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Salvatore Vincent Pascarella
Loyola University of Chicago
A FIELD TEST OF HERSEY AND BLANCHARD'S

SITUATIONAL LEADERSHIP THEORY

The purpose of the study was to examine the leadership
characteristic of principals in elementary education as it related
to Hersey and Blanchard's Situational Leadership Theory. The basis
of this theory was that the leader's (principal's) effecti?eness
resulted from the adaptability of leadership styles to the follower's
(teacher's) task-relevant maturity.

The study investigated the basis premise of Situational
Leadership Theory by examining the following three areas: (1) Do
teachers differ from principals self-identification of basic
leadership style, (2) Do principals utilize more than one leader-
ship style in dealing with teachers following Situational Leadership
training, and (3) What extent does training in Situational Leader-
ship effectiveness have. Twelve specific null hypotheses were stated
to test these three areas.

The sample consisted of eleven elementary school principals and
forty teachers. The data was collected using the LEAD questionnaire
and structured follow-up interviews. The study compared two sets of
data from principals over two treatment periods, six months following

initial training and three years later.



The results suggested that principals do increase their basic
leadership styles as a result of training. The principals and
teachers indicated there was not an increase in the number of
leadership styles exhibited by the principals during any stage of
the study. However, the principals and teachers did indicate an
increase for principals in their leadership effectiveness.

Situational Leadership Theory directly addresses the major
leadership behaviors required in educational leadership positions
today. This study indicated areas of growth and common recognition

of leadership style over time.
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CHAPTER I
BACKGROUND AND STATEMENT OF PROBLEM

The roles of today's school priancipal are diverss. The
principal is calied upon tc¢ be instructional leader, business
administrator, manager, and human relations specialist (Morris et
al., 1982). The impact of these demands is particularly significant
in light of conclusions from many recent studies identifying the
principal as the essential change agent in the schools (Wyant et al.,
1980). Identification of the principal's characteristics and behavior
which lead to effectiveness in these roles is imperative, but the
recsearchers have confronted a problem in pursuing these studies. It
ceems that initially it has been very difficult to decide whether the
management process should be viewed as essentially constant or as a
variable and contingent upon the nature of the situetion. However
assessed or viewed, the fact still remalns that schools and their
principals do indeed make a positive difference in the academic
achievement of students. In fact, in one third of the effective

", ..leader-

schocling studies examined, Shoemaker (1981) stated that,
ship style and leader attitudes were essential factors contributing
to successful schooling” (p. 178).

One study in particular, which was a combined effort dy the

Lily Endowment and Phi Delta Kapsan (Shcemaker, 1981), studied eight

exceptioual schoels. It was noted that effective leadership was able



to accomplish more goals and objectives, set standards of per-
formance, create a productive working environment, and cbtain needed
support. It was clear that leaders must initiate, motivate and
support imprdvement throughout the school. This process cf
dirvecting, influencing, and motivating subordinates has been studied
for many years in both education and business administration.

Research in the area of educational administration was ini-
tially oriented to current field practices without a definite
theoretical base. It was only in the 195G's and 1960's that the
literature began to indicate application of existing social science
theories of group behavior and leadership to the field of educational
administration. For many years the study of leadership focused on
leadership traits, which stated '"that personal qualities such as
intelligence and physical energy were necessary for potential leaders
to possess'" (Filley et al., 1976, p. 213). This approach implied chat
there was littie value in training pecple for leadership, but great
value in identifying traits with which to choose potential leaders.
The research using the trait approach apparently did not yield a
particular personality trait or set of traits characteristic for
producing successful leaders (Finch et al., 1976).

As emphasis on environmental factors became more prevalent in
the psychological and sociological research of the 1940's and 1950's,
a behavioral approach to leadership theory evolved. Leadership was
considered to be determined by external factors such as the require-

ments of social systems (Halpin 1966). With tha emphasis on the

3=}



environment and behavior came the belief that most people could
increase their leadership effectiveness through training. Benziger
(1981) stated that "both psychologists and sociologists had substi-~
tuted a strictly situational approach for the then questionable

analyses of personal traits" (p. 60). Also Eugene E. Jennirgs

"...no single personality

concluded that in fifty years of study
trait or set of qualities could be isolated to distinguish leaders
from nonleaders" (Jennings, 1961, p. 54).

Many leadership theorists proposed that effectiveness was the
result of the interaction between individuals and their envirommental
factors. Such theorists include: Blake and Mouton (1964), Halpin
(1965), Fiedler (1967), Likert (1961), and Reddin (1970). Situa-
tional Leadership Theory, proposed by Hersey and Blanchard (1982),
was one of the more recent theories of this type.

Leader behavior, in most of the interaction theories, consists
of two dimensions: task behavior and relationship behavior. This
premise was initially proposed by leadership studies at Ohic State
University vnder the terms initiating structure and consideration.
Initisting structure or task behavior was defined as the leader's
behavior in delineating the relationship between himself and members
of the work group and in endeavoring to establish well-defined

patterns of organization, chznnels of communication, and metbeds cf

procecdures. Consideration or relationship behavior was defiuzd as



pehavier indicative of friendship, mutual trust, respect, and warnth
in the relationship between the leader and members of his staff
(Halpin, 1965).

Leadership studies before those of Ohio State had proposed a
linear relationship between task and relationship behavior. The Ohio
State studies presented a model of leader behavior which was curvi-
linear in nature. The matrix defined four leadership styles: one
which was high on initiating structure, one which was high on cousi-
deration, one which was high on both dimensions, and one which was
low on both dimensions (figure 1). These dimensions of leadership
including structure and consideration were thought of as separate and
distinct dimensions, such that a high degree of one quality did not
necessitate a low degree of the other. The behavior of the leader
could be described as any mix of both dimensions. Research with the
Ohio State Model has not been able to find a single style which is
most effective (Porter et al., 1975).

Situational theories accepted the premise that no one style was
the bast. Each situational theory defined a range of styles and
situations. One of theée theories was Situational Leadership theory,
which was an outgrowth of the Ohio State Model. The focus in thke
situaticnal approach to leadership was on observed behavior (Hersey
and Blanchard, 1982), The emphasis was on the behavior of leaders
and their group members, or followers, and various situations. More
eaccuragement was given to the possibility of training individuals in

adapting styles of leader behavior to varying situations.
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Influenced by the work of William Reddin (1970), Situational
Leadership Theory went beyond the Ohio State Model by adding effec-
sader

riveness as a third dimension of the model. This dimension was used

to demonstrate that any leadership style can be used effectively or
ineffactively depending upon the situation in which a leader used it.
Situational Leadership Theory not only suggested the most zppropriate
leadership styles in a given situation, but also indicated other
probable successful styles according to their proximity to each other
on the model. This probable succ2ssful style was called leader
effectiveness, which was the degree to which the leader's style
matched the follower's maturity, as a third dimension of leadership
behavior. The mode was initially termed the Tri-Dimensional
Leadership Mcdel, and was later incorporated into Situational
Leadership Theory (Hersey & Blanchard, 1982).

Situational Leadership Theory then added a situational variable
which Hersey and Blanchard contended could be used to diagnose appro-
priate leader behavior. This variable was task-relevant maturity.
Maturity was depicted as a continuum ranging from immaturity to
maturity, judged in terms of three basic components: the capacity to
set high but attainable goals, the willingness to accept responsi-
bility, and the degree of experience and education (Hersey &
Blanchard, 1982). As the level of maturity of the followers
increased, the leader began to reduce his/her task-oriented behavior
and increase his/her relationship behavior. However, when maturity

reached the highest level, both relationship and task behavior would

O



be minimized. In essence, Situational Laadership Theorv said that an

effective leader should have a range of leadership styles and should
adapt his/her behavior to the task-relevant maturity of his/her
subordinates. The Center for Leadership Studies produced the Leader
gffectiveness and Adaptability Description (LEAD) instrument designed

to measure parception of leadership style and to provide feedback

regarding the diagnostic skills of a leader.

Purpose of Study

The purpose of this study was to examine the Situational
Leadership Theory as develcped by Hersey and Blanchard in a school
setting. The basis of this theory was that the leader's effec-
tiveness resulted from the adaptability of leadership styles to the
follower's task-relevant maturity. In Hersey and Blanchard's terms,
the principal's success depended upon the ability of the individual
to adjust his or her leadership style to match the maturity cf the
teachers for that particular situation or task.

This study investigated the basic premise of Situational
Leadership Theory by exploring the following three questions:

Question 1: Do teachers' identification differ from
principals’ self-identification of basic leadership style?

The following null hypotheses were formulated to test

question 1:



1. There is no significant difference between the teachbers’
and principals' identification of the principal's basic leadership
style before and after situational leadership training after six
months between pretest and posttest.

9. There is no significant difference between the teachers’
and principals' identification of the principal's basic leadership
style before and after situational leadership training after three
years between pretest and posttest,

Question 2: Dc leaders utilize more than one leadership style
in dealing with his/her followers with Situational Leadership
training?

The following hyvpotheses were developed to test question 2:

1. There is no significant difference in the principais’
identification cf the number of leadership styles exhibited before
and after situational leadership training after six months between
pretest and posttest.

2. There is o significant differenc2 in the principals’
identification of the number of leadership stvles exhibited before
and after situational leadership training after three years between
pretest and posttest.

- 2. There is no significant difference in the teachers'
identification of the number of principal's leadership styles exhi-~

bited before and after situational leadership training after six

months between pretest and posttest.



A There is no sigaificant difference in the teachers’

jdentification of the number of principal's leadership styles exhi-

pited before and after situational leadership training after three

years between pretest and posttest.

Question 3: To what extent does trairing in Situational

Leadership Theory influence principals' leadership effectiveness
area?

The foliowing hypotheses were developed to test question 3:

1. There is no significant difference in the principal's
jidentification of his leadership effectiveness before and after
situaticnal leadership training after six months between pretest and

posttest.

2. There is no significant difference in the principal’'s
identification of his leadership effectiveness before and after
situational leadership training after three years between pretest and
posttest.

3. There is no significant difference in the teachers'
identification of the principal's leadership effectiveness before and
after situational leadership training after six months between
pretest and postrest.

4, There is no significant difference in the teachers'
identification of the principal's leadership effectiveness before and

after situational leadership training after three years between

pretest and posttest.
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5 There is no significant differeunce between the teachers'

and principals’ identification of the principal's leadership effec-

¢ iveness before and after situational leadership training after six
months between pretest and posttest,

6. There is no significant difference between the teachers'
and principals' identification of the principal's leadership effec-

tiveness before and after situational leadership training after three

years between pretest and posttest,

Definition of Terms

Leadership is the process of influencing the activities of an
individual or a grcup in efforts toward goal achievement in a given
situaticn. From this definition it follows that the leadership
process 1is a function of the leader, the follcwer, and other situa-
tional variables and can be expressed in the following algebraic
formula: L = f{1,f,s). Further, it is important to note that when
this definition mentions leader and follower, one should not assume
that it is referring only to the traditional hierarchical rela-
tionship such as suggested by superior/subordinate, but rather any
time an individual is attempting to influence the behavior of somecne

else,



il

gituational Leadership Theoty (SLT). Situaticral Leadersihirp

Theory accepts tne premise that no ome style is the best. Situa-
tional Theory defines a range of styles and then attempts to deter-
mine which style is most effective in varying situations. One of
these theories 1is SLT.

SLT is an outgrowth of the Ohio State Model. It uses the terms
rask behavior and relationship behavior instead of initiating
structure and cousideration, but the dimensions describe behaviors
similar to those of the Chio State Model. SLT uses the notations
style 1 (S1) telling, Style 2 (S2) selling, Style 3 (S3) partici-
pating, and Style 4 (s4) delegating to refer to the four leadership
styles. Style 1 is high on relationship behavior. Style 2 is hizh
on task behavior and high on relationship behavior. Style 3 is high
on relationship behavior, and Style 4 is low on both dimensions.

Influenced by the work of William Reddin (1967, 1970), SLT goes
beyond the Ohio State Model by adding effectiveness as a third
dimension of the model. This dimension is used to demonstrate that
any leadership style can be used effectively or ineffectively
depending upon the situation in which a leader uses it.

SLT then adds a situational variable which Hersey and Blanchard
contend can be used to diagnose appropriate leader behavior. This
variable is task-relevant maturity which is defined in terms of
followers' job maturity and psychological maturity, or in simpier
terms, ability and willingness. SLT defines four levels of task-

relevant maturity. Maturity level one (M1) is low on willingness and
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low oa ability. Maturity level two (M2) is low on abilty but high

on willingness. Maturity level three (M3) is high on ability but

low on willingness, and maturity level four (M4) is high on both

willingness and ability.

Leadership Style. This term refers to:

...the consistent behavior patterns they (managers) use when they
are working with and through other people as perceived by those
people. These patterns emerge in people as they begin to respond
in the same fashion under similar conditions; they develop habits
of action that become somewhat predictable to those who work with
them (Hersey & Blanchard, 1982, p.83).

SLT defines leadership style in terms of task behavior and relationship
behavior. Four styles of leadership are defined as follows:
81 (telling) is high on task behavior, low on relationship behavior,
$2 (selling) is high on both task and relationship behavier,
S3 (participating) is low on task behavior, high on relationship
behavior, and
S4 (delegating) is low on both task and relatioﬁship behavior.
Style Range. The extent to which an individual is able to use

different leadership styles depending cn the situation.

Leader Effectiveness. In this study leader effectiveness is defined

in terms of followers' performance and satisfaction, and in terms of

1 -~ —e . L . . . . .
leaders' ability to create conditicns conducive to high performance and
satisfaction. Effectiveness refers to a leader's ability to create a work

enviromment in which followers are motivated to do their best work.
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LEAD. The acronym for the Leader Effectiveness and Adaptability
pescription. It is an instrument designed to measure: (1) style,
(2) style range, and (3) effectiveness of leader behavior. The LEAD-OTHER

and LEAD-SELF are two instruments used to measure leadarship behavior.

Relationship Behavior. The exteni to which a leader engages in a

two-way communication by providing support and understanding to a follower

or group.

Task-relevant Maturity. Accocding to SLT, task-relevant maturity is

defined in terms of job maturity and psychological maturity. These
dimensions refer to a worker's ability and willinguess to do a given task.
Four levels of maturity are defined as follows:

Ml 1s low on both ability and willingness,

M2 is low on ability but high on willingness,

M3 is high on ability but low on willingness, and

M4 is high on both ability and willingness.
SLT emphasizes that these measures of maturity should be considered only
in relation to a specific task to be performed.

Basic Style. The most dominant leadership stvle of an individual as

identified in the LEAD instrument with highest frequency.

Limitations of the Study

The study was limited by the geographic sample location, sample
compositicn, aud sample size. In all cases the principals were from

northern Lake Countv, Iliinois, and their administrative responsibilities



4 from elementary to junior high school. 1In addition, all of the
range ’

incipals were required to participate in the Situational Leadership
prln

Training program, therefore it raised serious questions regarding their
raining

motivation for implementing the model in their schools. The number of
administrators whe originally participated in the training were sixteen
principals and sixty-four of their teachers. But due to the threas-year
period which lapsed between tHe pretest and posttest, there was an
approximate 31% decrease (five principals) resulting in a smaller sample
size for this study of eleven principals and forty-four teachers. However,
the data from the original study was very limited due to the short time
period elapsing between training and implementation. Consequently, the
inforration gathered could not accurately reflect the impact of the
specialized leadership training. Therefore, a longevity study which
examined the principals' leadership behavior over a three-year period
could better supply informagion relating to situational leadership theory
in an educational setting even though the number of principals was less.
A limitation of this study was the lack of data supporting the
validity of Situational Leadership Theory. Actual suppert for the
validity of the entire theory has not been evident in any research
conducted to date. There have been empirical datz generated which
supports various components of the theory resulting in a very high "face
validity" for Situational Leadership theory. The research to date
indicates that the major obstacle in validating the theory seems to be the
inability of researchers to assess accurately the followers' maturity

level.
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In order to gain a decper perception of the principal'’s styvls and
what types of follower maturity levels determine that style, this study
included a series of questions for the priancipals and teachers. Interviews
coupied with the other survey tools provided a better understanding of
gituational Leadership theory and its valid use in the field of educa-

tional administration as a theory.

Significance of the Study

There exists a general acceptance of situatioral leadership theory
by a large number of people in a wide variety cf leader/follower environ-
ments. This general acceptance establishes a face validity for Situa-
tional Leadership Theory. However, in addition to face validity there
should also be empirical data to completely validate Situational Leader-
ship Theory. This study is to provide additional data which could lead to
the empirical validation of the model. Specifically, the study is to
investigate the essential component of the theory, which is task maturity
and its use fer diagnosing effective school leadership behavior; namely,
the research is to examine elementary and junior high school principals’
interaction patterns with teachers after they have been trained in
Situational Leadership theory. Through a review of the related liter-
ature there does not appear to be any evidence of similar training of
school principals. The research could indicate to schcol practitioners

which leadership style tends to be most effective. 1In addition, the

results of this study regarding the training components could provide new
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jaformation which may give guidance to trainers of school administrators
gor developing content and curricula to be taught in advanced leadership

training programs.

Summarz

The primary function of leaders during the early scientific manage-
ment era was to organize and enforce performance criteria. The leaders
generated all their efforts towards the accomplishment of organizational
goals. As the organizations grew so did the personal needs of the
employee groups. This gave impetus to the rise of the human relations
movement .

The scientific management movement emphasized a concern for task
while the human relation movement stressed a concern for relations.

These two dichotomous positions were placed om a continuum and researched
extensively to determine which leadership style was the "best" for leaders
to follow. Specifically, one side of the continuum was the more tradi-
tional task-oriented, authoritarian style (scientific management) and the
other was the more directive, democratic-style of leadership (human rela-
tions movement).

The leadership research then began to investigate emotional and
physical needs of employees. The data did not generate a hierarchy of

needs thkat could be used by leaders when trying to motivate staff for the
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completicn of tasks. This motivational infermation ceoupled with the

recogaition that the two styles of leadership did exist led to further
research.

Research studies which examined this concept were the Chio State
studies. These studies produced the Ohio State Model which proposed two
dimensions, initiating structure and consideration. Combining these two
variables to form a matrix allowed for the determination of four different
leadership styles. These styles were all tested in many studies and all
reported that there was no one single leadership style which proved to bte
universally the most effective. 1In fact, further research in the field of
leadership had led to the development of situational theories that

indicate which leadership style is most effective in various situatious.

Overview

The statement of the problem to be addressed in this study, the
purposa, general questions to be aaswered, significance, limitations,
definition of key terms, and a short overview have beea the focus of
Chapter I. Chapter II is a review of related literature pertaining to
educational leadership development from the early 20th century up teo the
present. Design of the study, which is the purpose of Chapter III,
centain the sample selections, data collection, the instrumentation
employed in the study and procedures utilized. Chapter IV, analysis of
the data, includes a descripticn of the analytical techniques used, tables

showing the results of this analysis and findings related to the hypo-
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theses. However, answers dealing with the twelve hypotheses posed in

Chapter I are handled specifically in Chapter V, along with the summary,

conclusions, and recommendations.
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CHAPTER II

REVIEW OF RELATED LITERATURE

The study of leadership has always seemed to fascinate
researchers in all the many components of administration. For this
reason the literature is abundant due to the efforts of many who have
attempted to understand leadership and its relationship to adminis-
tration within an organizatiom.

