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Abstract 

While studies on leadership and trust have been widely researched, fewer studies have 

examined the relationships of a principal’s behaviors, communication methods, and trust 

in faith-based schools.  To add to the constructs commonly researched in school 

leadership, this study used a quantitative, non-experiment correlational design to explore 

the relationships between transformational leadership, communication style, and teacher 

trust in Christian secondary schools.  An electronic survey was used to solicit the 

feedback of 801 teachers, and its data used to perform correlation and regression testing.  

Data analysis findings supported the study’s hypotheses wherein statistically significant, 

positive relationships exist between a principal’s transformational leadership behaviors 

and teacher trust, a principal’s leadership behaviors and communication style, and 

communication style and teacher trust.  Generally, teachers indicated as principals 

demonstrated transformational leadership behaviors, their trust in the leader increased.  

Informed by these findings, this study proposes a principal development program wherein 

emerging school administrators, and less-tenured principals, can develop and practice 

their leadership.  As many administrators lack the training and skills necessary to lead 

their schools, the proposed solution provides an avenue for reimagining principal-teacher 

relationships and practicing transformative behaviors which can help engender trust and 

advance school performance.  

 Keywords: Transformational leadership, communication, trust, teachers, schools 
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CHAPTER ONE: INTRODUCTION 

Introduction and Background  

The leadership of the principal is known to be a key factor in determining school 

effectiveness (Leithwood & Jantzi, 2000), but how a principal’s leadership and 

communication is experienced by teachers, and its effects on teacher trust is less clear.  

Over the last three decades, transformational leadership has emerged as one of the 

predominant models for understanding leadership behaviors and organizational 

effectiveness (Avolio, Walumbwa, & Weber, 2009).  Unlike other models, 

transformational leadership provides a broad set of generalizations of what is typical of 

leaders who are transforming, or who work in transforming contexts.  Northouse (2013) 

describes transformational leadership as a process which changes and transforms people; 

is concerned with the emotions, values, and long-term goals of others; and assesses 

followers’ motives and satisfies their needs which, in turn, can promote member trust.  

As such, transformational leadership considers leadership as a process held between 

followers and leaders, helps to augment other leadership models, and has been widely 

researched from many different perspectives (Northouse, 2013).  Yet, it can be criticized 

as a model which treats leadership as a personality trait and lacks conceptual clarity as it 

spans a wide range of characteristics and behaviors (Northouse, 2013) inclusive of its 

being often associated with a leader’s sharing vision, communicating effectively, and 

creating environments wherein leader-follower relationships are grounded in trust.   

Literature describes the importance of principal-teacher relationships and its 

effect on teachers’ job attitudes, student learning, and achievement (Van Maele, & Van 

Houtte, 2015).  Unsatisfactory relationships and a general absence of trust with principals 
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can result in teacher stress (Kyriacou, 2001), lower job satisfaction (Van Maele, & Van 

Houtte, 2012), and lower efficacy (Goddard, Hoy, & Hoy, 2000).  The importance of 

satisfying, trusting relationships for teachers’ level of job satisfaction, stress, and efficacy 

suggests teachers are relationally dependent on his or her principal (Van Maele, & Van 

Houtte, 2015).  School-trust literature describes trust as a state in which individuals and 

groups are willing to make themselves vulnerable and take risks with confidence others 

will respond to their own actions in positive ways; that is, with benevolence, reliability, 

competence, honesty, and openness (Forsyth, Adams, & Hoy, 2011).  Hoy and 

Tschannen-Moran (1999) offer benevolence, reliability, competence, honesty, and 

openness are five facets of trust.  When teachers perceive their principal as behaving in 

agreement with these facets, they will be more likely to perceive them as trustworthy 

(Van Maele, & Van Houtte, 2015).  

