner of Processingp, the area of transformational
leadership, E, e > 1 and e > |, amdtihe area of passivefaidant leadership, E, i, | > e.
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All VIEWgroups scored the highest on transformational leadership and the lowest on
passive/avoidat leadership. In the area of transformational leadership;deéted
Explorers M = 3.22,SD= .48),moderate Explorers = 3.22,SD= .40), and moderate
Developersi = 3.09,SD= .43)scored significantlyd < .05) higher than those described as
well-defined Developerd| = 2.97,SD= .36). Moderate Explorerady = 3.22,SD= .40)
also scored significantlyp(< .05) higher than moderate Developdvs< 3.09,SD= .43).
Well-defined Externals\l = 3.19,SD= .38) and mderate Externald${ = 3.14,SD= .41)
scored significantlyg < .05) higher than those described as wadfined InternalsNi = 3.01,
SD=.48) Moderate ExternaldM = 3.14,SD = .41) scored significantlyp(< .05) higher
than those described as moderate InterrMls 8.07,SD= .43. This means that the
subgroup of a dimension with higher transformational scorestertzte more
transformational than the subgroup or subgroups with lower scores.

In the area of passive/avoidant leadersiigl]-defined Developerd = 1.13,SD=
.57)scored significantlyg < .05) higher than those described as wlelined ExplorersNl =
.91,SD=.52),moderate Explorers{ = .80,SD=.51) and moderate Developehd € .89,
SD=.55. Well-defined Externals\l = .97,SD= .56), moderate Internal/(= 1.00,SD=
.54) and welldefinedinternals M = .99, SD= 57) scored significantlyg < .05) highe than
the moderate Externalb(=.79,SD= .52) This implies that thsubgroupof a dimension
with higher passive/avoidant scores tetamldemonstratenore passive/avoidant behavior
than the subgroup or subgroups with lower scores.

There were no significant differences in mean scoréaogformational leadership

and in mean scores passive/avoidant leadership between the WD Pefssk subgroups.
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Neither were there significant differences in mean scores of transactional leadership between
the subgroups of each ¥fEW groups.
Quantitative Data Analysis andResults for Research Question Two

Research Question Two focusedtba extento whichthe types of leadership
produced by the MLQt{ansformationaltransactiona) andpassive/avoidajteachwas
predicted by the dimensions of problem solving st@€,(MP, andWD), gender, years of
teaching experience, highest degeaened, and type of certifieat

Thenondirectional hypothesi®r Research Question Tvatateghat the dimensions
of problem solving@QC, MP, andWD), gender, years of teaching experience, highest degree
earned, and type of certificat @preducedbytha edi ct
MLQ (transformationaltransactiona) andpassive/avoidant

Threestatistical regressions, also knownstespwise multiple linear regressions
(MLRs), were used to predict variances in the leadership scoresI@rdducators, one
MLR for each leadership styl&.he results were analyzed with tBenferroni adjusted alpha
set atthe.0125 level. The following independent variables were entered for each of the three
MLRs: VIEWthree scoresqC, MP, WD), gender, years of experience in ealimn, highest
degree earned, and type of certificabe.a stepwisdinear regressionhe computer
determines the order of entry based on statistical criteria (Tabachnick & Fidell, 2013) in
which the independent variables become a part of the regresgiation (Huck, 2008, p.
423). In step one of the regressiohetindependentariable that is highly correlated with the
dependent variable is the one that enters the equation first. In later steps of the regression,
the independent variable that esténe equation next is the one that contributes significantly

to R, the percentage of variation in the dependent vari@tbachnick & Fidell, 2013)The
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computer also may eliminate an already entered independent variable that does not contribute
significantly to the model (Tabachnick & Fidell, 2007).

Prior to conducting the regression anatbe researcher verified that the
assumptions ad multiple linearregressiorwere met
Statistical RegressiorAssumptions

As described earlier, data were scregtand cleanegrior to running the statistical
regression The researchexddressed the statistical assumptions that undedigple linear
regressions These assumptions includa)ratio of cases to independent variables; (b)
detection obutliersamong the independent variables and on the dependent variables; (c)
absence of multicollinearity and singularignd(d) normality, linearity, and
homoscedasticitgf residualg Tabachnick & Fidell, 2013

Ratio of cases to independent variables-or a nultiple linear regression procedure,
a sample of sizblisrequired, such that v 1 &, wheremis the number of
independent variables (Tabachnick & Fidell, 2013). Because there are seven predictors of
leadership scores a sample size of 106 would be sufficitmivever a statistical stepwise
regression rteldmtiiresofiad xatseslodo (Tabachnick &
able to generalize tHendings to similar settings, indicatiripat a sample size of at least 280
is realistic to offset the loss of potential records with missing values in any of the variables.
Therefore, the sample size of 32his studywas deemed as sufficient to conduct the
regression analysis.

Outliers amongthe variables. Visual inspection of the data to detect outlifensthe
criterion variables and the predictor variabless completd prior to data analysis (Meyers

et al., 2006).As it was explained for the multivariate analysis of varianoegrof the cases
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was considered an extreme outli@r the criterion variables (transformational, transactional,
and passive/avoidant)n regression, cases weevaluated with respect to each independent
variable, specificallghe three dimensions MIEW (Tabachnick & Fidell, 2013). Other
predictor variables were not considefedunivariate outlierdecause they were either
dichotomous ocategorical. However, they were included for multivariate outliers.

Univariate outliers. To detect univariate outliers, the researcher visually inspected
the histograms, the box plots, and normal probability plots for each tfrdwe predictor
variables (OC, MP, WD). Visual inspection detected five outliers for Orientation to Change,
two for Manner of Processing, and three for Ways of Deciding, but they were all within the
ranges of possible values for these dimensions. They were not considerddtionde
because the skewness and kurtosis values supported normality of the distribution of scores of
these dimensions.

The normality of each independent variable (OC, MP, WD) was examined in SPSS.
It was assessed using both graphical and statistical deffi@bachnick & Fidell, 2013).
The graphical methods used included seamdleaf plots, and frequency histograms. These
plots were examined for the samphex(352) data set. Figures 6 to 8 portray the frequency
histograms of the scores of the threelgpem solving styles with the normal distribution as
an overlay on each plot. They imply that the individual independent variables were fairly

normally distributed in the sample.
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Figure6.Hi st ogram of VI EW@esScdesi ent ati on to Chan

Figure7.Hi st ogram of VI EW6s Manner of Processing
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