Still, the need for research regarding effective leadership in
education is very relevant and timely. The traditional concept of the
school organization as a rational, well-defined system, operating
independently, requiring minimal leadecship effort, simply is not
accurate any longer (Griffith, 1979). The authoritarian, task-oriented
leader whose effectiveness was solely measured on efficiency and
productivity can not exist without adapting his leadership style ia
some situations.

The main purpose of this review of the literature is to histori-
cally examine the trends of leadership theory and research, parti-
cularly those trends that influenced the work of Hersey and Blanchard's

Situational Leadership Theory (1982).

20
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Pre-Ohio State Leadership Studies

The earliest studies (1900-1933) regarding management were
conducted by so-called efficiency experts. The most prominent figure
associated with the "scientific" movement was Frederick Taylor. Taylor
was a chief engineer who believed that individuals could be programmed
machines. The key to the scientific management approach was the
concept of man as a machine (Taylor, 1911). He was concerned with how
to organize a work enviromment so efficiently that anyone could do a
good job. Taylor and his associates thought that workers were moti-
vated by economics, limited by physiology, required constant super-
vision in order to become efficient. With this concept in mind,

Taylor's research focused mainly on physical producticn, time and
motion studies, and methods feor the most efficient completion of tasks.

The organization of the work environment into a well-oiled

machine was assembled into five functions by Henri Fayol (1925).
Similar to Taylor, Favol pursued the scientific approach to manage-
ment. For Taylor to achieve the most efficient completion of tasks the

following steps were followed (Urwick, 1952, p. 74):

Plan - means to study the future and arrange the plan of operaticns.

Organize - means to build up material and human organization of
the business, organizing both people and materials,

Command — means to make the staff do their work.

Coordinate — means to unite and correlate all activities.
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Con:irol - m2ans to see that everything is done in accordance with
the rules which have been laid down and the instructions which have
been given.

The basic features of the traditional or classical adminis-
trative models =mphasized formal or bureaucratic organization. Managers
were concerned with the division of labor, the allocation of power, and
the specifications of each position. The managers neglected individual
idiosyncracies and the social dynamics of people at work. The constant
emphasis upon task completion and the lack of concern for pecple led to
the formation of the human relations movement.

The human relations movement period was from 1930-1950 and was
assoclated with Elton Mayo. He was basically concerned with the
neglected variable that the scientific management developers omitted in
their theory, namely the effects of the interpersonal relationship that
have evolved in the work enviromment. Mayo was able to study this
phenomena at the Westerm Electric Company, where he examined the
effects of illumination on productivity. The findings of his research,
historically known as the Hawthorne study, led to the birth of the
human relations movem2ni.

The Hawthorne studies (1924} began with three experimeats
conducted to study the relation of quality and quantity of illu-
mination to efficiency in industry. The first experiment results were

puzziing. The increase in production rates did net correspoand with
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jpcreases in lighting, nor did production fall off with less illu-
minaticn. In a second experiment, a test group in which illumination
intensities were varied was compared to a control group with illu-
mination helid constant. Both groups showed increases in production
rates that were not only substantial but also nearly identical.
Finally, in a third experiment, when lighting for the test group was
decreased and that for the control group held constant, the efficiency
of both groups increased. The conclusions were neither as simple nor
as clear—-cut as the experimenters had originally anticipated. The
Hawthorne company called upon two Harvard professors——Elton Maye and
Emil Roathisberger (1933)--to continue studying the relationship
between physical conditions of work and productivity. Mavo and his
team started their experiments with a group of women. The researchers
added a few variables to the work envirommeat. They improved the
vorking conditions, scheduled rest periods, company lunches, and
shorter woirk weeks. Confused by the results of these new management
techniques, the researchers decided to remove all benefits and return
to thé original working conditions. This radical change did affect the
production of the women. However, instead of an output reduction, the
level rose to a new all-time high.

The researchers Jdiscovered that the reasors for the increase in
the production were not related to the changes of the physiczl working
conditions, but rather to the human aspects. The study indicated that

as a result of all the special attention and concern the women were
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receiving, they felt like an important part of the company. The women
began feeling that they were members of a cohesive work group. The

o
group began fulfilling unsatisfied needs of affiliation, competence and

achievement . Therefore, the women worked harder and more effectively
than ever before.

The most significant factor affecting organizational produc-
tivity was found to be the interpersonal relationships that were
developed on the job, not just pay and working conditions. Mayo also
discovered that when the workers felt that their own goals were
opposite from management's (occurred mainly with groups closely super-
vised, with little control of their environment), productivity remained
at low levels.

The significance of the interpersonal relationships redirected
the concept of management from emphasis on organizational structure to
employee's motivation and satisfaction. Subsequent to the Hawthorne
findings, Abraham Maslow (1954) examined the basis of individuals and
their need-disposition levels relative to sound management motivational
strategies.

Researchers currently still continue to search for motivational
factors which when understood by leaders can be used to accomplish both
organizational and personal goals. Even with all of this new research,

the underlying factors of understanding human motivational needs can be
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found in Maslow's research of the individuals and their hierarchy of
needs structure. This hierarchy includes physiological, safety,

social, ecteem and self-actualization. Maslow states:

Degrees of Relative Satisfaction

...50 far our theoretical discussiosn may have given the impression
that these five sets of needs are somshow in such terms as the
following: 1If one need is satisfied, then another emergzes. This
statement might give the false impression that a need must be
satisfied 100 percent before the next need emerges. In actual
fact, most members of our society who are normal are partially
unsatisfied in all their basic needs at the same time.

A more realistic description ¢f the hierarchy weculd be in terms of
decreasing percentages of satisfaction as we go up the hierarchy of
prepotency. For instance, if I may assign arbitrary figures for
the sake of illustraticen, it is as if the average citizen is
satisfied perhaps 85 percent in his physiological needs, 70 percent
in his safety needs, 50 percent in his love needs, 40 percent in
his self-esteem needs, and 10 percent in his self-actualization
needs.

As for the concept of emergence of a new need after satisfactioa of
the prepotent need, this emergence is not a sudden, saltatory
phenomenon, but rather a gradual emergence by slow degrees from
nothingness. For instance, if prepotent need A is satisfied only
10 percent, then need B may not be visible at all. However, as
this need A becomes satisfied 25 percent, need B may emerge 5
percent, as need A becomes satisfied 75 percent, need B may emerge
50 percent, and so on (1954, p. 53-54).

Therefore, Maslow's (1970) hierarchy of needs was not intended to
be an all-or-none framework, but rather one that may be useful in
predicting behavior oa a high or a low probability basis. TFigure 2

demonstrates the need structure for people.
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Sglf—Actualization

Esteem ’

Social

Safety

ll

Physiological i

Figure 2. Self-actualization needs when dominant in the need
structure (Hersey & Blanchard, 1982, p. 67)

The physiclogical needs are the basic human needs to sustain life
itself: food, clothing, and shelter. Until these needs are satisfied,
the person's major activity will be at a very low level, and will
provide very little motivation. But when their needs are satisfied,
other levels of needs become individual. And when these needs are
somewhat satisfied, other needs emerge. Once the physinlogical needs
become satisfied, the safety or security needs become dominant.

Safety needs are quite evident aand very common among most pecple.
We all have a desire to remain free from the hazards of life-—accidernts
and economic instability. Therefore, individuals and organizations are
interested in providing some assurance that their catastrophes could be
avoided if possible. Along with this feeling of security, the indi-
viduals also have a great desire for social affiliation. However, in
many instances, people seek affiliation because they desire Lo have
their beliefs confirmed. 1In satisfying these basic needs, it does not
mean that individuals will become more preductive. In fact if creati-

vity or initiative is necessary in their jobs, an overemphasis on



security can thwart desired behavior. This indicates that the next two
levels of need may be the most impertant regarding the motivation of
individuals on given tasks. They are esteem and self-actualization.

The need for esteem or recognition appears in two forms, prestige
and power. Prestige motive is becoming more evident in our society
today, especially with the concern we have for keeping up with the
Joneses. Gellerman (1968) describes prestige as:

...a sort of unwritten definition of the kinds of conduct that
other people are expected to show in one's presence; what degree of
respect or disrespect, formality or informality, reserve or
frankness.
Prestige seems to have an effect on how comfortably or conveniently oae
can expect to get along in life. In any case, prestige is something
intangible bestowed upon an individual by society. The other aspect of
prestige which is used to influence behavior is power.

There tends to be two kinds of power: position and personal.
Individuals who are able to influence the behavior of others because of
their position in the organization have position power, while indi-
viduals who derive their influence from their perscnality and behavier
have personal pover: some people are endowed with both types of power.
0f all the needs identified by Maslow, the one that social and beha-
vioral scientists know least about is self-actualization. Although
little research has been done on the cencept of self—actualization,

there are data on two motives that are related to it—--competence and

achievement.
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Competence implies control over environmental factors--both
physical and social according to White (1959). He explained further
that people with this motive do not wish to wait passively for things
to happen; they want to be able to manipulate their enviromment aznd
make things happen. It seems that in adults the need to make things
happen manifests itself in a desire for job maturity and professional
growth., Achievement-motivated people set moderately difficult but
potentially achieveable goals. These achievement-oriented people are
more concerned with personal achievement than with the rewards of
success. They do not reject rewards, but the rewards are not as
essential as the accomplishment. Money, to achievement-motivaced
people, is valuable primarily as a measurement of their performance.
They have a desire to seek situations ir which they get concrete
feedback on how well they are doing.

Achievement-motivated people are the backboue of most organi-

(24

zations. However, when they are promoted and their success depends no
cnly on their own work but on the activities of others, they may be
less effective. They are highly task-oriented and work to their
capacity; they tend to expect others to do the same. Consequently,
they sometimes lack the human skills and patience necessary for being
effective managers of people who are competent but have a higher need

for affiliation then they do. Thus while achievement-mctivated pecple
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are needed in organizations, they do not alwavs make the best managers.
Contradictions to these motivational needs of individuals and job
performance can be found in McGregor's Theory X and Theory Y.

According to McGregor (1960), traditional organizations, with
their centralized decision-making, superior-subeordinate pyramid, and
external control of werk, are based upon assumptions about human nature
and all these human motivation needs. Theory X assumes that most
people prefer to be directed, are not interested in assuming respon-
sibility, and want safety above all. Accompanying this philosophy was
the belief that people are motivated by money, fringe benefits,and the
threat of punishment. Managers who accept Theory X assumptions attempt
to structure, ccntrol, and closely supervise their employees. These
managers feel that external control 1s clearly apprepriate for deal;ng
with unrealiable, irrespomnsible, and immature people.

In today's democratic society, with a high standard of living,
management by difection and control may not succeed, McCGregor concluded
because it is a questionable method for motivating people whose
physiological and safety needs are reasonably satisfied and whose
social esteem and self-actualization needs are becoming predominant.

McGregor decided that management needed practices based on a more
accurate understanding of human nature and motivation. With his
feelings regarding the importance of human nature, he devclored an
alternate theory of management called Theory Y. This theory assumes

that people are nct by nature lazy and unreliabla. It postulates that



30

pecple can be basically self-directed and creative at work if properiy
motivated. Therefore, it should be an essential task of management to
release this potential in individuals. According to this theory people
can achieve their own goals best by developing their own efforts toward
accomplishing organizational goals (figure 3).

There is a safeguard that séudents of administration should be
concerned about regarding Theory Y and Theofy X. The impression that
cne might get from the discussion of Theory X-Theory Y is that managers
who accept Theory X assumptions about human nature usually direct,
control, and closely supervise people while Theory Y managers are
supportive and facilitating. This could lead to the thinking that
Theory X is bad and Theor} Y is good. This assumption is not very
accurate. McGreger implied that most people have the potential to be
mature and self-motivated, which implies that a manager must recognize
the difference between attitude and behavior. Therefore, one should
consider Theorv X and Theory Y as attitudes or predispositions toward
people. So even though Theory Y 1is the best attitude managers should
have regarding people, it ﬁay nct be appropriate to behave consistent
with those assumptions all the time. Managers may have Theory Y
assumptions about human nature, but they may find it necessary to
behave in a very directive, controlling manner with some people until

tudes can be utilized. This concern for attitude and

(WS

Theory Y att
behavioral variables relative to their influence in judging leader

2ffectiveness in accomplishing organizational and individual goals



Theory X

Work is inherently distasteful
to most pesple.

Most people are not ambitious,
have little desire for
responsibility, and prefer to
be directed.

Most people have little
capacity for creativity in
solving organizational
problems.

Motivation occurs only at
the physiological and
safety levels.

Most people must be closely
controlled and often
coerced to achieve
organizational objectives.

Figure 3.
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Theory ¥

Work 1s as natural as
play, if the conditions
are favorable.

Self-control is often
indispensable in
achieving organizational
gecals.

The capacity for
creativity in solving
organizational problems
is widely distributed in
the population.

Motivation occurs at the

soecial, esteem, and self-
actualization levels, as

well as physiological and
security levels.

People can be self-
directad and creative at
work if properly
motivated.

List of assumptions about human nature that

underline McGregor's Theory X and Theory Y
(Hersey & Blanchard, 1982, p. 55)
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cpened a completely new era of administration; namely, the behavioral
science approach. Therefore, the remainder of this literature review
concentrates on the bzhavioral approach to leadership study.

The behavicral approach is a synthesis of all previous apprcaches
to the study of leadership. It incorporates the concept that a task
completion is a goal of a leader from the scientific approach. In
addition, 1t recognizes ihe fact that leaders possess personal traits
and needs which are grounded in the human relations movement. Finally,
the emphasis of the behavioral approach is on the observed behavior of
the leader.

Burns (1979) summarized that great leaders are sensitive to the
fundamental needs and value of others. He contended that leadership
and education are ultimately similar because they both comsisted of
"reciprocal raising of levels of motivation rather than indoctrination
coercion" (p. 380-383). He felt that leadership was an aspect of
power, but that leadasrs differed from powerholders. Powerholders ware
concerned with achieving only their own goals, whereas leaders
addressed themselves to the wants and needs of followers as well as to
their cwn.

Selecting a leadership study in this respect is a ferm of
decision making that includes electing to exercise leadership and
determining the type of leadership that is appropriate. Huckaby (1580)

states:



...ln most situations leaders choose their behavior with no regard
to classification and often without opportunity to consciously
gxamine the contributing factors. The decisions reflect their
knowledge and values as well as their perceptions of the existing
situational variables....It is impossible for aducational leaders
to make decisions, including choices of leadership style, without
making value judgements (p. 613).

Value 1s essigned to situational variables by considering ome variable
to be more important than others. Huckaby further stated that "Leader-

rainers neglect their responsibiiity to the educational profes-

[
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sion if they suggest that leadership styles be selected solely on the
basis of situational demands" (p. 615). Ianstead, decisions must be
based primarily on the purposes to be achieved with an awareness of the
situational implication for leadership behavior.

The bulk of literature suggests that no one style or type of
leadership is consistently more effective than another. Leaders
perceived to be effective are task oriented at times and concerned with
socio-erotional needs at other times. Today's educational leaders
should recognize which leadership style is most appropriate to use in
various work situations. The leaders then should be sufficieantly
skilled to adapt their style to match either the tzsk or relationship
variable. According to Sexton (1977), the empirical study in whizh
these two variables were originally discovered was the Ohio State

leadership studies.
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Chio State leadership Studies Era

Scholars at the Personnel Research Board of Ohio State University
organized a study in 1945 to investigate personality traits of leaders.
Andrew Halpin (1946), in the Ohio Studies of Leadership, developed a
Leadership Behavior Description Questionnaire (LBDQ) to measure the
leader's behavior on two dimensions: 1initiating structure (task
behavior) and consideration (relationship behavior). Initiating
structure refered to task-related behavior and consideration rafered to
the relationship behavior. The research found these to be separate and
distinct dimensions. A high score on one dimensicn did not necessitate

a low score on the other. The combination of initiating structure an

pede

ccnsideration were visually presented on two separate axes rather than
the single continuum that had been used. Four quadrarts were developed
to show the various combinations of initiating structure and consi-
deration (figure 4). Consideration and initiating structure were
dimensions of obscrved behavior as perceived by others. Examples of
these behaviors according to Halpin {1957) were:
Consideration:
The leader finds time to listen to group members,

The leader is willing tc make changes.

The leader is friendly and approachable.
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Figurz 4. The Ohio State leadership studies
(Hersey & Blanchard, 1982, p. 95)
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Initiating structure:

The leader assigns group members to particular tasks.

The leader asks the group members to follow standard rules

and regulations.

The leader lets group members know what is expected of them.
One of the main objectives of the Ohio State Leadership studies was to
develop methods to further research leadership. The LBDQ had the
advantage of collecting data in a minimum of time for the researcher
and participant, thus making possible studies for further research.
Balpin (1957) modified the LBDQ for use with Air Force personnel
manning the B-29 aircraft. With this modification an extensive
factorial study was made to determine key leadership behaviors.

A factor analysis of intercorrelations resulted in the emergence
of four factors. The four factors identified were consideration,
initiating structure, production emphasis, and social awareness. The
factors of consideration and initiating structure were extremely
significant and accounted for 83% of the total factor variance. Based
on thie research, further improvements on the LBDQ were made which
resulted in a form that emphasized consideration and initiating
structure. The shortened form had high reliability and descriptions of
respondents showed significant similarities in the analysis of their
leaders. The following results were noted in regard to the Air Force

studies relative to initiating and consideration:
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Consideration tends to be correlated negatively with leadership
effectiveness ratings by superiors, while Initiating Structure is
positively related to effectiveness ratings. Consideration is more
highly related than Initiating Structure to an index of crew
satisfaction (Halpin, 1957, p. 51).

The success of the military studies precipitated a number of
subsequent studies of significance dealing with educators and the LBDQ.
One such leadership study of fifty Ohioc School superintendents
conducted by Halpin (1956) is today considered a classic piece of
research. This study of superintendent leadership behavior dealt with
three kinds of relationships.

1. The relationship between descriptions of the superintendent's
behavior as a leader obtained from the members of his board
of education, the members of his immediate staff, and the
superintendent himself.

2. The relationships between the expectations of the board
members, the staff, and the superintendent himself in respect
to how he should behave as a leader.

3. The relationship between descriptions of how the super-
intendent actually behaved as a leader and expectations of
how he should behave.

Essentially the groups agreed on the leadership ideclegy of the

superintendent. Effective leadership behavior was characterized by
high scores on initiating and consideration, while the reverse was true

of ineffective leadership. In short, the effective leader was one who

clearly delineated the group, and established well-defined patterns of

N
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organization, channels of communication, and ways of getting the job
done, and whose behavior at the same time reflected friendship, mutual
trust, respect, and warmth in the relationships between himself and the
members of the group (Halpin, 1956). It is important to state that the
expectations of superintendents and the real behavior of superin-
tendents fell significantly short of this ideal.

In summary, it is evident that the Ohio State Leadership studies
made a major contribution to the study of leadership. The LBEDQ made
research with larger groups possible, and the factors of consideration
and initiating structure made it possible to describe the qualities of
leadership. However, one major essential area was not acéomplished,
identifying potential leaders based on their knowledge of the leader-
ship process.

Based on these findings, several theories added to and enriched
the concepts developed in the Ohio State Leadership studies. Consid-
eration and initiating structure were key determinants in the develop-
ment of these theories which some have advocated as the single best
style of leadership. One such study was conducted by Blake and Mouton
(1964) which is known as the Managerial Grid.