Tschannen-Moran (as cited in Hoy & Miskel, 2003) shares the construct of 

transformational leadership has generated excitement as a model for school leadership 

and principal-teacher relationships in a time of school reform and change.  Yet, additional 

empirical research is needed regarding how transformational leadership functions in the 

context of schools, and its relationships to a principal’s communication style and a 

teacher’s trust in the principal.   

Statement of the Problem  

 Transformational leadership has emerged as one of the leading paradigms for 

understanding leadership effectiveness (Avolio et al., 2009).  Transformational leadership 

theory is based on the premise certain leader behaviors help to transform followers’ 

values, needs, preferences, and aspirations (House, Spangler, & Woycke, 1991) in a way 
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which employs team member communication to create and nurture member trust.  While 

considerable theoretical work has identified relationships between transformational 

leadership, communication, and trust, the mechanisms underlying this link are not well 

known.  Further, few studies have been performed and its research used to inform the 

daily practices of a principal’s leadership behavior and communication on teacher trust 

within independent schools. 

Purpose of the Study 

The purpose of this quantitative study is to examine the relationships of 

transformational leadership, communication, and teacher trust within Christian secondary 

schools in the United States.  The study is largely exploratory and assumes statistically 

significant relationships exist between a principal’s transformational leadership behaviors 

and communication, and teacher trust in their principal.  The study’s independent 

variables are a principal’s leadership behavior and communication, and the dependent 

variable is teacher trust.   

Research Question and Hypotheses 

 While a principal’s demonstration of transformational leadership behaviors plays 

an integral role in effecting school change, principals and teachers are indistinguishably 

bound together in the transformation process.  As a possible moderator and mediator to 

teacher trust, transformational leadership uses the vehicle of communication to share high 

expectations of followers and describe a clear vision in simple, understandable, and trust-

building terms (Northouse, 2013).  The effectiveness of a transformational leader can be 

measured in his or her ability to share and receive information; wherein communication 

mode, frequency, and purpose matters (Zeffane, Tipu, & Ryan, 2011).  Whether casting 
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vision, offering guidance, or seeking to understand the ideas shared by others, a 

principal’s communication can help build a strong culture, foster teacher trust, and lead to 

positive school behaviors and student outcomes.  The purpose of this quantitative study 

was to examine the relationships of a principal’s leadership behaviors and 

communication style, and teacher trust.  The primary question the study sought to address 

is:  

Research Question: To what extent does a relationship exist between a principal’s 

transformational leadership and communication, and teacher trust in Christian secondary 

schools?   

The study investigated the following hypotheses: 

H1A: A statistically significant relationship exists between a principal’s 

transformational leadership behaviors and teacher trust. 

H2A: A statistically significant relationship exists between a principal’s 

transformational leadership behaviors and a principal’s perceived communication.  

H3A: A statistically significant relationship exists between a principal’s perceived 

communication and teacher trust. 

Aim of the Dissertation in Practice 

The aim of the study is to use research findings to help inform principals’ 

leadership practices with their teachers, and to test the theories of former research which 

indicate a manager or supervisor’s behavior and communication as leading, if not the 

most influential factors in a member’s trust of the leader.  Further, the study seeks to offer 

additional clarity to the constructs commonly examined in school leadership and trust 
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research and offer pathways for future research which can assist principals in developing 

their leadership wherein teacher trust may be positively related and impacted. 

Definition of Relevant Terms 

Prior literature supports the notion transformational leadership behaviors are 

empirically distinguishable (Boies, Fiset, & Gill, 2015).  A principal who exhibits a 

particular dimension of transformational leadership may not exhibit each dimension to 

the same degree, or concurrently.  Rather, a principal may employ a dimension of 

transformational leadership to a greater or lesser extent, depending on his or her ability, 

preferences, or the requirements of the situation (Boies et al., 2015).  This study focused 

on Bass’ (1998) four dimensions of transformational leadership and their relationships to 

a principal’s communication style, and teacher trust.  The following definitions were used 

for this study: 

Communication: The formal and informal sharing of meaningful and timely 

information (Zeffane et al., 2011).   