The Managerial Grid was concerned with defining what it was that
was managed in an organization. Once this was identified, Blake and

Mouton (1964) examined possibilities for the improvement of the



organization. They proposed three organizational universals: orgaani-
zational purposes, people, and power or hierarchy. Essentially the
latter represented the supervision of people by soma type of boss. The
universals are represented graphically on a ¢ by 9 grid (figure 5).
These five ideal types are numbered by degrees of concern. In

s

situational terms, according to Reddin (1971), the ideal type of
manager behavior is described on the grid position as:

1.1 - Impoverished exertion of minimum effort to set required work
done is appropriate to sustaia organizational membership.

1.9 - Country Club thoughtful attention to needs of people for
satisfying relationships leads to a comfortable friendly
organization atmosphere and work tempo.
9.1 - Task efficiency in operations results from arranging condi-
tions of work in such a way that human elements interfere to 2
minimum degree.
9.9 - Team work accomplishment is from committed people; inter-
dependence thrcough a common stake in organization purpose leads co
relationships of trust and respect.
5.5 = Middle of the road. Adequate organizatioa performance is
possible through balancing the necessity to get out work while
maintaining morale of people at a satisfactory level (p. 9).
The universals are represented as concern for people on the vertical
axis and concern for production on the horizontal axis. The points of
interaction represent how the boss applied concera for peorle cr
production to achieve organizational purposes,
In summary, Blake and Mouten (1978) took strong exception tc
situational leadership theories. They did not feel a manager should

change positions of leadership style based on the situation. It was

their belief that the best way to manage was team management approach,
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Figure 5. The managerial grid leadership styles

(Hersey & Blanchard, 1982, p. 9%)
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which for them is management style 9.9, because it was based on maximum
concern for people and production. Further research investigating the
importance of relationship behavior was conducted by Rensis Likert and
his development of the System Four Management theory.

i.ikert and his colleagues at the Institute for Sccial Research at
the University of Michigan emphasized the need to consider both human
resources and capital resources as assets requiring proper management.
The Likert Leadership Model was closely related to the human relations
models with the exception that he recognized situational variables.

Likert's work evolved from a number of studies that he reviewed

in his first major publication, New Patterns of Management (1961). He

conducted a meta-analysis of a number of studies dealing with produc-
tivity and the job-centered versus the employee-centered manager.
Although the conclusions did not always support the employee-centered
manager, it was generally concluded that manazgers who were helpful,
used general supervision, and were employee-centered, were more likely
to have higher-producing sections. Likert was definitely interested in
production and the variables that produce greater effectiveness within
the organization.

System Four Management (Likert, 1967) was based on the uvse of the
principle of supportive relationships, the use of group decision-making
and group methods of supervision, and the manager‘'s high performance
goals. The organization was arranged in working groups rather than

typical man-to-man supervision. The work groups were overlapping
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within the organizational structure in order to develop a linking pin.
This concept allewed for two-way interaction or communication within
various levels of the organization. The grcup process of decision-
making and supervision allowed for communication on important
decisions . The groups were concerned with high productivity, high
quality, and low costs. At the same time, the manager was accountable
for all decisions, for their execution, and for resuits. Likert styles
of organization can be depicted on a continuum through four systems:

System 1 is a task-oriented, highly structured authoritarian
management style.

System 4 is a relationship-oriented management style based on
teamwork, ﬁutual trust, and confidence.

Systems 2 and 3 are intermediate stages between the two extremes.

However, prior to implementing System Four Management, a number
of situatioral variables must be understood. System Four can work only
when each person in an organization is a member of one or more effec~-
tively functioning work groups that have a high level of group loyvalcy,
effective skills, and high performance goals.

Other situational requirements which impose limitatioms on the
decision-making process must be considered. It is the responsibility
of the leader to make the decision if the group is divided in their
opinion on a given topic. However, in some instances, the leader may
disagree with the group and may try to sway the group in another

direction. 1In any case, if the leader decides to follow the group
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concerns, the responsibility for the outcome is the leader's. The
final variable to conmsider is time. Ir certain cases the time factor
for reaching a decision does not provide sufficient time for research
and discussion through the group process. In those instances the
leader must make the decision (Likert, 1961).

In summary, Likert's System Four was concerned with the human-
istic element and production. It stated that proper concern for the
employee, with a means to provide for group decisions and twoc-way
communication, would result in higher production when the group and the
manager were dedicated to the goals of the organizationm.

As a result of this humanistic approach to management, a problem
began to emerge for the modern manager. The manager became very
concerned about how one could act democratically with followers and at
the same time maintain the necessary control and authority within the
organization in order to complete specified tasks. As a result of
research and training, there was a question as to the efficiency of
highly directive leadership and an increasing emphasis on problems
concerning the motivation and needs of followers. The end result of
this left a manager with some confusion and concerns. The manager was
often divided between exerting strong directive leadership or laissez
faire permissive leadership. Tannenbaum and Schmidt (1958) offered
scme relief to these confused managers by presenting & concept of a

range of possible behaviors available tc the manager.
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Tannenbaum and Schmidt (1958) developed a theory offering
different patterns of leadership behavior that a manager could choose
from in relating himself to his subordinates. This was a reaction to
the assumptions concerning leadership as being either democratic or
authoritarian. Their concept of observed leadership behavior over a
continuum (authoritarian to a democratic leader) was based upon three
factors a manager should consider in deciding how to lead his group.
These were (p. 65):

1. Forces in the manager

a. leader's value system

b. 1leader's confidence in subordinates

¢. leader's inclination

d. 1leader's feeling of insecurity in an uncertain
situation

2. Forces in the subordinate

a. high need for independence

b. readiness to assume responsibility for decision making
c. 1interest in problem and feelings that it is important
d. 1identity with goals ¢f the organization

e. knowledge and expertise to deal with problems

f. expectations in sharing decisions

g. confidence in the leader
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3. Forces in the situation
a. type of organization
b. group effectiveness
c. problem itself
d. pressure of time

Therefore, before a manager could make a decision the three
forces had to be considered. Depending upon these forces, the manager
could apply the degree of supervision needed to attain the task
desired. The forces of manager authority and subordinate freedom are
depicted in figure 6.

This continuum moved from a highly autocratic process to that of
a process in which the group made decisions within prescribed limits.
The leader had to make a choice as to what point on this continuum
would be used by the manager.

It is obvious from this information that managers were even
anxious about their responsibility and the effectiveness of their
followers to complete a given task. Along with this concern the
managers were conscious of the motivation and needs of their followers.
Several writers began to address themselves to these situaticnal
concerns which opened a new field of leadership study called ccn-—

tingency management.
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Contingency Leadership Studies

One such researcher, Fred Fiedler (1967), in an attempt to
categorize leadership styles in terms of decisive and participatory
styles, based his theory on specific circumstances under which various
leadership styles are most appropriate, indicating that one style does
not fit all situationms. His Contingency Model theory "...postulates
that effectiveness of a group is contingent upon the relationship
between leadership style and the degree to which the group situation
enables the leader to exert influence”" (p. 13). He defined leadership
stvle "...as the underlying need structure of the individual which
motivates his behavior in various leadership situatioms’ (p. 153).

The Contingency theory postulated two major leadership styles:
primarily task oriented and primarily relationship oriented. Fiedler
measured leadership styles by use of interpersonal perception scores on
a questionnaire that asked the leader to describe his’ most and least
preferred co-worker or LPC (least preferred co-worker). He found that:

...task oriented type of leadership style is more effective on
group situations which are either very favorable for the leader or
which are very unfavorable. The relationship oriented leadership
style is more effective in situations which are intermediate in

favorableness. Favorableness of a situation is defined as the
degree to which the situation enables the leader to exert influence

over his group (p. 20).
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To analyze the group with which he is going to work, the leader
needs to determine the following factors about the group and choose his
style accordingly and/or change the composition of the group or the
situation (figure 7). The factors in order of importance are:

1. Leader member personal relationship

2. Task structure

3. Position power of the leader.

Leader—-member relations are the degree to which a leader is
personally liked and accepted. It is undoubtedly the single most
important factor determining interactions between the leader and his
group.

Task structure is normally thought of in two dimensions, highly
structured or unstructured. Some situations have highly regimented
tasks while others require creativity and development befcre the task
is clearly identified.

Position power is the ability of the leader to command respect
and loyalty along with the authority to carry out the responsibility of
the leader. In some situations groups demand exertive leadership
while others require more permissive leadership.

With these concepts in mind, it is necessary to see how the
concept of situational favorableness and leadership style interact. It
has been found that when a leader is well liked, has a clearly defined
task, and is in a powerful position, he/she is in a highly favorable

position to complete the assigned task. In reverse, a leader who is



49

Effective . ] . i R
£ Style->Task—or1ented Relations-criented Task~crisnted
Leader . . »
Favorable Intermediate Unfavorable
influence "R o 7
r N 2 Vil -
1. 2 4 5 6 7 8
Leader-member ! I
R Good Moderate Poor
relations ‘;
Task structure| Structured | Unstructured Struétured Unstructured
{
Leader position ; . . 5 . o e
S*x W% S* W %% S* Wk S* Wk
power
*S = Strong
#% = Weak
Figure 7. Tiedler's contingency theory of leadership

(Fiedler, 1967, p. 54)



disliked, has a vague task, and is powerless is in a very poor posi-
tion. Further, Fiedler (1965) postulated that in very favorable or
unfavorable situations in which the task must be accomplished by group
effert, the autocratic, task-oriented, managing leader works best. In
situations of moderate difficulty or with less structure, the non-
directive, permissive, relation-oriented leader is more successful.

In summary, Fiedler used his Contingency theory to analyze the
impact of training and experience on leadership effectiveness. He
cencluded that what training actually increased was not leadership
effectiveness, but the favorability of the leader's situation. A
second researcher who was concerned with effectiveness and the ability
of the leader to change his style was William Reddin.

William Reddin (1971) developad a theory of managerial effec-—
tiveness referred to as 3-D theory. He clearly called his theory a
situational theory. The term 3-D referred to the most effective
leadership style since it was a style that iategrated three dimensions
of behavior in Reddin's theory. Using dimensions of leadership
behavior, task orientation (TO), and relationship orientation (RO}, he
developed four leadership styles of behavior (figure 8).

As previous behavioral studies indicated, Reddin utilized the
concept that any one style is not effective in all situations. He then
introduced a2 third dimension, effectiveness, indicating that effec~
tiveness of a style depends on the situaticn in which it is used.

Therefore, each of his four basic styles, related, integrated,
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separated, and dedicated, have a less effective and more effective
equivalent resulting in four less effective and four more effective
leadership styles.

The dedicated manager tended to dominate others., He was classi-
fied as high task and low relationship. This person identifies with
the organization, tends to emphasize the technical rather than the
human system, and is highly production~oriented.

The integrated manager likes to be a part of the work situation,
is concerned about communication, and emphasizes good teamwork.
GCenerally, this person would be classified as high task and high
relationship.

The related manager accepts his subordinates as he finds them.
He generally is not overly concerned about time and production and
views the organization as a social system. This person is considered
to be low task and high relationship.

Finally, the separated manager ig concerned about status quo,
generally writes all communications, and has little personal contact
with subordinates. Generally, this manager identifies with the
organization as a whole and is considered to be low task and low
relationship.

Reddin (1970) added the dimension of effectiveness and inef-
fectiveness to these basic styles. In certain cases, the basic style

can be effective and appropriate under certain conditions.
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The following are less effective and more effective styles in

relation to Reddin's basic styles:

Less Effective Basic Style More Effective
Compromiser Integrated Executive
Autocrat Dedicated Benevolent

Auatocrat
Missionary Related Developer
Deserter Separated Bureaucrat

In order to understand the effectiveness dimension of each of
these basic styles, one should examine the continuum of ineffective-
effective,

The compromiser understands advantages of being criented to task
and relationship behavior but is unwilling to make decisions, while the
effective counterpart, the executive, maximizes efforts of others in
relationship to long~ and short-term goals.

The autocrat puts the immediate task before all other consid-
erations at the expense of all relationships, while the benevolent
autocrat is self-assured regarding the ability to do the job. This

arson is concerned with long- and sheort-range goals while having the
ability to induce others te do what is needed without creating
resentment .,

Inversely, the missionary puts harmony and relationships above
all other considerations. This person's ineffectiveness stems from

failure to take risks that may disrupt order and bring about hizher
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production. The developer, on the other hand, places trust in people,
develops the talents of others, and provides a work atmosphere condu-—
cive to maximum satisfaction and motivation of the individual.

The deserter often displays a lack of interest
in both task and relationship. This attitude creates a morale problem
with subordinates. The bureaucrat does not display interest either,
but follows the rules and policies which makes him effective.

Effectiveness is determined by the qualities that a manager
possesses. These qualities are in terms of skills the manager must
possess as no one style is always effective. Reddimn (1970) states that
“three managerial skills are necessary if the manager is to be effec-
tive; namely, Situational Sensitivity, Style Flexibility, and
Situational Management skill" (p. 15).

Situational sensitivity means the manager must be able to read
and diagnose the situation in order to match leadership style to the
needs of the situation. Style flexibility is the manager's skill to
use a number of styles as varying situations present themszselves.

According to Xeddin, these eight managerial styles then are not
eight additional kinds of behavior. They are the names given to the
four basic styles when used appropriately or inappropriately. Through
the use of both basic and managerial styles, 3-D distinguishes
sharply between behavior and effectiveness of behavior. In his 3-D
Maragement Style theory, Reddin was the first to add an effectiveness

dimension to the task concern and relationship concern dimensions of
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earlier attitudinal models such as the Managerial Grid. His pioneer
work influenced the development of the Tri-Dimensional Leader Effec-
tiveness Model which postulated that a variety of styles may be
effective or ineffective depending upon the situation.

Through adding an effectiveness dimension to the task behavior
and relationship behavior dimensions of the earlier Ohio State Leader-
ship Mecdel, Reddin integrated the concepts of leader style with
situational demands of a specific enviromment. When the style of a
leader is appropriate to a given situation, it is termed effective;
when the style is inappropriate to a given situation, it is termed
ineffective. Therefore, if the effectiveness of a leader-behavior
style depends upon the situation in which it is used, it foliows that
any of the basic styles may be effective or ineffective depending upon
the situation. The difference between the effective and ineffective
styles is often not the actual behavior of the leader but the appro-
priateness of this behavior to the enviromment in which it is used, The
third dimension is the environment which, depending on the interaction
of the basic style, results in the degree of effectivenss or
ineffeciveness.

According to Hersey and Blanchard (1982) conceraing the Reddin
Model, it is impertant to keep in mind that the third dimension is the
environment in which the leader is operating. One might think of the
leader's basic style as a particular stimulus, and it is the response

to this stimulus that can be considered effective or ineffective. Also,
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it is an important part because theorists and practitioners who argue
that there is one best style of leadercship are making value judgments
about the stimulus, while those taking a situational approach to
leadership are evaluating the response or the results rather than the
stimulus. This concept is illustrated in the diagram below (figure 9).
Effectiveness appears to be an either/or situation in this model;
in reality it should be represented as a continuum. Any given style in
a particular situation could fall somewhere on this continuum from
extremely effective to extremely ineffective. Therefore, effectiveness
is a matter of degree and there could be an infinite number of forces
on the effectiveness dimension rather than only three. To demonstrate
this fact, the effectiveness dimension has been divided into quartiles
ranging on the effective side from +1 to +4 and on the ineffective side
from -1 to -4 (Greene, 1979). The four effective and the fcur inef-
fective styles are, in essence, how appropriate a leader's basic style
is to a given situation as seen by followers and associates. Table 1
briefly describes one of the many different ways each style might be
perceived as effective or ineffective by others (Hersey & Blanchard,

1982).

1))

In summary, the effectiveness of the leader will depend on th
appropriate behavicr he/she is to choose to match the situation. Reddin
lists the skills a leader needs to use in order to diagnose and, if

necessary, change the situation. These skills are:
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Table 1.

Basic Styles

High task
and low
relationship
(telling)

High task
and high
relationship
(selling)

High
relationship
and low

task
(partici-
pating)

Low
relationship
and low

task
(delegating)
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How the basic leader behavior styles may be seen by

others when they are effective or ineffective

(Hersey & Blanchard, 1982, p. 107)

Effective

Seen as having well-
defined methods for

accomplishing goals

that are helpful to

the followers

Seen as satisfying the
needs of the group for
setting goals and
organizing work, but
also providing high
levels of socio-
emotional support

Seen as having implicit
trust in people and as
being primarily
concerned with faci-
litating their goal
accomplishment

Seen as appropriately
delegating to subor-
dinates decisions about
how the work should be
done and providing
little socioemotional
support where little is
needed by the group

Ineffective

Seen as imposing metheds
on others; sometimes seen
as unpleasant, and inter-
ested only in short-run
output

Seen as initiating more
structure than 1s needed
by the group and often
appears not tc be genuine
in interpersonal relation-
ships

Seen as primarily
interested in harmony;
sometimes seen as
unwilling to accomplish

a task if it risks
disrupting a relationship
or losing ''good person"
image

Seen as providing little
structure or socio-
emotional support when
needed by members of the
group
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1. Style flex - leader's flexibility to change his style to fit
the situation.

2. Situational sensitivity - skill to read the situation.

3. Situational management skill - skill to change the situation

if it needs to be changed.

Both style flex and situationral management skills were direct
reflections of Fiedler's Contingency theory. Ideal leadership styles
which were most cffective were developer, bureaucratic, benevolent
dictator, and executive, All of these styles inteérate a high level of
RO>and TO dimensicas. Finally, Reddin felt that his 3-D theory could
be used to train better managers.

Reddin's research indicated a positive response in answer to the
general problem of this thesis. Did an effective leader utilize more
than one leadership style in dealing with his followers? The purpose
of this study was to examine the model of Situational Leadership
Theory; namely, that the leader's effectiveness resulted from the
adaption of leadership style to the follower's task-relevant maturity.
Recent Situational Leadership research indicated that task-relevant
maturity was closely related to the needs of the followers. The stated
preblem in this research involves the concept of not only leadership
effectiveness and style, but also follower maturity. A possible
solution was found in Hersey and Blanchard's Situational Leadership

Theory.



This theory maintained that the leader should engage in different
combinations of task and relationship behavior depending upon the
maturity of members of the group in relation to a spacific task.
According to their model, task behavior organized and defined the roles
of followers and explained what, when, where, and how tasks were to be
accomplished (Hersey & Blanchard, 1982).

Originally, the theory was called the Life Cycle Theory of
Leadership (Hersey & Blanchard, 1969) and emphasized the follower as
well as the leader. It was concerned with the amount of structure and
socioemotional support necessary in relation to the maturity cf the
follower. It was felt that as the leader and foilower develcoped a
mutual trust and respeét, the leader and follower would experience
developmental changes in their relationships through a process that
would develop a mature and effective follower. It was the belief of
the authors that,

An organization is a unique living organism whose basic compcnent

is the individual and this individual is our fundamental unit cf

study. Thus, our concentration is on the interacticn of people,

motivation, and leadership (Hersey & Blanchard, 1982, p. 14).
Hersey and Blanchard's (1982) most recent work, Situational Leadership
Theory, was described theoretically and practically so it could used by
practicing leaders to understand and hopefully modify their leadership
styles.

As did other situational theorists, Hersey and Blanchard (1982)

reaffirmed their positioniregarding the need for more than a single

style of leadership. They stated:
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The multiplicity of role demands require today's educational
administrator to be an adaptive leader; that is — an individual who
has the ability to vary his leadership behavior appropriatzly in
differing situations. Although early literature in educational
administration and management seemed to suggest a single ideal or
normative style, the preponderance of evidence from recent empir-
ical studies clearly indicates that there is no single all-purpose
leadership style. Successful leaders are those who can adapt their
leader behavior to meet the demands of their own uanique environment
(p. 309).

Hersey and Blanchard were concerned with the process of manage-
ment which leads to the accomplishment of organizational goals and
objectives. They stated that management is a special kind of leader-
ship in which accomplishment of organizational geoals is paramount.

Leadership (Hersey & Blanchard, 1982) was defined as:

The process of influencing the activities of an individual or a
group in efforts toward goal achievement in a giver situation.
From this definition of leadership, it follows that the leadership
process is a function of the leader, the follower, and other
situational variables (p. 84).

To be an effective leader one must possess three key skills. The
skills are technical skill, which refers to the process regquired to
perform specific tasks; human skill, which refers to the ability and
judgment to work through people; and conceptual skill, which refers to
the ability to understand the overall organization and the place of
one's own responsibility within an organization (XKatz, 1955).

With these points in mind, let us examine the major con:epts of

Situational Leadership theory. As with most of the theories which have

been reviewed, the basic theoretical concepts came from the research of



the Ohio State Leadership Studies. The elements of initiating struc-
ture and consideration were identical to task and relationship

behaviors.
Hersey and Blanchard (1982) defined task behavior as:
The extent to which leaders are likely to organize and define roles
of members of their group (followers); who explain what activities
each is to do and when, where and how tasks are to be accompliished;
characterized by endeavoring to establish well defined patterns of

organization, channels of communication, and ways to getting jobs
accomplished.

Relationship behavior is defined as:

The extent to which leaders are likely to maintain personal
relationships hetween themselves and members of their group
{(followers) by opening up channels of communication, providing
socio—-emotional support, psychological strokes, and facilitating
behavior (p. 103-104).

Based on Situational Leadership Theory, these behaviors were not
seen as either/or behaviors but as varying combinations to meet the
needs of the situation.

The amount of each of these behaviors resulted in the development

of four leadership styles:

High Task/Low Relationship was referred to as telling because it

was characterized by one-way communication in which the leader definesd
the roles of followers and told them what, how, when, and where to do

various tasks.
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High Task/High Relationship Behavior was referred to as selling

because with this style most of the direction was still provided by the
leader. He or she also attempted through two-way communication and
socioemotional support to stimulate the follower(s) into accepting
decisions that had been made.

High Relationship/Low Task Behavior was called participating

because with this style the leader and the follower(s) shared in
decision—-making through two-way communication and much facilitating
behavior from the leader since the follower(s) had the ability and
knowledge to perform the task.

Low Relationship/Low Task Behavior was labeled delegating because

the style allowgd follower(s) to "run his own show" through delegation
and general supervision since the follower(s) was high in both task and
psychological maturity.

Situational Leadership Theory was based on the strength of these
behaviors in relation to a third factor of follower maturity. Maturity
was defined by Hersey and Blanchard (1982),

...as the capacity to set high but attainable goals (achievement-
motivation), willingness and ability to take responsibility, and
education and/or experience of an individual or a group (p. 161).
Figure 10 shows the relationship of group maturity to a particular
task. The leader engaged in high task/low relationship behavior (S1)
with that group. A very mature (M4) group required low task/low

relationship (S4) behavior from the leader. The effective leader was

one who accurately assessed the group's maturity and adapted the leader
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behavior accordingly. As the level of maturity of the followers
continued to increase in terms of task accomplishment, leaders began to
reduce their task behavior. These variables of maturity would be
considered only in relation to a specific task to be performed. That
is to say, an individual or a group was not mature or immature in any
total sense. People tended to have varying degrees of maturity
depending on the specific task, function, or objective that a leader
was attempting to accomplish through their efforts. Thus, a teacher
may have been very responsible in organizing lesson plans but very
casual about handling discipline in the classroom. As a result, it may
have been appropriate for a principal to provide little supervision
for this teacher when organizing the classroom curriculum, yet closely
supervise when class discipline was the issue.

In other words according to Situational Leadership Theory (Hersey
& Blanchard, 1982), the level of maturity of their followers continued
to increase in terms of accomplishing a specific task and leaders began
to reduce their task behavior and increase their relationship behavior.
This would have been the case until the individual or group reached a
moderate level of maturity. As the followers began to move into an
above average level of maturity, it became appropriate for leaders to
decrease not only task behavior but relationship behavior as well. Now
the individual or group was not only mature in terms of the performance

of the task but also is psychologically mature.
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Since the individual and group provided their own strokes and
reinforcement, a great deal of socioemotional support from the leader
was no longer necessary. People at this maturity level saw a reduction
of close supervision and an increase in delegation by the leader as a
positive indication of trust and confidence. Thus, Situational
Leadership Theory focused on the appropriateness or effectiveness of
leadership styles according to the task-relevant maturity of the
followers. This cycle was illustrated by a bell-shaped curve super-—
imposed upon the four leadership quadrants, as shown in figure 10. It
meant that as the maturity level of one's followers develops along the
continuum from immature to mature, the appropriate style of leadership
moved accordingly along the curvilinear function (figure 10).

To determine which leadership style was appropriate toc use in a
given situation, one had to determine first the maturity level of the
individual or group in relation to a specific task that the leader was
attempting to accomplish through their efforts. Once this maturity
level was identified, the appropriate leadership style could be
determined by constructing a right angle (90 degree angle) from the
point on the continuum that identified the maturity level of the
followers to a point where it intersected on the curvilinear function
in the style of the leader portion of the model. The quadrant in which
that intersection tcok place suggested the appropriate style to be used
by the leader in that situation with followers of that maturity level.

Let us look at an example in figure 10.
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Suppose a superintendent has determined that a principal's
maturity level in terms of administrative paper work (reports, atten-
dance records) is low. Using Situational Leadership Theory, he or she
would place an X on the maturity continuum as shown in figure 10 (above
M1). Once the superintendent had decided that he or she wanted to
influence the principal's behavior in this area, the superintendent
could determine the appropriate initial style to use by constructing a
right angle from the X drawn on the maturity continuum to a point where
it intersects the bell-shaped curve (designated in figure 10 by 0).
Since the intersection occurred in the S1 quadrant, it is suggested
that when working with people who demonstrated M1 maturity on a
particular task, a leader would use an 81 style (high task/low rala-
tionship behavior). If one followed this technique for determining the
appropriate leadership style for all four of the maturity levels, it
would become clear that the four maturity designations (M1, M2, M3, M4)
corresponded to the four leader behavior designations (S1, S2, S3, S4);
that is, Ml maturity needed S} style, M2 maturity needed S2 style, etec.

In this example, low relationship behavior did not mean that the
superintendent was not friendly or personable to the principal. It was
suggested that the superintendant, in supervising the principal's
handling of administrative paper work, should spend mcre time directing
the principal in what to do and how, when, and where to do it, than

providing socioemctional support and reinforcement. The increased



relationship behavior should occur when the principal begins tec
demonstrate the ability to handle necessary admiaistrative paper work.
At that point, a movement from Style 1 tc Style 2 may be appropriate.

Situational Leadership Theory contended that in working with
people who were low in maturity (Ml) in terms of accomplishing a
¢cpecific task, a high task/low relationship (S1) had the highest
probability of success; in dealing with people who were of low to
moderate maturity (M2), a moderate structure and socio-emotional style
(82) appeared to be most appropriate; while in working with peocple who
were of moderate to high maturity (M3) in terms of accomplishing a
specific task, a high relationship/low task style (S3) had the highest
probability of success; and finally, a low relationship/low task style
(S4) had the highest probability of success in working with people of
high task relevant maturity (M4). Thus Situational Leadarship was the
interaction between the amount of direction and socioemotional support
in relation to the needs of the follower. Needs in this case were in
relation to the maturity of the individual to perform and be confident
in that performance.

The leader diagnosed the situation t» determine the maturity of
followers. It was advocated that as the maturity of followers
increased in terms of accomplishment of specific tasks, the leader
would begin to reduce task behavior and increase relatiorship beha~-
vior. The reverse was true in cases where the individual or group was

less mature.
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As followers became above-average in maturity, it was expected
that the leader should reduce both task and relationship behaviors. It
was felt that a person or group that had achieved this level of
sophistication was able to provide personal direction and those
necessary psychological strokes. Essentially, Situational Leadership
Theory states that when a leader diagnosed a particular situation and
chose a style that was most appropriate to that situation, the result
was a highly effective interaction of leadership style and follower
maturity which resulted in the ultimate in production.

Cawelti (1979) stated that "the maturity level is an insufficient
determinant of leadership style" (p. 377). He felt it was an important
facter which was not developed in the well known Ohio State Studies on
initiating structure and consideration behavior, nor was it used in
Blake and Moutorn's Managerial Grid where the most appropriate style
demonstrated equal concern for people and production. For Cawelti, a
more difficult aspect of leadership training was the matter of appro-
priate relationship behavior. He stated,

People can be trained to improve task behavior such as goal
setting, structuring work, etc., more easily than to learn how to
use praise and socioemotional support (relationship behavior)
effectively (p. 400).

The questicn then arose: Can an individual change his leader-
ship style? Leadership style, as used in the literature, was
frequently defined by two major leader behaviors, consideration and

structure. It was the perceived behavior pattern that a person

exhibits when attempting to influence the activities of others. These



behaviors, identified by Halpin (1957) in the Ohio StaterUniversity
studies, are measured by asking subordinates to rate behaviors. While
some people tended to be more democratic and considerate or directive
and structuring in their approach than others, Fiedler (1953) in a
article considered to what extent these behaviors could be

changed at will as required by many leadership training programs. Hs
feels that there is little evidence that this can be dome. One reason
was that individuals did not see themselves accurately, that is, as
others see them,

To illustrate this perception problem, Fiedler (1967) described a
study by I. R. Gochman in which self-descriptions of considerate and
structuring behaviors from 40 leaders of small military units were
obtained. Gochman then asked the leaders' subordinates to describe the
leaders' behaviors on an identical questionnaire. Although the leaders
and subordinates were in close daily contact, the correlation between
leader- and member-described consideration scores was only 0.23 and
that for structuring was only 0.18, neither being significant.

Fiedler concludes that "it seems highly unlikely, therefore, that
these leaders can choose to change their behavior in a specific way
that will be apparent to the members of the group" (p. 395). He felt
that the goal of training be construed as teaching leaders to modify
their situations rather than their leadership style in order to bring

about improved organization performance.



According ton Huckaby (1980}, situational models, as proposed by
Fiedler and Hersey and Blanchard, were based on a need to recognize
that the appropriateness of any leada2rship style depended on the extent
to which it was suited to the situation. These models providad
knowledge in the form of conceptual tools that assisted leaders in
understanding the relationship between certain situational demands and
leader effectiveness. '"Knowledgeable leaders pcossess many tools and
have the ability to employ them appropriately' (p. 615).

Using the constructs in their model, Hersey and Blanchard
required more data te suppcrt their hypotheses regarding Sitvational
Leadership theory. Consequently, they developed the Leader Effec-
tiveness and Adaptability Description instrument which will be dis-
cussed in detail in Chapter III. Basically, this instrument was u;ed
by Hersey and Blanchard to help leaders examine their leadership style,
style range and leadership effectiveness. These leadership variables
will be extensively examined in the final phase of this literature

review.

Situational Leadership Studies

The current writers researching Situational Lesdership Theory
have demonstrated that organizational leadership had two major dimen-
sions--the performance of the organization and the socioemotional needs
of persons in the organization. In additiom, the majority of the

evidence showed that no one style of leadership is consistently more
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effective than another. Leaders perceived to be moreeffective are
task-oriented at times and concerned with socio-emotional needs at
other times. One such study which examined leadership style and effec-
tiveness in a school setting was conducted by Smith (1975).

Smith found support for the precursor to Situational Leadership
Theory, Hersey and Blanchard's Life Cycle Leadership Theory, in her
investigation of the relationship between leader effectiveness and the
existence of a match of leadership style with follower maturity in
urban elementary schools. Follower maturity was defined as teacher's
time competence and inner-directed support or independence, and was
measured by a Personnel Orientation Inventory. Principals' leader
effectiveness was defined in terms of three types of school district
data: student achievement test scores, student attitudes about school,
and teachar job satisfaction. Principals' leadership styles were
identified by principal responses to the Leader Effectiveness and
Adaptability Description.

Smith found significant positive correlations between effec-
tiveness and Style 1 behavior when matched with low-level follower
maturity and effectiveness, and Style 2 and 3 when matched with
average~level follower maturity. Further, a stepwise regression of

time-competence, task, and relationship as related to effectiveness

showed the directions of the relationships to be as predicted by the
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Life Cycle theory. Smith concluded that the findings suggested appli-
cability of this theory in the selecting, pairing, and training of
urban elementary schecl principals and staff.

Beck (1978) identified the teacher maturity level of his elemen-
tary school sample by teachers' and principals' responses to a maturity
scale developed by Hambleton, Blanchard, and Hersey. He investigated
the concept that leader effectiveness results from the adaptation of
leadership style to follower task relevant maturity. A field test was
designed with twenty—-one elementary school principals and eighty-five
teachers to research this Situational Leadership Theory major concept.

The conclusions reported were that there were strong indications
that the maturity scale did not discriminate levels of the relevant
maturity accurately. There were also questions about the instruments
which measured leadership and effectiveness and the data cocllection
procedure. As a result of these methodoliogical problems, the
researcher was unable to make a definitive statement sbout the validity
of Situational Leadership theory. However, some conclusions were
possible. First, there was a tendency for Style 2 (high relation-
ship/high task) to be perceived as the most effective style regardless
of the followers' maturity level. Second, the high relstionship styles
(82-83) were perceived to be significantly more effective than the low

relationship styles {31-S84) regardless of task~relevant maturity.
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Clark (1981) also used the Hambletcn, Blanchard and Hersey
Maturity Scale to identify teacher maturity level, but had only the
teacher participants respond to the instrument. He field-tested the
Situational Leadership Theory Model using a sample of 50 principals,
275 teachers and 7 central office supervisors in a large city school
district in Massachusetts. Each follcwer completed the leadership
style and maturity scale instruments relative to a specific task
generated by a state-mandated teacher evaluation program. The panel of
seven central office supervisors provided leader effectiveness data on
esch principal. Clark reported:

In soma cases leadership style/maturity level matches were corre-
lated with high leader effectiveness; in other cases, style-
maturity matches were associated with low leader effectiveness (p.
4900) .
Again, the Maturity Scale appeared to fail to discriminate levels of
maturity and the validity results were inconclusive. As in the Beck
(1978) study, Styles 2, 3, and 4 were considered by teachers to be
effective in some situations, with the high relationship styles (Styles
2 and 3) rated as most effective. Style 4 was considered least
effective in many cases, even when matched with the theoretically
appropriate maturity level. Style 3 was found to be the most prevalent
style, i.e., the style exhibited most frequently by principals.

These conclusions suggest the need to conduct future research in

various education settings with improved methodology and refined

instrumentation. Further, Situational Leadership Theory should have

perhaps been adapted for use in public school districts by compensating



for the apparent need of the followers for high relationship leader
behaviors. Also, the concept of degree of difficﬁlty should be
integrated into the task-relevant component of the follower maturity
level portion of the theory to encourage followers to report lower
levels of maturity. In addition, the past and/or present leader/
follower relationship should be factored into the leadership style
portion of the Situational Leadership Theory.

Boucher (1980) examined the relationship between leader effec-
tiveness and the existence of a match of leadership style with follower
maturity in a college-level intramural/recreational sport enviromment.
Maturity level of student followers was identified by student responses
to an Ability to Perform Appraisal form, and leader effectiveness of
program directors was identified by student responses to a Leadership
Effectiveness Appraisal form. Leadership style was considered to be
two dimensional, consisting of task-oriented and relationship-oriented
behavior. Task relevant ability maturity was the psychological
willingness and the technical, educational, or experimental capa-
bilities to perform a job optimally. Leadership effectiveness was
considered to be the dependent variable based upon the perception of
the individual follower. A total of 174 leader—fcllower dyads from 120
randomly selected colleges and universities were used in the study.

The results of the study suggest the partial validation of the
Situational Leadership Theory model. Matches were considered to be

leader dyads where the leader style and followers task relevant ability
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were congrueant. A T-test yieided a T of 294, indicating there was a
meaningful difference in the mean effectiveness of the Situational
Leadership Theory variables., Boucher then conducted four separate
analyses of each leadership quadrant. He discovered a statistically
significant relationship in all but the Style 2 quadrant of high
relationship and high task. Specifically, he grouped his data into
leader style/follower maturity matches and nonmatches. He found mean
effectiveness for the matched groups to be significantly higher than
for the ummatched groups. However, when the interaction between match
and effectiveness was analyzed separately for each leadership style,
three of the four styles yielded nonsignificant results. Boucher
concluded that the findings suggested partial validation of the
Situational Leadership Theory Model in intramural/recreational sport
enviromments.

Other studies investigated correlations of principals' leadership
effectiveness with other variables. Fish (1981) investigated the
relationship between principals' leadership styles and leader effec-
tiveness as indicated by teacher satisfaction with the early childhood
program in which they worked. Principals' leadership styles were
identified using two versions of the Situational Leadership questioa-
naire: the LEAD-Self for the principals' responses, and the LEAD-Other
for teachers' responses. Level of teacher satisfaction was identified
through the use of a questionnaire designed by the researcher. This

research method was somewhat different from all of the studies reported
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in this review. All of the other studies chiefly used a quantitative
design which was rooted in statistical procedures. The qualitative
design of Fish relied on observation, interviews, and some quantitative
procedures. She observed and interviewed directors, teachers, and
parents from seven large child development centers. Fish also admini-
stered two leadership questionnaires, the LEAD-Self and LEAD-Other
instruments (see Appendices A and B) in order to compare her findings.
The comparison of data produced some discrepancy between the
questionnaire data and the interview data. Specifically, the question-
naires were reporting the traditional results, namely the support for
relationship behavior and less task~relevant behavior. However, when
she probed into the concerns and recommendations of her interviaw data,
she discovered a strong support for task-relevant behavior from both
leaders and followers. These results were in direct contrast to the
findings of Beck and Clark. They both supported che concept that
followers and leaders seldom preferred task-relevant behavior over
relationship behavicr. Beck, Clark and Fish determined effectiveness
through the perceptions of followers concerning the leaders' behaviors,
clearly suggesting that high relationship behaviors from leaders
appeared to be needed by followers, independent of their task maturi:ty

level. Also, low relationship behavior by leaders appeared not to be
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desired by followers at any maturity level. Conversely, 'the percepticn
of supervisors regarding leaders who do not behave in a Style 1 (high
task/low relationship) and Style 4 (low task/low relationship) mode

are perceived as ineffective" (p. 1469).

Diamond (1979) investigated the relationships betweea XK-5
teachers' perceptions of the elementary principals’ effectiveness in
the utilization of situational leadership and the teachers' self-
assessed levels of self-actualization. More specifically, an attempt
was made to determine the following: (1) If there was a significant
relationship between the effectiveness of the elementary principals’
use of situational leadership behavior, as measured by Hersey aad
Blanchard's Leadership Effectiveness Adaptability Description (LEAD-
Other) and K-5 teachers' level of self-actualization as measured by
Shostrom's Personal Orientation Inventory (POI). (2) If teachers'
perceptions of any variables within the LEAD-Other (style, style
profile, style adaptability) were consistently identified with high
levels of self-actualization. (3) If there were any subvariables
within the POI which were consistently identified with high levels of
LEAD adaptability.