Communication effectiveness: The quality of leader-follower interactions as  

perceived by the follower, wherein the intended message is successfully  

delivered, received, and understood by the follower.   

Communication style: A leader’s use of verbal aggressiveness, expressiveness, 

preciseness, assuredness, supportiveness, and argumentativeness (De Vries et al., 

2009).   

Teacher trust: The expectancy held by a teacher that the word, promise, verbal or 

written statement of their principal can be relied upon (Zeffane et al., 2011).   



LEADERSHIP, COMMUNICATION, AND TRUST 

 

 

6

Transformational leadership: A leadership model consisting of four distinct yet 

interrelated behaviors: idealized influence (the leader acts in a way which 

followers want to emulate), inspirational motivation (the leader articulates an 

aspiring vision), intellectual stimulation (the leader challenges followers’ 

preconceived notions), and individualized consideration (the leader attends to 

followers’ individual needs and aspirations) (Bass, 1998).   

The mediators within the research will be formal and informal member to 

principal interactions, and the perceived quality and frequency of communication, and 

moderators will be principals and full-time, secondary school teachers.   

Methodology Overview  

This quantitative, non-experimental correlational study explored perspectives on 

the relationships of a principal’s transformational leadership and communication, and 

teacher trust of secondary school teachers (grades 6-12) affiliated with the Association of 

Christian Schools International (ACSI) and Christian Schools of Florida (CSF).  Non-

experimental, descriptive research allows researchers to study the phenomenon of interest 

as it exists naturally with no attempt to manipulate individuals, conditions, or events 

(Creswell, 2014).  Cozby and Bates (2015) indicated a correlational design is appropriate 

when two or more variables are being examined for their statistical relationship.   

The population of teachers was well-suited to the study as ACSI is the largest 

organization of Christian schools in the world, with 5.5 million students and 3,300 

member schools in the United States (About ACSI & Membership, n.d.).  A survey was 

administered via a questionnaire to full-time teachers in the United States who teach in 

Christian secondary schools and have been certified by ACSI.  The study’s targeted ACSI 
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population was limited to approximately 625 teachers equating to approximately 2% of 

their total member-teacher population within the United States.  Additionally, the survey 

was administered through CSF which is a Florida-based association comprised of 

approximately 500 secondary teachers.  Using ACSI and CSF required the approval from 

each organization.  The collection instrument used was an electronic survey drawing 

from existing reliable and validated tools: The Multifactor Leadership Questionnaire, 

Form 5X Rater Form (Avolio & Bass, 2004), a principal’s communication styles 

inventory derived from De Vries, Bakker-Pieper, Konings, and Schouten (2013), and 

Faculty Trust Scales (Hoy & Tschannen-Moran, 2003).  

Limitations, Delimitations, and Personal Biases 

 Wherein circumstances or facets unique to this study are intended to be truthful or 

plausible as related to the study’s focus, a number of general assumptions were applied.  

Assumptions included: a) survey participants were agreeable to participate in the survey, 

and they answered survey questions honestly without fear of negative repercussions from 

their principal or others; b) survey participants did not feel the need to misrepresent their 

perspectives on their principal’s leadership, communication, or personal trust toward their 

principal; c) the research was designed to protect the anonymity of participants and seek 

honest survey responses; d) participant responses might be inaccurate, unusable, or 

skewed if participants misunderstood the instrument, discussed the study with others, or 

were negatively influenced by others or life circumstances at the time of study; e) 

research design and its survey instrument validly assessed a principal’s transformational 

leadership in context with other leadership models, communication style, and teacher 

trust; and f) the research’s design sufficiently protected school sites under study, avoided 
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deceiving participants, respected potential power imbalances, avoided exploiting 

participants, and avoided collecting information which can be harmful to the individual, 

principal, school, ACSI, CSF, or others.  