From a sample of 116 classroom teachers (K-5) in a small district
in Florida, data were collected utilizing Shostrom's Personal Orien-
tation Inventory (POI) and Hersey and Blanchard's Leadership Effec-
tiveness Adaptability Description (LEAD-Other) instruments. Diamond

found no statistically significant relationship between effectiveness
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scores and teachers' self-assessed levels of self-actualization. The
LEAD-Other data of this study did indicate that teachers who perceived
the principal as effective also perceived the principal's leadership
pehavior as a Style 2. Teachers who perceived the principal as
jneffective perceived the leader behavior as Style 4. There was little
difference between the number of teachers who viewed their principals’
leadership behavior as Style 2 versus Style 4.

Diamond concluded his study with specific recommendations for
further study. They included: (1) studies to determine if principals
could be trained to vary their leadership style; (2) studies to
determine the teachers' perceptions of their principals' actual
" behavior rather than through analysis of test scores only; and (3)
studies to determine appropriate norms fcr teacher populations on the
POI.

Weston (1979) conducted a study comparing elementary school
principals' leadership effectiveness and styles with theose of directors
of elementary education using a Hersey and Blanchard instrument titled
LEAD-Schcols. Specifically, the study examined differences between
elementary principals and directors of elementary education on vari-
ables of leadership effectiveness, leadership style, and style range in

relation to schocl situations described in LEAD-Schools, an experi-

mental iastrument developed by Hersey, Blanchard and Hambleton.
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The subjects were a random sample of elementary principals and
all directors of elementary educaticn in the Ccoperating School
District of the St. Louis Suburban Area. Each subject was mailed
LEAD-Schools and asked to respond. The total sample was eighty-four
elementary principals and directors of elementary education. The final
sample included fifty-eight subjects or sixty-nine percent of the
original sample.

Weston reported that the results of an analysis of variance
indicated more similarities than differences between the two leader
groups. On a forty-point effectiveness scale, the mean effectiveness
score was 17.56 for principals and 15.92 for directors. Both groups
had a dominant leadership style of high task/high relationship {(Style
2) and both failed to use the style of low task/low relationship (Style
4) to any degree.

Walter et al. (1980) examined the validity issue by investigating
the relationship between responses on a version of the Leader Behavior
Description Questionnaire (LBDQ-XII) and responses on a newly developed
education version of LEAD-Self. It was assumed that both instruments
would measure common constructs. The LEAD measures task and rela-
tionship behavior and the LBDQ-XII measures, among other dimensious,
initiating structure and consideration. Their findings indicated that
principals perceived by teachers as "always" initiating structure
tended to have high task/low relationship (Style 1) responses oun the

LEAD-Self and did not have high effectiveness scores. Principals
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perceived as "seldom'" or "never" initiating stcructure teaded to have
low task/high relationship (Style 3) responses on the LEAD-Self. These
findings were considered to be some indication of validity of the
education version of the LEAD.

Further, principals indicating high task/low relationship
behaviors (Style 1) were viewed by teachers as counsiderate, whereas
principals indicating high task/high relationship behaviors (Style 2)
were perceived as being zble to reconcile conflicting demands.
Principals indicating high relationship/low task behavior (Style 3)
were viewed unfavorably by teachers. Teachers saw them as not assuming
their proper role, and as unable to reconcile conflicting demands,
tolerate uncertainty, or predict outcomes accurately. Principals
indicating low task/lew relationship behaviors (Style 4) were perceivad

as emphasizing production.

Summarz

Leadership in general and effective leadership were the fccus cof
investigation and research. Research in leadership was divided into
three distinct periods. The first period (pre-Ohio State Leadership
Studies) focused on theories which sought to identify specific person-
ality traits which distinguished leaders from non-leaders, while the
second period (Ohio State Leadership Studies) focused on leadership
Style theories. The researchers attempted to find a particular

leadership style that was the most effective. The development of the
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Ohio State Model which proposed two dimensions, initiating structure
and consideration, was used to form a matrix for the development of
four different leadership styles. However, the variety of the studies
which tested four different styles indicated that there was no one
single style which proved to be universally the most effective.

The third period (Contingency Leadership Studies) of research in
the field of leadership dealt with the most recent theories, situa-
tional theories. The essence of these theories was that no one leader-
ship style was best; but rather, one particular style would be most
effective in a specific situation.

During the last fifteen years, Situational Leadership Theory has
enjoyed support in industrial and educational settings. However, of
the major theories, Fiedler's Contingency Theory is the only
situational theory that has been validated. Even so, it seemed to be
the theory with the least applicability. Research indicated that
Situational Leadership Theory, by using the four basic styles from
years of research of the Ohio State Studies, allowed for greater
leadership behavior than the contingency model. Also it was deve-
lopmental in nature which could be used to facilitate both personal and
organizational growth. Analysis of the review of this literature
seered to suggest that Situvational Leadership Theory was very compre-
hensive, practical, and rooted in sound leadership research. However,
as indicated in the most current research regarding Situational

Leadership Theory, the theory was unable to solicit the maturity
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factors of followers accurately with the current method of collecting
data. Therefore, its major limitation was that it had not been
subjected to research which could validate its major premises.
Regardless, Hersey and Blanchard's Situational Leadership Theory
has been accepted by a wide range of pecple in various work environ-
ments. This acceptance verified and supported Situational Leadership
Theory's strong face validity. The purpose of this study was to
investigate and supply evidence to validate Hersey and Blanchard's
Situational Leadership Theory inm the school environment. It was a
field test of the basic premise of Situational Leadership Theory that
adapting leadership styles to follower task-relevant maturity resuited
in leader effectiveness from the perception of the follower. Speci-
fically, the research examined the effect Situational Leadership Theory
training has upon leadership style and effectiveness and the resulting

relationships between teachers and principals.
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CHAPTER iIIX

METHODOLOGY

This chapter presents a description of the study and the
population, instrumentation, procedures for data collection, scoring

and analysis.

Sample

The population consisted of elementary schcol principals and
their teachers. The school principals were selected for this
research because of the Situational Leadership Training they received
as part of an administrative inservice program. The administrators
were employed in two northern Illinois public school districts,
representing twenty-nins schools.

All of the priacipals, twenty-nine in total, were required to
participate in Situational Leadership Theory training. At the
couclusion of the required training, the principals were invited to
volunteer for follow-up leadership sessions throughout the school
year. A totzl of sixzteen principals agreed to participate in the
follow-up leadership training sessions. Twelve of the sixteen

principals worked ia K~6 schools, while the remainder of the sawple

87



58

were at the junior nigh level. The principals' experience ranged
from two to twenty—three years, and fifty~five percent of the group
had worked in their buildings for over ten years (see Appendix A).
The student population ranged from 200 in the smallest elementary
school to 608 students in the largest junior high building.

The sixteen principals were requested to identify teachers in
their buildings whom, first, they had worked with for a minimum of
one year, and, second, they felt would accurately report their
leadership ability. The teachers were requested to complete a
pre-and post-questionnaire covering the leadership style flexibility
and effectiveness of their principals. The total number of teachers
who participated in the study was sixty-four.

The sixteen principals all received follow-up instruction for
improving their diagnostic skills in problem situations. The prin-
cipals had a total of four seminar sessions scheduled throughout the
school year. At the conclusion of the seminar sessions, the prin—
cipzls and their teachers were given the LEAD instruments to measure
the principals’ leadership effectiveness gains.

The researcher discovered that based upon the LEAD results, the
schoocl districts concluded that six-months was an insufficient amount
of time in which to measure any significant bebavior changes in the
principals. Therefore, in order to thoroughly research the effects

that Situational Leadership Training had upon the behaviors of school
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principals, a longevity follow-up study would have to take place.
Also, the results would provide neadad information to assist in the
validation process of Situational Leadership Theory.

The sample chosen for this longevity research was the extended
leadership training session in which sixteen principals volunteered
to participate. However, due to the time period of three years
between the original training year and this research, the number of
principals available was reduced to eleven. Five priancipals were
unavailable because of retirement, reassigmment, or career change.
Also, the teachers who participated in the original data-gathering
year were not available because their identities were never ravealed
to the school districts. However, the sample of teachers was
determined by using the same criteria from the training year; that

is: to have worked with the principal for at least one year.

Instrumentation

The primary instrument utilized to establish the principals’
leadership style and effectiveness was the Leader Effectiveness and
Adaptability Description (see Appeadix B and C). These were the
identical instruments used during the principals' initial training
year.

The LEAD was developed by Hersay and Blanchard and first

appeared in the literature in the Training and Development Journal

(1969). It was designed to measure three aspects of the leader's
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behavior: (1) basic style, (2) pumber of styles, and (3) style
adaptability effectiveness. The LEAD has two versions, the LEAD-Self
and LEAD-Other. The first, LEAD-Self, measured the principal's self~-
perception of how he behaved as a leader (see Appendix B). The
principals' data was judged in relationship to the perceptions of a
style by others. Therefore, this reseérch data depended upon how
closely the principal's style identification matched that of the
teacher's perception.

The instrument used to measure the accuracy of the principal’s
self-generated data was the LEAD-Other (see Appendix C). This
instrument was developed to measure the teachers' perceptions of the
principal's style, style range and style adaptability. The com-
parison became essential in this study because it served as the basis
for comparing the data between the LEAD instruments and the rasults
from the teachers and principals structured interview surveys. In
addition to the style, style range and style adaptability; the LEAD
instruments also produced an effectiveness quotient when used with
the Tridimensional Leader Effzctiveness Modal of Reddin's (s=e
Appendix D). The four leadership quadrants of the Tri-Dimensional
model depicted the task/relationship behaviors that a leader should
dempnstrate to ensure optimum effactiveness. Hence, improving one's
diagnostic problem-solving skills was cssential to improving a
leader's effectiveness rating. The LEAD instrument was designed to
measure a leader's diagnostic skills. The LEAD (Appendicies B and C)

consists of twelve unique task-relevant situatiomns in which the



leader was to select one of the alternative solutions which corre-
sponded to Hersey and Blanchard's four leadership styles. These
alternatives also were correlated to the four quadrants of the
Tridimensicnal Model (Appendix D). Therefcre, the choices the
principal selects produced both leadership style and effectiveness
scores.

The scoring procedure for the LEAD instruments was based upan a
weighting of +2 to -2 for responses to each of the twelve situations.
The most appropriate leader behavior for a given situation was
weighted +2, the second best alternative was weighted +l1, the third
was welghted ~1, and the least appropriate leader behavior was
weighted -2 (Hersey & Blanchard, 1982). The instruments then yielded
an effectiveness, or style adaptability score, ranging from -24,
least effective, to +24, most effective.

In addition, the LEAD instruments provided infermation about
the number of styles the principal exhibited. Examination of the
questionnaire responses was used to determine in which style
categories responses occurred and the frequency of those responses.
The leader's basic style was considered the style category
receiving the greatest number of responses. Supporting styles were
those in which a style category received two or more responses. The
basic and supporting style then comprised the leader’s style range

(Hersey & Blanchard, 1982).
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A complete study of the standardization and validity study of
the LEAD instruments was presented in the manual for that instrument
by Greene (1980). Greene described how the LEAD-Self was stan-
dardized on the responses of 264 managers who ranged in age from 21
to 64. Fourteen percent were at the high level of management, 55
percent were middle managers, and 30 percent of the subjects were at
the entry level of management. The twelve-item validities for the
adaptability scores ranged from 0.11 to 0.52 with 83 percent of the
coefficients at 0.25 or higher. Eleven coefficients were significant
at the 0.0l level and one was significant at the 0.05 level.

In two administrations spaced over a period of six weeks, the
reliability of the LEAD-Self was reported as moderately strong.
Seventy-five perceant of the managers had maintained their basic
leadership style. The contingency coefficients were both .71 and
each was significant at the 0.01 level. Greene (1980) concluded,
"the LEAD-Self scores roemained relatively stable acrcss time, and the
user may raly on the results as consistent measures" (p. 2). Finally
according to Greene, the logical validity of the instrument was
clearly established; the face validity was based on a review of the
items; and content validity was established thrcugh the procedures

emploved to create the original set of items.
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Many other empirical studies of Situational Leadership Theory
used the LEAD instruments modifications as research tools for
gathering leadership data for their analyses. As a result of these
leadership studies, approximately half of them were able to provide
partial support for Situational Leadership Theory.

Two such studies were conducted by Beck (1978) and Clark
(1981). Both researchers investigated the premise that leader
effectiveness resulted from the adaptation of leader style to the
followers' task-relevant maturity. The LEAD instruments in these two
studies were used in conjunction with the Hersey, Blanchard and
Reilty maturity scale (see Appendix E). Beck and Clark reported that
the special maturity scale data failed to discriminate the maturity
levels of the teachers which made their research findings very
inconclusive. However, they reported that information collected with
the LEAD instruments from the teachers and principals regarding their
perceptions was accurate.

Boucher (1980) also examined the relationship between leader
effectiveness in a college-level recreational sports program. The
leadership style data was also correlated with the Hersey, Blanchard
and Keilty maturity instrument (Appendix E). The scores derived from
the LEAD-Self and the maturity appraisal form provided sufficient
evidence to partially validate Situational Leadership Theory.

Two other studies which examined the correlations between the
principals’' leadership effectiveness and their diagnostic skills were

conducted by Fish (1981} and Diamond (1979). These studies compared
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the data regarding the principals effectiveness from the LEAD
instrument and an interview tool and found significant discre-
pancies. These conflicts developed in relationship to the effec~—
tiveness ratings as measured by the Reddins' Tridimensional Effec—
tive Model and the statements collected by the researcher over the
same subject. However, the information from the interviews did
support the leadership style data which was collected by the LEAD
instruments.

Concerned with the discrepancies in his study regarding the
effectiveness ratings produced on the LEAD and that coliected from
the interview, Diamond (1980) had strong recommendations regarding
future leadership studies. He concluded that further perception
studies should concentrate on actual behavior in conjunction with
analyses of the scores on the LEAD instruments.

Further advantages for the use of both instruments were cited
by Selltiz, Wrightsman, et al. (1960). They felt that the major
advantage of the questionnaire approach was its insurance of
uniformity from one measurement situation to another. Ancother
advantage of the surveys which were conducted through persconal
interviews was that they offered additional information when used in
conjunction with standard questionnaire forms. They felt that many
people reacted more favorably to a personal interview than to an
impersonal questionnaire. The flexibility offered with the use of
the interview technique ensured greater validity in that the inter-

viewee was completely sure of the questions asked. The interviewer
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was in a position to observe not only what the respondent said but
also how he said it. The instrument which was used to conduct the
structured interview was based on the validated LEAD instruments. Its
purpose was to gain more insight and subjective information to
complement the closed questionnaire results. A more complete
explanation of the qualitative instruments used in this research will
be discussed in the next segment of this chapter, beginning with the

teacher's questionnaire and concluding with the principal's survey.

Teacher Interview Questionnaire

This instrument was specifically developed for this study by
the researcher. Its primary purpose was designed to help teachers
select specific behaviors of their principals which would result in
identifying the principals' basic styles, number of styles, and
effectiveness leadership styles.

The form listed seven questions with two requiring multiple
responses and one seeking open—ended comments (see Appendix F). The
form requested the teachers to identify which leadership style was
most dominantly used and which style was used least frequently. In
addition, the teachers were requested to rate each of the four styles
according to how c¢ffective their principal would demonstrate that

style,
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The instrument atiempted to make operational the two dimensiocns
central to the model, task behavior and relatiocnship behavior. All
the comments were analyzed for the common traits which would indicate
the leader's most dominant style and the leadership style used least.

Filoting of this instrument was conducted by giving successive
drafts to a panel of educational administration experts, Dr., Donald
Torreson, Superintendent of Schools, Dr. Barbara Nunney, Associate
Superintendent for Instruction, and Dr. Robert Wilhite, Assistant

Curriculum Director, until no further modification was warranted.

Principals' Leadership Questionnaire

This instrument format was developed by the researcher speci-
fically for this leadership study. It was designed to collect datas
regarding the school principal's leadership styles and effectiveness.
The principals' questionnaire consists of twelve questions dealing
with on-the-job situational preblems and four altermative solutions
to these problems (see Appendix E).

The questionnaire problems and alternatives were similar to
those on the LEAD-Self instrument. However, the major difference was
that through the structured interview the principal discussed his
logic or rationale for selecting the solution to the questions.

Specifically, the researcher read the situational problem and
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possible solutions and then informed the principal of his answer. The
principals' verbal answers and comments were recorded on the ques—-
tionnaire.

The interview data was coded and placed into one of the four
leadership styles from the Hersey and Blanchard model. The data was
analyzed in relation to how closely the information correlated with
the two basic variables of Situational Leadership Theory, task
behavior and relationship Behavior. Specifically, all of the
principals' responses dealing with a directing-type role (initiating
structure, opinion-giving, controlling) and aggressive-type behaviors
(criticizing, attacking personalities, demonstrating) were placed
into the Sl category of high task and low relationship. All the
responses which dealt with clarifying-type behaviors (questioning,
élaborating, synthesizing, gaining commitment) and manipulative roles
(topic jumping, justifying) were placed into quadrant S2 of the
Leadership Model. High relationship and low task (S3) were
supporting-type statements (encouragement, harmonizing, mediating,
reducing tensions) or dependent-type roles (nuturing, appeasing,
placating, sympathy seeking). Finally, any of the principals’
statements which were attending-type behaviors such as active
listening, monitoring, information-gathering, or avoidance in nature
were placed into the last category of the Hersey and Blanchard

Situational Leadership Model of low relationship and low task (S4).
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Due to the fact that the interview questionnaire was similar to
the LEAD-Self instruments and that the principals' responses could be
categorized into a basic leadership quadrant, it was possible to
produce a quantitative score similar to the standard scoring proce-
dures of the LEAD instruments. Namely, the data was run through the
Tridimensional Leadership Model (see Appendix D), which yieided a
basic leadership style, style range, and style effectiveness.

Piloting of this instrument was done in two stages. The first
stage involved giving successive drafts to a panel of school experts
until no further modification was suggested. The panel members were
Dr. Raymond Rodriquez, Junior High principal, Dr. Donald Torreson,
Superintendent of Schools, and Dr. Barbara Nunney, Assistant Super-
intendent of Instruction.

Design of Study

The survey data was collected using the LEAD questionnaire sand
the LEAD interview. Each instrument was used with both teachers and
principals. The LEAD questionnaire data provided needed uniformity
for compariscn with the structured interview data, and the interview
instrument provided the principals and teachers an opportunity to
qualify their responses on the LEAD instriment.

The study did not have a control group; however, it did compare
two sets of data from the principals over two treatment periods. In

the first period data was collected during the original treatment
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pericd which was six months after the specialized training. In the
second period the data was collected three years following the

specialized leadership training.

Data Collection

The data were collected in four procedural steps. The first
step involved the survey questionnaire data from the original group
of trained principals. The two versions of the LEAD instruments were
used to gather the pre and postdata during this stage of the
research. The primary objective was to assess the principals'
leadership styles and effectiveness for training purposes. The data
were collected during the summer workshop prior to the leadership
training by Dr. Ronald Warwick of the National College of Education.
The postdata were collected from sixteen principals who had volun-
teered to participate in the follow-up study group.

The sixteen principals received follow-up training regarding
the diagnostic skills needed to implement Situational Leadership
Theory effectively. The sessions dealt with performance management,
management process, and power techniques. Following the six-month
training periocd, a posttest was administered to these principals and
their teachers in order to examine the impact of situational leader-

ship upon their leadership abilities.
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In the third phase of the research, an invitational letter was
sent to each of the sixteea principals who participated in the
extended situational leadership training. From the invitational
letter, eleven of the principals agreed to participate in the
follow-up study to their leadership training. The five principals
who did not accept the invitation to participate had either resigned
from their administrative positions or retired from the field of
education.