Limitations 

The following limitations served as potential challenges to the study: a) members 

of the sample might be different from members of the population in ways which are 

relevant to the study.  If true, study results will not accurately describe the population 

under study; b) the study was limited to a sample of Christian school teachers, and 

therefore it is not possible to generalize future findings to all ACSI and CSF secondary 

school teachers in the United States, or to all teachers who teach in a Christian school; c) 

although the study sample was large enough to allow characteristics of the entire sample 

to be generalized to the population, subgroups of the sample may not be large enough to 

allow generalization of results to corresponding subgroups in the population.  For 

example, it is reasonable to conclude the percentage of 9th grade teachers in the sample 

approximately reflects the percentage of 9th grade teachers in the population.  However, 

the number of 9th grade teachers in the sample might not be large enough to generalize 

their responses to the predicted number of 9th grade teachers in the population; d) the 

United States teachers under study might possess unique and material regional 

differences (spiritual, cultural, demographics, and economic factors) in relation to all 

parts of the United States; e) there was a need to conduct the study anonymously, which 

can limit participation or skew teacher ratings of their principal, and therefore decrease 

participation rates; and f) the limited experience of the researcher may inadvertently and 
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negatively impact the research’s design, collection process, and interpretation of study 

findings.  

Delimitations 

The following delimitations served as potential challenges to the study: a) the 

Multifactor Leadership Questionnaire, Form 5X (Avolio & Bass, 2004), a principal’s 

communication styles inventory derived from De Vries et al.’s (2013), and Faculty Trust 

Scales (Hoy & Tschannen-Moran, 2003) were used to collect participant perspectives and 

ratings of their principal in terms of leadership behaviors, communication effectiveness, 

and their trust for the principal.  Other instruments or research approaches could be used 

in conjunction with these instruments; b) conducting a qualitative study and its use of 

interviews might enrich data collection and strengthen research findings; and c) the 

researcher delimited the study to two Christian associations, ACSI and CSF, for reasons 

of familiarity with the institutions and access to their assistance in distributing the survey 

to their member-teachers.     

Personal Biases 

 The study’s researcher currently serves as Head of School at an independent 

Christian school in the State of Florida.  For the last four years, the researcher has 

provided leadership and general oversight to the school’s administrators, teachers, and 

staff.  Prior to joining the school, the researcher spent 23 years in the corporate sector.  

Based on distinguishable differences between corporate business and education, 

curiosities regarding principal-teacher relationships, the application of various leadership 

behaviors within a school setting, and vehicles for creating and nurturing teacher trust 

served as leading factors for advancing the study.  As such, the researcher’s personal 
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opinions on the topics under study factored into the design of the research and survey 

instrument.  Additionally, researcher bias relative to perceived differences between public 

schools, independent non-Christian schools, and Christian schools and their use of 

transformational leadership or other leadership models, perceived communication 

effectiveness, and a leader’s ability to engender teacher trust exists, and can have an 

impact on how results are interpreted and reported.    

Reflections of the Scholar-Practitioner 

 Although research on transformational leadership has been largely theoretical, 

many supported transformational leadership as positively related to organizational 

transformation and positive outcomes (Jantzi & Leithwood, 1996; Jensen, Moynihan, & 

Salomonsen, 2018; Talebloo, Bin Basri, Bin Asmiran, & Hassan, 2015).  In schools, 

transformational leadership behaviors have been associated with a variety of important 

school conditions including goals and purposes, structure and organization, 

organizational culture, decision making as well as classroom conditions such as 

instructional services, policies, and student achievement (Leithwood & Jantzi, 2000).  

When middle school teachers rated their principals on leadership behaviors including 

inspiring group purpose, communicating expectations, and providing support (Leithwood 

& Jantzi, 2000), the behaviors were positively related to a teacher’s sense of efficacy, and 

school achievement (Hipp & Bredeson, 1995).   

Men (2014) shares transformational leadership strongly emphasizes the 

communication elements of listening, sharing openly, gaining feedback, and seeking 

participation.  Particularly, transformational leaders are open to diverse opinions, invite 

employees to participate in the decision-making process, and genuinely care about the 
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well-being and feelings of their followers (Men, 2014; Northouse, 2013).  Accordingly, 

such leaders often communicate well, and closely interact with employees to understand 

and address their intrinsic needs (Men, 2014).  By communicating a desirable and 

inspirational vision, transformational leaders provide followers a sense of meaning within 

the organization.  Existing research on transformational leadership has demonstrated 

communication’s positive impact on employee attitudes and behaviors, such as trust in 

leaders, satisfaction with leaders, and leader–follower relationship (Dirks & Ferrin, 2002; 

Judge & Piccolo, 2004).  

Significance of the Dissertation in Practice Study 

  An objective of the research is to improve theoretical and practical understanding 

by engaging in a concurrent study of a principal’s leadership and communication, and its 

relationship with teacher trust.  A key element of an effective school is an effective 

principal (Whitaker, 1997).  Although school success is influenced by many people, 

school principals remain one of the most important factors in this success (Halawah, 

2005).  The effects of the principal on member-trust and teacher efficacy are worthy of 

additional examination and consideration.  Further, transformational leadership behaviors 

are often positively associated with communication effectiveness and trust-building 

(Neufeld, Wan, & Fang, 2010).  Accordingly, the implication of future findings might 

suggest leaders who are perceived to demonstrate transformational leadership behaviors 

will also be perceived as engaging in effective communication behaviors and measures 

which create and nurture team member trust.   

In terms of management practices, Zeffane et al.’s (2011) findings indicate to 

promote and build positive trust relationships, leaders must communicate well with their 
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employees and do this as honestly and directly as possible, particularly during uncertain 

times.  Further, the leader’s management tendencies can help boost morale and improve 

team member performance in meaningful ways.  When communication channels begin to 

deteriorate, misunderstandings and misrepresentations can grow and a climate of mistrust 

can form (Zeffane et al., 2011).  A lack of trust can lead members to become afraid or 

angry at others, resulting in their disguising, distorting, or ignoring facts, feelings, or 

conclusions (Zeffane et al., 2011).  When employees do not trust their leader, they can 

refuse or resist a leader’s influence while insulating themselves from the leader (Zeffane 

et al., 2011).  

Summary 

This chapter provided a brief overview of literature on transformational 

leadership, communication, and trust.  Also, it shared the purpose of the study, the 

research question, and study hypotheses which offered structure to this dissertation in 

practice work.  Further, it provided a brief overview of the research’s design and rationale 

being considered within the study.  Whereas studies on transformational leadership, 

communication, and trust have been widely researched, less studies have examined their 

relationships within the context of a principal’s leadership and communication style, and 

teacher trust in a Christian school context.  As detailed in the chapter, this study intends 

to contribute to previous research by exploring a principal’s use of transformational 

leadership and its relationship to communication and teacher’s trust in the principal.  
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CHAPTER TWO: LITERATURE REVIEW 

Introduction 

The academic study of school effectiveness has largely focused on student 

achievement.  School effectiveness in practice is a broad concept and there is limited 

agreement regarding its definition.  Effective school researchers claim successful schools 

possess unique characteristics and employ practices which are often correlated with 

student achievement and strong instructional leadership (Talebloo, 2015).  According to 

Talebloo (2015), researchers describe effective school characteristics as strong missional 

focus led by competent leaders, skilled teachers, strong relationships held between 

principals and faculty, effective instructional behaviors which can be associated with 

positive student outcomes, and high expectations of all students wherein all are 

appropriately challenged to perform to his or her full potential.   