The participating school principals were sent a copy of the
LEAD-Self questionnaire to complete and return within two weeks. The
school district's personnel directors agreed to supply a list of
teachers who had spent a minimum c¢f one year in each of the parti-
cipating principal's buildings. From this list four teachers were
randomly selected and invited to participate in the study. These
procedures were planned for two purposes: one, tc assure the
teachers of complete anonymity, and second, to improve the accuracy
of the information given regarding their principals' leadership
ability. Further, all the teachers were contacted at home and asked
to participate in the study. After a total of forty-four teachers
agreed to participate (four per principal), each teacher was sent the
LEAD-Other instrument and requested to return it within two weeks. As
will be discussed in the analysis section, the data from the initial
situational leadership training year were measured against the
results from three years of usage of the skills the principals

developad in their leadership training. In the final phase the data
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were collected by the researcher in structured interviews with the
teachers aand principals. Each interview was prearranged by phcne and
the questions were all mailed prior to the actual conference date.
The entire interview preocess took approximately two and one-half

months to complete.

Administration of the Instruments

The LEAD instruments were designed to be administered in both a
large-group setting and a single individual. There was no time
limit for the completion of the instruments. However, approximately
twenty minutes allowed most individuals to complete the LEAD-Self or
LEAD-Other.

The leadership interview instruments developed for this study
were designed to be administered individually. Again, there was no
time limit placed upon the completion of the structured interviesws.
The average time that the teacher interviews took was approximately
twenty tc twenty-five minutes, while the principal interviews lastad

between sixty and ninety minutes.

Scoring

The style scores were determined by circlirg the response
option selected for each situation from the LEAD instruments in Table
1 below. Then the number of times each style was sclected was

counted by totaling each column. The combined total of the four
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style scores equaled twelve. The scores from Column 1 and 2 were
posted on the Tridimensional Model correspending with the quadraats
and subcolumn number. For example, the Column 1 score was posted in
Stvle 1, Column 2 posted in Style 2, etc., until all four styles were
plotted. The quadrant with the highest numerical value became the
dominant style, while the least value quadraut was the least-used
style. Next, the scores from the attitude table were quantified and
an effective score plus or minus was factored. This score was then
postaed on the bottom line of the scoring sheet (Appendix D).

This scoring model produced a dominant leadership style and
reported how effective or ineffective the individual was when making
decisions regarding the maturity level of followers,

The adaptability score was obtained by indicating the response
option selected for each situation on Table 2. Then a total of the
numerical values yielded the adaptability score. The weighting of +2
to -2 was based upon the Situational Leadership Mcdel. The leader
behavior with the highest prebability of success was weighted +2., The
behavior with lowest probability of success was weighted ~2. The
second best alternative was +1 and the third was -1,

Leadership Interview. The interview data were coded and placed

into the categories which emerged during the content analysis phase
of the research. The analyses were judged in reiatiovn to the two

basic variables of Situational Leadership Theory, task behavior, and
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relationship behavior. These findings were then placed into the
Situational Leadership model and scored in a similar manner as the

standard LEAD instruments.

Analysis

The data were arranged in categories in the research so that
each principal had a score corresponding to the following headings:
LEAD Pretest, Posttest (6 months), Posttest three years, Number of
Styles, Basic Style, Interview, and Effectiveness. The means and
standard deviaticrs were calculated for all pretest and posttes:
scores on basic style, number of styles, and on effectiveness., The
differences in the pretest and posttest effectiveness and number of
styles scores were assessed using a paired T-test analysis which
could best handle continuous variables, interval data and testiag for
the differences between two means. In addition, the differences 1in
the pretest and posttest style scores as well as style sccres
obtained from the interviews were assessed using a chi-square. The
relationship between the principals' scores on the LEAD-3elf and each
teacher's score on the LEAD-Other were analyzed by using the Pearson

product moment ccefficient of correlation analysis.



The structured interview was based upon the LEAD instruments
which utilized a content analysis technique. Interview data were
coded and placed into one of the four leadership styles from the
Hersey and Blanchard model and processed through the Tridimensional
Leadership Model.

This chapter focused on the validity studies of the leadership
assessment instruments, data collection instruments, and procedures
followed. The analysis of the data and findings related to the

hypotheses below formed the basis for the next chapter.

Hypotheses

1. There is no significant difference between the teachers'
and principals' identification of the principal's basic leadership
style before and after situational leadership traiming after six

months between pretest and posttest.

-

2. There is no significant difference between the teachers
and principals' identification of the principal's basic leadership
style before and after situational leadership training after three
years belween pretest and posttest.

3. There is no significant difference in the principals'
identification of the number of leadership styles exhibited before
and after situaticnal leadership training after six months between

pretest and posttest,
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4. There is no significant difference in the principals'
identification of the number of leadership styles exhibited before
and after situational leadership training after three v=ars between
pretest and posttest.

5. There is no significant difference in the teachers'
identification of the number of principal's leadership styles
exhibited before and after situational leadersbip training after six
months between pretest and posttest.

6. There is no significant difference in the teachers'
identification of the number of principal's ieadership styles
exhibited before and after situational leadership training after
three years between pretest and posttest.

7. There is no significant difference in the principal's
identificacion of his leadership effectiveness before and after
situational leadership training after six months between pretest and
posttest.

8. There is no significant difference in the principal’s
identification of his leadership effectiveness before and after
situational leadership training after three years between pretest and
posttest.

é. There is no significant difference in the teachers'
identification of the principal's leadership effectiveness before and
after situarional leadership training after six months between

pretest and posttest.
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10. There is no significant difference in the teachers'
identification of the principal's leadership effectiveness before and
after situational leadership training after three years between
pretest and posttest.

11. There is no significant difference between the teachers'
and principals' identification of the principal's leadership effec-
tiveness before and after situational leadership training after six
months between pretest and posttest.

12. There is no significant difference between the teachers'
and principals' identification of the principal's leadership effec—
tiveness before and after situational leadership training after three

years between pretest and posttest.
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CHAPTER IV

RESULTS AND DISCUSSION

Introduction

The purpose of this research was to analyze Situational Leader-
ship Theory developed by Hersey and Blanchard in a school setting.
The basis of the theory was that leader effectiveness results from
the adaptability of leadership style to the foilowers task relevant
maturity.

In this chapter the results of the data were reported and
analyzed in relationship to the leadership behavior between school
principals and teachers. Area One deals with the principals' and
teachers' identification of the principal's basic leadership style.
Area Two reported and analyzed the principals' and teachers' identi-
fication of the number of styles used by the principal. Area Three
reported the data relative to the principals' and teachers' identi-
fication of the principal's =ffectiveness.

The data was arranged in categories sc that each principal had
scores corresponding to the following headings: Lead Pretest (A),
Lead Posttest Six Months, Number of Styles, Basic Style Interview,

Effectiveness, and Post Three Years.

108
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The means and standard deviations were calculated for all
pretest and posttest scores on basic style, number of styles, and
effectiveness. The differences in the pretest and posttest effec-
tiveness and number of styles were assessed using a paired T-test
analysis for continuous variables and interval data. In addition,
the differences in the pretest and posttest style scores as well as
style scores obtainad from the interviews, were assessed using a
chi~square statistical procedure. The relationship between the
principals' and the teachers' identification of the principal's
leadership style and effectiveness was analyzed by calculating the
Pearson—-product moment coefficient of correlation analysis.

The structured interviews were based upon the LEAD instrument
and evaluated using a content analysis technique. The interview data
was coded aud placed into one of the four leadarship styles in Hersay
and Blanchard's Situational Leadership Model and scored through the
Tridimensional Leadership Model.

The population consisted of eleven elementary school principals
and their teachers. The school principals were selected for this
research because of the leadership training they received as part of -
their yearly administrative in-service program. The administrators
were from two northern Illinois public schoecl districts representing
twenty-nine schools. Specific demographic data is located in

Appendix A.
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Area 1: Basic Principal Leadership Style

Table 2 summarizes the principals' self-identification of basic
leadership style. During the pretraining period assessment, five
principals (45%) identified Style 2 (selling) as basic. The
remaining six principals (55%) all identified basic styles of S3,
participation (27%); 852-S4, selling, delegating (18%); and S2-S3,
selling, participating (9%).

At the six-month post—assessment stage, six principals (55%)
identified Style 3, participating, as their basic style. Two of the
principals (187%) identified leadership Style 4, delegating, as their
basic style. The remaiAing sample of principals (27%) identified
leadership Styles 1,3, telling, participating (9%); Styles 2,3,
selling, participating (9%); and Styles 2,4, selling, delegating
(9%), as their basic leadership style.

At the three~year post—assessment four principals (36%)
identified Style 3, participating, as their basic one. The other
seven principals (64%) were distributed among the remaining five
categories.

Within two months of the post three-year assessment, the
principals' interview data revealed thatsix principals (55%) iden-
tified Style 3, participation, as basic. Three principals (27%)
identified Style 2, selling, and two principals (18%) ideptified

Style 4, delegating, as their basic leadership style.
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Table 2, Principals' self-identification of

basic leadership style

Style - Pretraining Post 6 Months DPost 3 Years Interview
1

2 5 (45%) 2 (18% 3 (277%)
3 3 (27% 6 (55% 4 (30%) 6 (55%)
4 2 (18%) L 9% 2 (18%)
1,2 1 ( 9%)

1,3 1 ¢ 9%) 1 ( 9%)
2,3 1 C 9% 1 (9% 1 (9%
2,4 2 (18%) 1 (9%

1,2,3,4 — _
N 11 11 11 11
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There was an increase of basic styles identified by principals
thfoughOUt the various stages of the study. Table 2 revealed four
pasic styles in the preassessment, five of the six-post, six-month

stages and seven at the three~year interval. Overall, there was a
787 increase in basic style identification by the principals. Style
] (telling) was the only style not identified as basic by any of the
principals throughout the study. However, Style 1 (telling) was
jdentified in combination with Styles 2, 3, and 4 throughout the
assessment periods identified in Table 2.

The basic leadership style most identified throughout the study
was Style 3 (participating). In addition, the consistancy of Style 3
(participating) as being the most dominant style chosen was supported
by the interview data (55%) as well. Additional analysis of the
interview data revealed single style dominance as having a
high-relationship preference. Table 3 reported the teachers' identi-
fication of the principals' leadership styles.

The teachers identified six principals (55%) as being basic
Style 2 (selling) at the pretraining period. Also during this time
Period, leadership Style 1, tellling (9%) and Style 3, participation
(SZ), were identified by the teachers as basic styles. The remaining

teachers identified S1, S2, S3, and S4 for 18% of the principals.



Table 3. Teacher identification of principal's

basic leadership style

Style Pretraining Post 6 Months Post 3 Years Interview
1 1 (9% - - 2 (18%
2 6 (55%) 5 (45%) 9 (82%) 2 (18%)
3 1 (C 9%) 2 (18%) - 7 (64%)
4 _— —_— _— _—

1,2 1 ( 9%) 1 ( 9%) 1 ( 9%) —

1,3 ——- — — _—
2,3 -=- 3 (27%) -— _—
2,4 — - 1 ( 9%) ——
1,2,3,4 2 (18%) ——= —_— —

N i1 11 i1 11

113



114

At the six-month post-assessment period, teachers identified
five principals (45%) using basic Style 2, sellirng. The balance of
the teachers identified the principals as using the following basic
leadership styles, Style 3, participation (18%); Styles 2, 3,
selling, participation (27%); and Styles 1, 2, telling, selling (9%).

During the three~year post—assessment, nine principals (82%)
were identified as basic Style 2, selling, while the remaining two
principals (18%) were identified as S1:8S2 or S2:S4.

Within two months of the three-year post—assessment, the
interview data indicated seven principals (64%) with basic Style 3,
participation. Further, the interview data also indicated two
principals (18%) with basic Style 1, telling, and two principals with
basic Style 2 (18%).

The basic leadership style identified by the teachers consis—
tently for principals was Style 2, selling. It was the only style
was identified by teachers at each assessment period of the study.
During the pretraining and post six-month assessment pericd, the
teachers identified Style 2, selling, for approximately 50% of the
principals, which increased to 82% at the three-year post-assessment
data.

For the three—year period in which the data was collected from
the teachers, leadership Style 3, participating, was not the basic
style chosen. However, in the teacher interview data, Style 3,

participaticn, was identified as the basic style for seven principals



(64%). 1Ia addition, Table 3 reported that basic 3tyle 4, delegating,
was never identified as a style for the principals thrcughout the
study.

In the following four tables presented, the author reported and
analyzed the degree of agreement or disagreement between the prin-
cipals' basic leadership-style ideptification and the teachers'
identification of the principals' basic leadership styles at various
time periods during the study.

In Table &4 the areas of basic agreement among the principals
and teachers were Style 2, selling, and Style 3, participating. Of
the five principals {46%) who identified themselves as basic Style 2,
selling, only three principals (27%) were also identified.by the
teachers as demonstrating the séme style. The remaining two prip-
cipals {18%) were identified by the teachers as either Style 1},
telling or Style 1-2, telling-selling, which resulted in disagreement
with the principals. The three principals (27%) who identified
themselves as basic Style 3, participating, achieved agreement with
337 of the teachers identifying pricipals with basic Style 3,
participating. The two remaining principals (27%) identified basic
leadership stvles which totally disagreed with teachers' identi-
fication of the principals' basic styles.

In analyzing the data in Table 4, there was minor agreement
between principal and teacher identification of common basic leader-
ship style. Only in basic Style 2, selling, and Style 3, partici-

pation, was there indicated a slight agreement (36%).



Table 4. Principal and teacher agreement/disagreement

of basic leadership style (pretraining)

Principal's

Basic Style

Teacher Tdentification

S1 52 S3 S4 $1-52 51-S3 52-83 S$2-S4 S1-2, 3-4 Total

p

R Style 1

I

N Style 2 1 3% 1 5

C 207 10% 20% 467
I

P Style 3 2 1% 3
A 677  33% 277
L

I Style 4

D

E Style S1-S2

N

T Style S51-83

s Style 52-§83 1

I 100%

c ;

A Style S2-S4 1

T 9%
é Style 1-2,3-4 0%

N *Matches 1007

91T
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The chi-square statistical analysis of the data in Table 4 was
x2(12) = 15.64 with a p > .05. This indicated little or no signi-
ficsnt agreement amoag the principals' identification of their basis
leadership styles and teachers identification of thz principals’
basic leadership styles before Situational Leadership Training.

Six principals (55%) identified Style 3, participation, as
their basic style in Table 5. Of these, only one principal (17%) was
viewed as Style 3 (participating) by the teachers, resulting in
agreement with the principals. Also, in agreement with the teachers'
identification of basic style is the one principal (9%) who identi-
fied his basic Style 2-3. The remaining five principals' (45%)
assessment of their basic styles and the identification of the
teachers did not achieve any areas of agreement.

Post six-month training data of the principal selection cof
basic leadership style indicated no selection of Sl1, S2, and S4
independently. Also, six principals (55%) did select Styla 3
(participation) as their basic style. In three cases there was 507%
partial-to~total agreement among principals and teachers. Despite
this data agreement, the chi~square statistical analysis of Table 3
data indicated little to no agreemznt among principals in teachers'
identification of leadership styles six months after leadership
training. The chi-square numeration was x2(12) = 11.98 with p > .05
indicating no significant relationship between principal and teacher

agreement of basic leadership styles.



Table 5. Principal and teacher agreement/disagreement

of basic leadership style (post 6-month)

Principal's

Teacher Tdentification

Basic Style 52 S3 S4 §1-82 S1-S3 52-S3 $2-54 S1-2, 3-4 Total

P

R Style 1

1

N Style 2

C

I Style 3 3 1% 2 5

P 507% 17% 33% 55%

A

L Style 4 1 1 2

I 50% 50% 18%

g Style S1-S2

N -

T Style S1-53 1 1
100% 19%

I

F .

I Style S2-53 l*ﬂ 1 )

c 100% 97

A

T Style S52-S4 1 1
100% 9%

I

0 *Matches

N

311
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At the post three-year assessment peviod, the oanly category
agreement between the principal was Style 2, selling, (18%). Four
principals (36%) selected Style 3, participation, and were assessed
by teachers as having basic Style 2, selling. There was partial
agreement between principal and teacher identification of basic
leadership style in three additional cases.

There was partial to total agreement in principal and teacher
identification of basic leadership style in five cases (45%). The
chi-square statistical analysis reported for Table 6 is x2(12) =
22.00, with p > .05. The conclusion drawn from this analysis was
that there was significant agreement between teachers' and prin-
cipals' identification of leadership styles three.years after
Situaticnal Leadership Tfaining.

Table 7 reported seven cases of total agreement between the
researcher's assessment of principals’ basic leadership style and
teachars' selection of principals' basic style. Basic Style i waz
not identified for any of the principals from the data collected frem
the interviews by the researcher.

The data described in Table 7 seemed to indicate a high degree
of agreement between the interview data indicating principals’ basic
style and teacher datz of principal leadership behavier. The
justification for this statement was that total agreement was
indicated in seven of the eleven principals (64%) studied. in
addition, the chi-square statistical analysis of the interview data

was x2(14) = 22,00, with p > .0l indicating an extremely high



Table 6.

Principal and teacher agreement of basic

leadership style (post 3~years)

Principal's

Teacher Identification

“Matches

Basic Style s1 S2 53 sS4 S1-82 $1-53 $2-33 $2-S4 S1-2, 3-4 Total
P
R Style 1
I
N Style 2 2% 2
C 1007% 18%
I
P Style 3 4 4
A 100% 36%
L
I Style S1-S2 1 1
- o o
D 1007 pA
E
N Style S1-S3 1 1

1007 9%

T
L Style 52-83 1 1
) : 100% 9%
I
C .
A Style S2-S4
% Style S1-2,3-4 1 |
0 100% 97
N

071



Table 7. Principal and teacher agreement of basic

leadership style (post 3-year interview)

Principal's Teacher Identification

Basic Style S1 S2 S3 S4 S1-S2 51-83 §2-S3 S2-S4 S1-2, 3-4 Total

ZOHMPOHMRMMMIZEHOHN HeYH-~02—= 7

Stvle 1
Style 2 1 1% 1 3
33% 33% 33% 27%
Style 3 6% 6
1007% 55%
Style 4 1 1 2
507 50% 18%

Style $1~82
Style S1-S3
Style S2-S83
Style $2-S4
Styles S1-2,3-4

*Matches
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significant relationship betweem the principals and the teachers

1 1

relative to the identification of the priacipals' basic leadership

style.

Area 2: Principals' Number of Leadership Styles

An effective leader was one who accurately assessed the group's
maturity and adapted his behavior accordingly. As the level of
maturity of the followers continued to increase in terms of task
accomplishment, the leader began to adjust his leadership style.
Thus, it might have bheen appropriate for a principal to provide
little supervision in some situations and more supervision in other
situations with the same teachers. Situational Leadership Theory
focused on the appropriateness of leadership style according to the
task-relevant maturity of the follower. As the maturity level of
ocne's follower develcped along a continuum, from immature to mature,
the principal's leadership style should Have adjusted and changed.
Therefore, a school principal should have exhibited a number of
styles depending eon the situation and maturity level of the teacher
on a specific task.