As such, educational institutions are constantly reforming institutional practices to 

increase their effectiveness.  Tschannen-Moran and Gareis (2015) argue principals and 

teachers share the responsibility for creating and providing the context for, and 

experiences which lead to school effectiveness.  While teachers are responsible for 

instruction and student learning, the principal is responsible for stewarding the school’s 

vision, engaging the school community through clear and timely communication, 

overseeing the operations of the institution, and ensuring faculty effectiveness 

(Tschannen-Moran & Gareis, 2015).  Yet, the measures a principal uses to lead these 

responsibilities through his or her behavior and communication, and how it can engender 

teacher trust resulting in greater school effectiveness is less known.  The following 

literature review explores school leadership, popular leadership models, communication,  
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and teacher trust.  

School Leadership 

School leadership can be described as a process of influencing others in the 

institution to use available resources to achieve goals (Kartini, Kristiawan, & Fitria; 

2020).  Lewis, Goodman, and Fandt (as cited by Balyer, 2012) assert school 

administrators must cope with a rapidly changing world of work to be effective in their 

role.  As such, they must be team-oriented, strong communicators, problem solvers, and 

change-makers (Balyer, 2012).  Literature describes school leadership using diverse 

perspectives, yet similarly noting a shift away from authoritative behaviors to more 

shared, collaborative practices (Eaker, Dufour, & Dufour, 2002).  School leadership has a 

direct impact on school effectiveness including teacher performance, teacher efficacy, 

and student achievement (Marzano, 2007; Sergiovanni, 2006).   

Among school leaders, a principal’s work has been associated to the institution’s 

climate, the attitudes and behaviors of teachers, and teachers’ classroom practices 

(Marzano, Waters, & McNulty, 2005).  According to Rachmawati (as cited by Kartini et 

al., 2020), a principal’s leadership lies in his or her abilities as a functional teacher to 

mobilize requisite resources toward achieving institutional goals.  As such, the principal 

is responsible for influencing, encouraging, guiding, directing, and advancing teachers, 

students, and other institutional stakeholders toward shared school goals (Salwa, 

Kristiawan, & Lian, 2019).  

Bandura (1997) states principals use their leadership to improve the quality and 

delivery of student instruction and assist teachers with innovating academic learning.  

Griffith (2004) separated a principal’s responsibilities into two leading categories:  
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structure and consideration.  Structure referred to the principal’s ability to effectively 

staff faculty roles, and to provide faculty with the materials they need to deliver student 

instruction and best promote learning (Griffith, 2004).  Consideration referred to the 

extent principals shared institutional values with faculty and staff and developed mutual 

trust and respect among team members (Griffith, 2004).   

Barker (2001) studied secondary schools in the United Kingdom to investigate 

how principals influenced school operations.  In the study, Barker (2001) sought to 

identify leadership behaviors which differed between low and high performing schools.  

Research results highlighted the importance of the principal’s vision and focus on student 

achievement, and them continuously attending to faculty and staff needs (Barker, 2001).  

In high performing schools, principals created collaborative practices by including 

faculty within school decision making (Barker, 2001).  Further, Barker’s (2001) research 

presents a principal’s primary responsibilities as the acts of sharing a compelling school 

vision, and creating strong institutional practices focused on meeting the needs of faculty 

and students.   

Calik, Sezgin, Kavgaci, and Kilinc (2012) studied the relationships between 

school principals serving as instructional leaders, their behaviors, the self-efficacy of 

teachers, and collective teacher efficacy.  Study findings presented a principal’s 

instructional leadership behaviors have a positive and significant effect on teachers’ self-

efficacy (Calik et al., 2012).  Wood and Bandura (as cited by Calik, 2012) define self-

efficacy as an individual’s beliefs about their own talents to activate self-motivation,  

cognitive resources, and actions needed to ensure a sense of control over the events of  
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their lives.  Teachers self-efficacy consists of teachers’ beliefs about effecting and coping 

with students focused on instruction and student learning.  Further, study findings 

reported instructional leadership affected collective efficacy wherein as principals 

demonstrated instructional leadership skill and behaviors, both teacher and the efficacy of 

the entire teacher population grew stronger (Calik, 2012).   