There were four basic leadership styles inherent 'in the Situa-
tional Leadership Theosry. The four leadership styles in the model
were: Style 1 (telling), Style 2 (selling), Style 3 (participating),
and Style 4 (delegating). The principals were all rated according to
the number of designated behavioral styles which the four leadership

stylez were used. The information was collected for this study
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through the LEAD interview and questionnaire. The data from these
instruments were analyzed by calculating the means and standard
deviations of the number of leadership styles exhibited by the
principals.

Table 8 indicated the difference between means of pre-training-
post six months, pretraining-post 3 years, and pretraining-LEAD
interview. Differences between means were determined by calculating
a T-test analysis for dependent samples. The results demonstrated
that there were no significant differences with a p > .05 at six
months, three years, and LEAD interview data. However, the reader
should recognize that the possibility for principals to increase
their number of styles over the various analyses periods were slight,
due to the high number of styles originally identified in the
pretraining assessment.

The relationship between the principals' number of cstyles
identified and the teachers' number of styles identified was analvzed
through calculating the Pearson product moment correlation. The
results were presented in Table 9.

The correlations indicate that there was no significant rela-
tionship between the principals’ and teachers' identification of

' number of leadership styles. Also, no prediction could

principals
have been stated relative to the number of leadership styles exhi-

bited by principals through teacher observations.



Table

8. Principal identification of number of

leadership styles and T-test analysis
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X .D. T-test
Pretraining 3.72 .65
6-Month Post 3.91 .30 -.04 p > .05
3-Year Post 3.75 47 -.55 p > .05
LEAD Interview 3.55 .52 -.35 p > .05




Table 9.

Correlation of principal and teacher

identification of aumber of leadership styles

Assessment Stage Correlation P
Pretraining r= .17 p > .05
Post 6-Months r=-.14 p > .05
Post 3-Years r =.03 p > .05
LEAD Interview r=-.17 p > .05
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Area 3: Principals' Effectiveness

The effectiveness of a leader's style depended upon the
situation in which it was used. Therefore, each of the four leader-
ship styles, S1 (telling), S2 (selling), S3 (participating), and S4&
(delegating), had a less/more effectiveness possibility. Essen-
tially, when a principal's style was appropriate to a situation, it
was designated effective; when the style was inappropriate to a given
situation, it was designated ineffective. The effectiveness of a
leader's style, therefore, did not depend upon the actual behavior of
the principal, but rather upon the appropriateness of the behavior
the enviromment and the follower's identification of the type of
behavior. Area 3 in the study reported and analyzed data relative to
principals' effectiveness.

The principals' effectiveness was statistically analyzed using
means, standard deviations, T-test for dependent means, and Peacson
product-moment correlations.

Table 10 reported the summary of principal effectiveness data
as identified by the principals in the study, Table 10 reported that
theve was no significant difference in principals' effectiveness as
identified by the principal between pretraining and six-month post,
However, there was a significant difference betweea pretraining and
three~year post data relative to principal identification of effec—
tiveness. The data indicated that this relationship was highly

significant and was calculated at the p < .0l level.



Table

10.

Principal's effective score as identified by principals

Pretraining Post 6-Month Post 3-Year LEAD Interview
Means 7.27 10.45 20.0% 10.00
S.D. 5.82 3.39 2.59 4.75
T-test (df = 10) -1.58 -6.46 -1.20
Probability p > .05 p < .01 p > .05
Significant/Not Significant Not Sign. Sign. Not Sign.

Le1
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In aralyzing the pretraining to the post LEAD interview, data
concluded that there was no significant effectiveness difference in
the principals' identification of style effectiveness. The data in
Table 1l repcrted teachers' identification of principal
effectiveness.

The teachers did not identify a significant change in principal
effectiveness within the first six months following Situational
Leadership Training. However, the teachers significantly identified
an increase in principal effectiveness by the three~year post
assessment period. Significance was calculated at the p < .Cl level
which indicated an extremely high difference in leader effectiveness
growth.

Correlations between the principal and teachers' data were
reported in Table 12. The principals' effectiveness scores as
assessed by the principals and the teachers were not significantly
related at the pretraining, post six-month and post three-vyear stage
at the p > .05 level. The two groups being compared in the corre-
lations calculated the mean effectiven2ss scores of the principals'
self-assessment and the total teacher population.

The final table (13) reported the significance between the
principal and teacher mean score. The data that was analyzed was the
mean of the principals' self-effectiveness identification scores and
the mean of the teachers' identification of the pricipals' effec—
tiveness. The conclusions drawn from the data in Table 13 stated

that no significance was found between the two sample meazns.



Table 1

[
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Principal effectiveness score as

identified by teachers

Pretraining Post 6-Month Post 3-Year
Means '3.89 5.05 11.02
S.D. 3.37 4,22 5.77
T-test (d¢ = 10) -1.16 -3.77
Probability p > .05 p < .01
Significant/ Not Sign.

Not Significant

Sign.




Table 12. Principal/teacher effectiveness

correlaticns
Pretraining Post 6~Month Post 3-Years
r = .30 r = -,12 r = .02
p > .05 p > .05 p > .05
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Table i3. Principal/teacher effectiveness scores

Pretraining Post 6-Month Post 3-Years

r = .75 r = .70 r = 1.46

p > .05 p> .05 . p > .05




CHAPTER V

SUMMARY, CGONCLUSION AND RECOMMENDATIONS

Introduction

This chapter presents a summary of the results, interpretation

of the findings, and recommendations for further research.

Summarz

The purpose of the study was to examine the leadership charac-—
teristics of principals in elementary education as it related to
Hersey and Blanchard's Situational Leadership Theory. The basis of
this theory was that the leader's effectiveness resulted from the
adaptability of leadership style to the followers' task-relevant
maturity. Essentially the principal's suécess depended upon his
ability to adjust his leadarship style to match the maturity of the
teachers for that particular situation. The study examined the
relationship between leaders' basic styles (Area 1), number of styles
(Area 2), and leader effectiveness (Area 3).

Twentv-nine principals received Situational Leadership Training
ac part of a summer institute program. However, dus to the three-

year longevity of this study, eleven principals remained in the
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experimencal group. The data was collected using the LEAD question~—
naire and structured follow-up interviews. Each instrument was used
with both teachers and principals. The study did not have a coatrol
group; however, it did compare two sets of data from the principals
over two treatment periods.

Each principal had scores arranged in categories corresponding
to the following areas: Pretraining, Posttest Six-Months, Posttest
Three Years, Interview, Basic Leadership Style, and Effectiveness.
The means and standard deviation were calculated for all pretest
scores and posttest scores. The differences were all assessed using
paired T-test and chi-square statistical procedures. The rela-
tionship between the various scores was analyzed by conducting the
Pearson product moment coefficient.

Based upon the review of the Situatiocnal Leadership Theory,
effectiveness is related to behavior appropriate to follower maturity
level., The related literature also concluded that elementary school
principals demonstrated leadership Styles 2 and 3 most frequently aand
minimally exhibited Styles 1 and 4. The present study supported the
related research findings in that leadership Styles 2 and 3 were most
often identified by principals and teachers. Styles 1 and 4 were
least identified by principals and teachers as being practiced in the

schools included in this study.



The summary of findings from this study concluded that,
fsllowing Situational Leadership Training, principals increased their
number of leadership styles. Also, principals and teachers agreed
that there was significant increase in effectiveness of the prin-

cipals in the elementary schools studied.

Conclusion

The following conclusions were stated specifically from the
interpretation of the data reported and analyzed in the previous

chapter.

Area 1: Basic Principal Leadership Style

1. Principals increased their basic leadership styles as
identified by the principals during the pretest to three-year
posttest period (28% use, four to seven styles).

2. Principals did not identify Style 1, telling, as a single
basic style at any time period during the study.

3. Principals identified Style 3, participation, most consis-
tently and most frequently as their basic leadership style throughout
the study.

4. Teachers identified Style 2, selling, most consistently and
most frequently as the principals' basic leadership style throughout
the study.

5. Teachers did not identify Style 4, delegzating, as being

demonstrated by principals in any time period during the study.



6. Even though the data suggested minor agreement between
principal and teacher identification of common basic leadership
style, the statistical analysis of this data indicated no significant
agreement at the pretest stage of the study.

7. Even though three specific cases indicated partial-to—total
agreement between principal and teacher identification of basic
style, the statistical analysis of the data indicated no significant
agreement at the six-month posttest stage of the study.

8. Principals and teachers agreed significantly (lez = 22.00,
p > .05), in the identification of basic leadership styles at the
three-year posttest stage of the study.

9, Principals and teachers agreed significantly (x214 = 22,00,
p > .01), in the identification of basic leadership styles at the
interview stage of the study, p > .05,

Therefore,

Hypothesis 1. There are no significant differences between

the teachers' and principals’ identification of the principal's basic
leadership style before and after Situational Leadership Training
after six-months between pretest and posttest., Is Accepted, p > .05,

Hypothesis 2. There is no significant difference between the

teachers' and principals' identification of the principal's leader-
ship style befora and three years between pretest and posttest. Is

Rejected. p > .05.
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Area 2: Principal'’s Number sf Leadership Stvlies
P P Y

1. Priacipal's identification of number of basic leadership
styles at various stages of the study indicated no significant

increase with p > .05.

2

Ty

Principal's and teacher's identification of the number of
basic leadership styles at various stages of the study indicated no
significant correlations at the p > .05 level.

Therefore,

Hypothesis 3. There is no significant difference in the
principal's identification of the number of leadership styles
exhibited before and after Situational Leadarship Training after
six-months between pretest and posttest. Is Accepted. p > .05

Hypothesis 4. There is no significant difference in the
principal's identification of the number of leadership styles
exhibited before and after Situational Leadership Training after
three years between pretest and posttest. I[s Accepted. p > 0.5

Hypothesis 5. There is no significant difference in the
teacher's identification of the number of principal's leadership
styles exhibited before and after Situational Leadersaip Training
after six months between pretest and posttest. Is Accepted. p > .0

Hypothesis 6. There is no significant difference in the
teacher's identification of the number of principal's leadership
styles exhibited before and after Situational Leadership Training
after three years between pretest and posttest. 1Is Accepted.

p » .01
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Area 3: Frincipal Effectiveness

1. Principals indicated no significant increase in effec-
tiveness between the pretest to six-month posttest stage of the
study.

2. Principals indicated an extremely significant increase 1in
effectiveness between the pretest to three-year posttest stage of the
study (Tjg-test = 6.46, p > .01).

Therefore,

Hypothesis 7. There is no significant differeace in the
principal's identification of his leadership effectiveness before and
after Situational Leadership Training after six months between
pretest and posttest. Is Accepted. p > .05

Hypothesis 8, There is no significant difference in the
principal's identification of his leadership effectiveness before and
after Situational Leadership Training after three years between
pretest and posttest. Is Rejected. p < .0l.

3. Teachers indicated no significant change in effectiveness
of the principal's leadership style between the pretest tc six-month
posttest stage of the study.

4, Teachers indicated an extremely significant increase in
effactiveness of the principal's leadership style between the pretest

and three-year posttest stage of the study.
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Therefore,

Hypothesis 9. There is no significant difference in the
teacher's identification of the principal's leadership effcctiveness
before and after Situational Leadership Training after six months
between pretest and posttest. Is Accepted. p > .05

Hypothesis 10. There is no significant difference in the
teacher's identification of the principal's leadership effectiveness
before and after Situational Leadership Training after three years
between pretest and posttest. Is Rejected. p < .01

5. The principal's effectiveness data as assessed by them-
selves and the teachers indicated no significant correlation at each
level of the study: pretest, six-month posttest, and three-year
posttest.

6. The '"mean" of the principal self-effectiveness identifi~-
cation scores and the "mean" of the teacher identification of the
principal's effectiveness indicated no signficance.

Therefore,

Hypothesie 1l. There is no significant difference between the
teacher's and principal's identification of the principal's leader~
ship effectiveness before and after Situational Leadership Training

after sixz moaths between pretest and posttest. Is Accepted. p > .05
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Hypothesis 12. There is no significant difference between the
teacher's and principal's identification ¢f the principal's leader-
ship effectiveness before and after Situational Leadership Training
after three years between pretest and posttest. Is Accepted.

p > .05

Summary of Conclusions

Principals did increase their basic leadership styles as a
result of training. The increase in principal leadership style did
not indicate itself within a six-month period but became evident over
a three-year period of time. This demonstrated that Situational
Leadership Training of school principals over an extended period of
time did have a positive impact on th2 daily behavior patterns of
school principals. This impact was indicated by the extremely high
increase in the principals' and teachers' perception of the prin-
cipal's job effectiveness between pretraining and the post-test
three-year stage of the study.

The leadership behavior patterns of the school principals
became identifiable as a result of the teachers working with the
principals in their schools. This was concluded because of the
significantly nigh agreement between principals' and teachers'
identification of the principals' basic leadership style at the
three-year and interview stages of the study.

Principals iandicated Style 3, participation, as their most
consistent and frequent style. Teachers indicated Style 2, selling,

as the principal's wost consistent and frequent btasic leadership



style. Principals did not identify Style 1, telling, as a single
basic style at any stage in the study. Teachers did not indicate
Style 4, delegating, as a single basic style demonstrated by the
principals.

The study showed that the leaders had an increase in the number
of basic styles and effectiveness. Yet, the number of leadership
styles used by the principals did not increase significantly during
any stage of the study. Therefore, the conclusion drawn was that a
principal's style range is not as relevant to effectiveness as the
appropriate selection of leadership style in a given situation.
There were a number of leadership styles reported by the principals
during the pretest stage of the stu&y which reduced the possibility
of leadership style growth for the principals in future stages of the
study.

The findings suggested three possible interpretations. One,
that pract{cing school principals, regardless of their field experi~-
ence, can be trained to be perceived as more effective by their
teachers and themselves. Two, principals' and teachers' identi-
fication ¢f leadership styles did become evident over an extended
period of time. Three, assessment of any training program over a
short period of time (six months or one year) could lead to an
inaccurate conclusion. Extensive time, three years, is needed to

allow training resnlts to develop, be implemented, and recognized.



Recommendaticns

Situational Leadership Theory directly addresses the major
leadership behaviors required in educational leadership positions
today. The human interaction situations that influence motivatien
and behavior are critical to any educational imstitution. The
present study indicated areas of growth and common recognition cf
leadership styles over an extended time period.

Additional study is needed to investigate the Situational
Leadership Theory in order to assess its validity and credibility of
the leadership level.

1. Situational Leadership Theory needs to be examinad by
practicing school administrators as to its relevance to their
positions.

2. Assessment materials need to be developed to better
ideutify various leadership styles consistent with the theory and
used in the field of education at all levels.

3. Additional training programs need to be designed and
implemented to train school administrators with follow-up analysis
and training.

4. Leadership styles inm future studies should not ba limited
only to four major styles. Combination of leadership styles need to

be considered as "increases" so that growth can be identified.
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5. Change in leadership behavior is possible but may not be
recognized unless an extended period of time is allowed before
conclusions are drawn. Long-range studies after training should be
designed and fostered.

6. Situational Leadership Theory is an area that should be
included in any leadership training and/or academic sequence program.

7. Follow-up research should be conducted with practicing
school administrators. However, the methodological approach should
include a control group in order to discriminate between increased
job effectiveness resulting from leadership training or from job
longevity,

8. Leader effectiveness méasurements should include a greater
variety of research instruments along with the Reddin Tridimensional
Effectiveness Model. This should allow for more discrimination in
the effectiveness scores.

9. Central office administrators should be added to the
sample. It is important to add the superior's perception of the
principal's leadership styles to future studies.

10. A teacher interview questionnaire should be developed and
coded to the Situational Leadership Theory Model. This will provide
data which can be statistically correlated to other samples in a

study.
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APPENDIX A



Building Data

Building 1 2 3 4 5 6 7 8 9 16 11

Size of Building 583 337 329 56 385 353 281 526 532 681 320
Years of Teacher

Experience 7-24 6-15 11-26 4-19 12-23 8-16 8-17  4-25 7-24 9-15 7-20
Teachers' Years with

Principal 1 2 9-10  1-3 4-23  1-15 172 4-ll4-le 15710
Number of Teachers in

Study at Completion 4 4 4 4 4 4 4 4 4 4 4
Years as Principal 5 7 22 4 11 19 18.5 15 23 4 2

Cni
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?,eader Tffectiveness & Sdaptability D)escription

SITUATION

Subordinates are no¢ responding latelv o this
leader's friendly conversation and obvious concern
for their weltare. Thar performance is declining
rapidly.

ALTERNATIVE ACTIONS

This leader wonld . .

A, emphasize the use of umiforn: procedures and che
necessity tor task accomphshinent.

I, be available for discussion but weuld not push his
mvolvement.

C. tlk with subordinates and then set bmi'

D. imendonaliy not meervenc.

*

SITUATION
The observable performance ol this leader’s group is
ingreasing. The leader has been making sure thatall
members were aware of their rcsponsxblhucs and
expected standards of performance.

ALTERNATIVE ACTIONS

/qu: leader would
A} engage in tnendly intcraction, but continue to
niake sure all meinbers are aware of their respons-
ibilicies and expected standaeds of per formancc
3. take no detiite action,
C. do what could be done to inake the group f'cc!
important and involved.
L. emphasize the importance of deadlines and rasks.

SITUATION

'ﬂrs lerdee's greup is unable o solve a problent. The
leader has normaily left the group alone. Group

performance and interpersonai relations have been
good.

r

ALTERNATIVE ACTIONS

This leader would . . .
work with the group and together engage in
problem-solving.

B. et the group work it out.

C. act quickly and tirmly to correct and redirecr.
encourage group to work on problem and be
supportive ot their ctforts.

SITUATION
This leader is considering 1 change. The leader's
subordinaces have a fine record of accomplishment.
They respect the need for change.

ALTERNATIVE ACTIONS
This leader would .

@ allow group mvolvcmcm in dc\'e.cping the -

change, but would nee be too directive.

B. announce changes and then implement with ciose
supervision.

C. aliow group o formulace its nw direcron.

D.  incorporate group recommendanons but direct
the change.

wi

SITUATION

The pertormance of this leader’s group has been
dropping dunng the last few monchs. Members
have been unconcerned swith nicetivg objecnves.
Redefining roles and responsibilities has helped in
the past. Threy have conunually needed reminding to
have their tasks done on time.

ALTERNATIVE ACTIONS

Thtis icader wondd .

A. allow group to {ormulate its own direction.
incorporite group recommendanons, but ses that
objectives are nice

C. redetine roles and responsibidities and supervise
carclully.

D. allow group involvementin determining roles and
tesponsibilitics, but would ncebe 100 dirccdve.

-~

SITUATION

This izader steppea into an efficientdy run organiza-
ton. The previous admimstrator tghely controlled
the sicwadion. The leader wanis to masntain 2 pro-
ductive situation, but would ike to begin humanmiz-
ing the envirunment.

ALTERNATIVE ACTIONS

This leader would . . .
do whae could be done to make group feel impor-
tant and involved.

B.  emphasize the importance of deadlines and tasks

C.  tntentionally notintervene.

D.  get group involved m decision-making, but see
that objectives are met.

[

9]



SITUATICN

This leader 1s considening changng to a structure
that will be new o the gre up. Members of the group
have made suggestans about needed change. The
group has been productive and demonstrated tlexi-
biliey 1 its operaaens.

ALTERNATIVE ACTIONS

This feader weonhi

AL
(_H)

C.

.

detine the chappe and supervise carctully.
participace with the group m developimg tive
change bur allow members to orgamze the -
plamentation,

be willing to make changes as reconumended, bue
matican control of implementation.

avoid controntation; leave things alone.

SITUATICN +

Group performance and interpersonal relations are
good. This leader tecls somewhat unsure about his
lack of direction of the group.

ALTERNATIVE ACTICNS

This leader would . . .

leave the group aione.

discuss the situaaon witdh the group and dien he
would inatenecessary changes.

take steps o direct subordingtes toward wortking
n a welldetined manner.

be supporuve in discussing the sicuation wich the
group but not o dircctive.

SITUATION

This leader has been appoinced by a superior to head
a task force that is far averdue in making requested
recommendztions for chanyge. The group is nocclear
on ics poals. Artendance 2t sessions has been poor.
Their meetings have wenad o social gacherings.
Potenually they have the talent necessary to help.

ALTERNATIVE ACTIONS

This leader wouldd . .
A.

®

let the group work out its problems.

incorporate group reconumendaaons, buesee that
abjectives are miet.

redetine goais and supervise-cacetully.

allow group involvement in setting goals, buc
would noc push.

10

SITUATION
Subordinates, usually able to take responsibility. are
not responding to the leader’s recent redetining of
standards.

ALTERNATIVE ACTIONS

This leader would . . .
A.

B.
C.

O

allow group invalvementin redetiiung standards,
bue would not take controf.

redetine standards and supervise caretully.

avord controntation by not applymy pressure;
leave situation alone.

tncorporate group cecomnendations, bucsce that
new S[.llld.\l’\!\ are mgt.

11

SITUATION

This leader has been promoted to 3 new position.
The previcus manager was uninvolved in the attairs
of the group. The group has adequately handled its
tasks and direcnon Geoup mterrclations are good.

ALTERNATIVE ACTIONS

This leader wonlbd ., .
A.

u.

©

take steps to direct subordinates teward working
in 4 well-detimed manaer.

nvalve subordinates in deasion-mahong and cem-
toree good contributions.

discuss pase performance with group and then
exanune the need for new practices.

worked in harmaony for. the past year. All are well
Gualified toe the ask.

D, cononue 1o leave che group alone.
' =
SITUATION ALTERNATIVE ACTIONS
! Q .
. L . . Thes leader would . . .

Recent miormancn mdnc:_t::s some internal ditficul- A.  try out hus solution with subordinates and exam-
| nes among subardmates. The group has a remark- inc the need for new practices.
12 able record of accomplishment. Members have ef- B. allow group members to work it out themselves.

Vaceiv J + y " h . .

fecavery maindamned leng-range goals. They have C. actquickly and tiemly to correct and redirect.

paracipate in problem discussion while providing
support tor subordinaces.
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acader Tlffectiveness & D daptability Description

M____T g

ALTERNATIVE ACTICNS

SITUATION Al Emph;s:zg the L;SC ot'um'x‘qr_m procadures 1nd the
| Your subordinates are not responding lacely to your necessicy far task a-:compl.nsnm'em. .
; 1 friendiv conversadon and otvious concern for their B. M“z‘ Z°“’;°‘lil':‘;ﬁ::i° for discussion but don't
i veltare. Th Tt is deciiru idly. pusn your invalv :
et G periormance s Secinng rapicly C. Talk with subordinates and then set goals.
D. Intendonally do not intervene.
ALTERNATIVE ACTIONS
Tu A. Engage in friendly interacrion. but condnue o
s_ AﬂOh_‘ . make sure that all members are aware of their
l The observable perfcrmance of vour group is in- tesponsibilicies and expected swandards of per-

2 creasing. You have been making sure that all mem- formance.
bers were aware of d'{eir respensibilides and ex- B. Take no definite action.
pected standards of performance. C. Do what vou can to make the group teei impot-

tant and involved.
Emphasize the importance of deadlines and tasks.
SITUATICN ALTERNATIVE ACTIONS
! . A. Work with the group and togc:ha engage in
Mernbers of your group are unable te solve 2 prob- problem-solving.
3 lemn chemselves. You have narmally lett them ilone. B. Let che group work it out.
Group perfermance and incerpersonal reladons have C.  Actquicidy and firmly to correct and redirect.
been good. D. Encourage group to work on problem ind be
supportve of ther efforts.
ALTERNATIVE ACTIONS
SITUATION A. Allow grour involvement in developing the
_ . change, but don't be 00 direcdve.
You are considering 2 d“""%" Your subordinates B. Announcs changes and then implement with close

4 have 3 fine record of accomplishment. They respect supervision.

the neea tor change. C.  Allow group to formulate its owa direcdon.
D. Incorporate group recommendadoens, bur vou di-
rect the change.
!
SITUATION A Al ALTER&{ATI\‘E ACT]O:S 4
The performance of vour group has been droppin . Allow group to tormuiate its own direction.

5 during the last tew mong;. P?lcmbers havepgeu% B. ggzz::t:r?;‘:f recommendanons. buc see that
unconcerned with meeding objecuves. Redefining - by ", T .
roles and responsibilides has helped in che past. They ~ RCd'.n,?c roles and revponsibilides and supervise
have condnually nceded remunding o have cheir Garetully. . . .
casks done on Sme. D. Allow group involvement in determining roles

and responsibiiicies but don't be too directve.
SITUATION ALTERNATIVE ACT]OP!S .
You stepped into aa cficendy rua organizadoa. A. Do what you can to make group feel important

6 The previous adminiscrator dghely controlled the and "wavcd’ . . 4ot
situaticn. You want to maintain a preductve situa- B.  Emphasize the imporance of deadlines and casks.
tion. but would Lke to bezin humanizing the C. Intendonally do not intervene. .

= D. Get group involved in dedsion-making, but see

environment.

that objectives are met.




SITUATION

hus leader 15 considering changnye 0 a structure
thac will be new ta the group. Members ot the group
have made suggestons about needed change. The
group has been preductive and demonstrated tlexi-

bilicy m its operations.

ALTERNATIVE ACTIONS

Tlus leader wonldd

AL
4.

o

.

detine che change and supervise carctuily.
parucipate with the group n developing the
clunge but allow members to orgamze the im-
plomentation.

be willing to make changes as recommendead, but
maintan couczol ot implenencation.

avoid controncation: leave things alone.

SITUATION -

Group performance and interpersonal relations are
goed. This leader teels somewhae unsure abour his

lack of direction of the group.

ALTERNATIVE ACTIONS

This teader weuld . . .

A.

C.
D.

leave the group alone. .

discuss the situanon wath the group and then he
would intnatenecessary changes.

take steps co direct subordinates toward working
m 2 welledefined manner

be supparuve in discussing the sitwation with the
group but not o dirccnve.

SITUATION

This leader has been appeinted by a superior to head
a task force that is far overdue in making requested
recomniendations tor change. The groupis not clear
on its goals. Ariendance ac sessions has been poor.
Their meetings have wrned into social gachenngs.

Potentally they have the talent necessary to help.

ALTERNATIVE ACTIONS

This leader would . . .

A.

C.
D.

let the group work out its problems.

incorpocate group reconnnendauons, but sec chas
objecnives are mict

redetine goals and supervise carclully.

allow group involvement in setung goals, but
would noc push.

10

SITUATION

Subordinates, usuaily able to take respousibility, are

not responding 0 the leader’s cecene redefining of

staiidards.

ALTERNATIVE ACTIONS

This leader would . . .

A.
B.
C.
D.

allow group involvementin redetimng standaeds,
bue would not take control

redetine scandards and supervase caretully.

avand coufrontation by uot applymg pressure,
leave situanon alone.

incorporate group recommendauons, but sce that
new standards are met,

11

SITUATION

This ieader has been prometed 1o 2 new position.
The previous manager was uninvolved i the attaies
of the group. The group has adeguately handled s

tasks and direcuon, Group mterrelanons ire goad.

ALTERNATIVE ACTIONS

This leader would . .

A.

L.

take steps (o direct subordinates toward working
i g weiledetined manner

nvaive subordinates m Jeaision-making and rem-
torce good contnbutions.,

discuss pase pertormance with group and then
exanune the need tor new practces.

conanue to leave the group aione.

12

SITUATION

Pecent itormanon indicates some internal dithicul-
ties among subordmates. The group has 3 remark-
1bie record of accomplishient. Members have et
tectively maintamed long-range goals. They have
waorked in karmony tor the past year. Ail ace well

Gualitied tor the task.

ALTERNATIVE ACTIONS

leader world . ..

try out ius solution with subordinazes and exam-
e the need for new pracuices.

allow group members te work 1w out themselves.
act quickly and Hemly to correct snd redirerct.
paraapate i problem discussicn whele providing
suppors for subordinates.

1~
£~
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—Stait Member Ratinog Form —

The purpose of this Saff Menber’s Mating Form is to Liclp you determine your perception of the maich betveen

the leadeeship style that your iman

ager is using with you and your materity levef.

The leadershin siyle of your antnager describes your perception of the beaavior that maaager engages
in whea attempting to infivence your tehavior, Matiir gy reters to your ability and willingness in regard 1o a
particelaer objective or rcsronsllnln)

Part ! — Leadership Style

Direciions

To determine your perception of the leadership snle your munager is using with you, do the following:

1. Write your name, today’s date and your manager's name in the spaces pmvidcd below. Then select one to six of your
major objcctives or re \|mnsxl\1hlw. and write thent in the numbered columns above the four descripiars of lu.\du:.\l..p
siyle. If you intend to share the isformation from this in:trument fn a coaching process with vour managee, we
reconuntiend thai vou sit downs with your manrager prior to using the Maturity Stle Match and agree upon what vour

major objectives are.

2. For each of vour major objectives go through the following process: Read the four deseriptions of leader behavior
below. From those four select the style that you fcel comes closest to describing your manager’s asual behavior with
vou in relaiion o that objective. Put 2 ~P™ in front of that deseripror. That is vour manager's primary style. Your
manager’s primary stle would de the sple that person tends 1o use wost of the time with you when you are working on

that objective.

If, in essence. that is the only major stle your manager uses, 2 “P7 is all you need 10 place under that particular

objective. If, however. there is another of those four dcxcumlors thatt Your man

ager often uses in reference to that

abjective besides Bis or ber primany stle. place an 8™ in front of that snvie. This is vour manager’s secondury style.
You can designate fur ciach objective only two choices: one primary siyle (P) and one secoadary st)lc ).

Name___ ..

Date

Manager's name ~

A

Major Objectives or Resnonsibilitizs

/

/

1. Provides spesiiic Instructions and

closely cuparvises performance,

2.

Cuplains dacisions
opportur.ity {or clzrisication.

and providas

3. Skares ideas nnd facililotes in

fmaling decisions.

4.

Turne
:'cci-lons and ilpicmon

5 overresponsioility for
tation,

i

e



Part ' — Moterii
Too descomine your perception of voue ey level in teenns of cach of the siv aforementoned objectives, do the following,
1 Teansfer the objecives tud vonarote in Part 1 the covresponding mtmbered spaces in Part 11
20 Nate that two seades, one measuring abdity and the otlier measuring aitiingness. appear to the vight of where vou
wrele ciach abjective
3. Rate cach objective vor have chosen independenib on the o scales Iy circling a number or the dot () on cither side
of the nuniber.

» Objectliveor AGreat Ourte
e dinitie Thus persants A3LE has Deat ast Some Little
} Responsiiitity tha necessary knowledge . 4 . 3 2 . 1 .
and skl | Sio Fnatid ennitiiond euntuslil Runo "'I' S ihmat aimaiey Bestbeens Beoe o]
JO B HAT U Ty
On
This person s WILLING: Usuaily Otten Occasion Seldom
has the necessary . 4 . 3 . 2 .
confidence and motvaton . [E T o | mm e e f e fee e
PSYCHOLOGICAL MATURITY
~ Gbjeclive o AGreat Quite s
b , it ~ This porsonis ABLE: has Qeat adit me Littie
< Resg Onsi.).hl) the necessary hnowledge . 4 ’ 3 3 ? . 1 .
andskil................. | il f— = Ly t 1 Lams |
J (o] D l iAT U R IT Y
On
This person is WILLING; Usually Ofien Occasion Setdom
has the necessary ¢« 4 o 3 . 2 . 1 e
contidence and motivation . f H i i 1 1 1
PSYCIHOLOGICAL MATURITY
Odjective or AGreat Quite s
. PITPN This parson s ABLE: has Deal a8it me Line
< Responsibiilty the necessary hnow!ladge . 4 . 3 . g . .
andskill................. pet——tf—t t 1 t t t Lot |
JOB MATURITY
On
This person is WILLING: Usualty Often Qccasion Seldom
has the necessary . 4 . 3 . .2 . 1 .
corficonce and motivation . &1 t -y
PSYCHOLOGICAL MATURITY
Obijective or A Great Quite
4 Res Jo neiailit This pessonis AGLE: has Deat a Bit Some Littie
espons Y the necessary knowledge . 4 .. 3 . g . 1 ’
andskil........iiiiia... | Bt t t 1 t t {
JOB MATURITY
° On
Thus perscn s WILLING, Usuatly Often Ocezsion Seldem
has the necessary . 4 . 3 . 2 . 1 e
confidence anz totnaton . p=E————f t t 1 t t | B
PSYCHOLOGICAL WATURITY
Objactive or A Great Quite
5 Re ’onsla ilit This perscn is ASLE: has Deal aBit Some Litte
esy Y | ine necessary knowiadge . 4 o 3 ’ 2 . 1 .
andskil......., eeanees = { { 1 1 >
JOB MATUﬁnY —_——
. On
This person is WILLING; Usually . Often Occasion Scidom
bas the necessary s 4 . 3 H 2 . |
confidence and motrvation . f 1 1 R t i i T -1
PSYCHOLOGICAL MATURITY
Obieclive or ’ A Great Quite
e H N )
PR This person is ABLE has Deal aBa Some Liitie
v f‘°5P°n5'5'|‘l7 the neccssary hnowlcdge . 4 . _ . 2 - 1 .
andskil. ............ veee b= 1 - i {— =
JOD MA\'URITY e
0a
This person is WILLING: Usvatly Often Occasion Scwom X
has the noeessary - . ° 2 N
contwtence and metvation . [ pan R St Biuiibrl el Jouirty AT |"—"'1
PSYCHOLOGICAL MATURITY

Ui

D



Fart HT — Integration of Siyle and Maturity

For vach ahjective vou hune been anabzing i Part Eand Part i vou widl find o Siational Leadenship Modol i Part I8 In
combinize vour data from Part §and Part 1 use the nambered figure in Sart BEdut corresponds ot mimbered objective

and do the following.

1. Teansfer the designations from pact | for primary st le (0 and seconduny sude 8), if sefected. and enter them i the
appropriaie hoves in the Sitaationa! Leadership Models below. The sule descripter numbers correspond o the sivle

numbers on the feadenship model as follows:
Descripor (1) = 81 — 1elling
Deseriptor (2) = 82 — Selling

2. Now transfer the maturity ratings vou made for cach objective in Part IUand recircle them helow the appropriately

numbered Situational Leadership Model in Part I1L

Descriptor (3) = 83 — Participating
Descriptor (1) = 81 — Delegating

3. Draw a line connccting your ability and willingnegs vatings in cach of the Siwadonal Leadership Models o show the

range of maturity for cach objective.
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Part IV — Maturity Style Match Matrix

In order o determine. based on your ratings. the most appropriate feadership syle that your manager should use with you

for each objective. use the Maturity Snde Match matrix as follows:

1. for Obijective 1 lucate on the matrix the abiliny score on the horizontal axis and ihe willingness score on the ver-

tical axis.

2. Draw an imuginary line into the matrix from the ability and willingness scores. The box where those two lines would
mect indicates the appropriate sivle or stles vour munagee should be using with vou in terms of that specific objective.
In the mawrix. T = Telling. § = Sclling. P = Participauing and D = Delegating.
3. Put a check mark or marks in the sole guadrant or quadeants in Sitwational Leadership Moded 1 in Pary 1 which

is idemtified by the marin as the appropriate sple(s)

your manager should be using for Objective 1.

4. Repeat this procedure for the remaining objectives.
— Compare the check mark or marks generaed from the

data matrix with the primary and secondary suie
designations that you made earlicr for vach objective.
This comparison gives vou some insight into whether
your manager is using “over leadership.” “under lead-
ership™ or a “high probabitity sie muatch”

~*Over leadership” s where you have high levels of

maurity but vour manaser is using telling and sciling
styes to a greater degree than necessan., “Under lead-
ership™ is where vou have Jow laeds of maturit but
your manager is using participating and delepnting
siyles more than is appropriate. A “high probubifiy
syl nnch”™ would be when the sylets) of your man-
ager tends to correspond with the muauri fevels desig
aated.
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Principal's Name:

Teacher Interview

Name:
School:

1. How many total years have you been teaching?

2. How many years have you worked with this principal?

3. Consider the following types of leadership styles such as a
principal might exhibit with a faculty: 1) Telling, 2) Selling,
3) Participating, and 4) Delegating.

(a) On a regular basis, which style or styles do not think your
principal uses most often?

(b) Which do you think is used least often?

4, Consider the four styles again--Telling, Selling, Participating,
and Delegating. On a rating scale of 1 to 5, with 5 being tte
highest, how would you rate vour principal in being effective in
each style in a normal situation?

(a) Telling

(b) Selling

(¢) Participating

(d) Delegating

5. Have you noticed (1) no change, (2) some change, or (3)
considerable change in your principal's choice of leadership
styles during the past three years?

6. Are you aware of whether or not your principal has been
rec2iving any leadership training or study?

7. Comments:
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Name:

Principals LEAD Interview

School:

Date:
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Situation

Your subordinates are not responding
lately to your friendly conversation
and obvious concern for their welfare.
Their performance is declining
rapidly.

Your choice was .

The observable performance of your
group is 1increasing. You have been
making sure that all members were
aware of their responsibilities and
expected standards of performance.

Your choice was .

Members of your group are unable to
solve a problem themselves. You
have normally left them alone.
Group performance and interpersonal
relations have been good.

Your choice was .

You are considering a change. Your
subordinates have a fine record of
accomplishment. They respect the
need for change.

Your choice was .




5.
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The performance of your group has
been dropping during the last few
months. Members have been uncon-
cerned with meeting objectives.
Redefining roles and responsi-
bilities has helped in the past.
They have continually needed
reminding to have their tasks
done on time.

Your choice was .

You stepped into an efficiently
run organization. The previous
administrator tightly controlled
the situation. You want to main-
tain a productive situation, but
would like to begin humanizing
the enviromment.

Your choice was .

You are considering changing to a
structure that will be new to your
group., Members of the group have
made suggestions about needed change.
The group has been productive and
demonstrated the ability in its
operations.

Your choice was .

Group performance and interpersonal
relations are good. You feel some-
what unsure about your lack of
direction of the group.

Your choice was .




0

167
Your superior has appointed you to
head a task force that is far
overdue in making requested recom-
mendations for change. The group
is not clear on its goals.
Attendance of sessions has been poor.
Their meetings have turned into social
gatherings. Potentially they have
the talent necessary to help.

Your choice was .

10.

Your subordinates, usually able to take
responsibility, are not responding to
your recent redefining of standards.

Your choice was .

11.

You have been promoted to a new
position. The previous supervisor
was uninvolved in the affairs of the
group. The group has adequately
handled its tasks and direction.
Group interrelations are good.

Your choice was .

12.

Recent information indicates some
internal difficulties among sub-
ordinates. The group has a
remarkable record of accomplishment.
Members have effectively maintained
long-range goals. They have worked
in harmony for the past year. All
are well qualified for the task.

Your choice was .
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