 Eyal and Roth’s (2010) research investigated the relationship between school 

leaders and teacher’s motivation.  Drawing from Bass’ (1985) full range model of 

leadership which distinguishes between transformational and transactional leadership 

behaviors, Eyal and Roth (2010) suggest a principal’s ability to present teachers with a 

value-laden vision and empower them to take part in its interpretation and development 

can prompt teachers’ personal construction of the meaning of their work and the school’s 

mission.  Further, the principal’s transformational leadership behaviors help to generate 

teachers’ identification with the organization’s goals, which can result in greater teacher 

motivation.   

Kouzes and Posner (2007) identified the essential elements of successful school 

leadership as the leader’s actions being attentive to member trust wherein the more 

faculty and staff trust their leader, the more likely they are to take risks and contribute to 

positive school change.  Beyond their discussion of the popular school leadership models 

of autocratic and authentic leadership, Kouzes and Posner (2007) emphasized 

transformational leadership behaviors as an effective approach for principals to drive 

school success and change by modeling values and ideals, inspiring a shared vision, 

challenging institutional practices, enabling others through building trust, and 

encouraging the heart of followers. 
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Full Range Leadership Model  

Due to its complex nature, the concept of leadership is challenging to define, 

comprehend, and apply.  A significant number of leadership theories have emerged over 

the years, as have their corresponding instruments to measure leadership effectiveness 

within organizational settings.   

Attributed to Bass (1985), the full range leadership model (Table 1) seeks to 

amend a transactional leader’s focus on follower-goals regarding awarding or sanctioning 

follower behavior (Antonakis, Avolio, & Sivasubramaniam, 2003).  Cited by Russell 

(2017), the model encourages a recommended shift toward understanding how leaders 

influence followers to move beyond self-interest for the greater good of the organization 

and its members.  By incorporating transformational leadership, Bass (1985) proposed a 

more comprehensive and potentially positive leadership model.    

Full range leadership has been conceptualized as existing within a range of 

leadership behaviors along a continuum (Avolio, 2011).  Avolio (2011) explains the 

imagery of a continuum helps to promote the notion of transformational leadership 

residing alongside, enhancing, and augmenting the positive aspects of transactional 

leadership, such as related to contingent reward (as cited by Russell, 2017).  

Transactional leaders possess a higher proficiency with the fulfilling of task-oriented 

activities yet might be less equipped or motivated to lead organizational change and team 

member development (Avolio, 2011).  Therefore, applying full range leadership 

constructs might prove beneficial if transactional leadership behaviors are balanced with 

transformational behaviors (Avolio, 2001).  

Described by Avolio and Bass (1991), full range leadership consists of the 
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following transformational leadership factors: idealized influence (attributed and 

Table 1 

Full Range Leadership - Transformational, Transactional, and Laissez-Faire 

Leadership model Description 

Transformational leadership  

Idealized influence 
(attributed and behavior) 

Leader serves as a strong role model; followers identify 
with and desire to emulate the leader; behavioral 
component which refers to followers' observations of 
leader 

Inspirational motivation Leader communicates a strong vision and goals; talks 
enthusiastically about the future, and what needs to be 
accomplished 

Intellectual stimulation Leader prompts followers to be creative and innovative; 
re-examines critical assumptions 

Individualized 
consideration 

Leader provides a supportive climate; treats followers in 
equitable yet individual manner; encourages follower 
development 

Transactional leadership  

Contingent reward Leader discusses in specific terms who is responsible for 
achieving performance goals; facilitates the achievement 
of agreed upon objectives and rewards 

Management by 
exception (active) 

Leader monitors followers closely for mistakes or rule 
violations, and then takes action 

Management by 
exception (passive) 

Leader intervenes only after standards have not been 
met or problems arise 

Laissez-faire leadership  

Laissez-faire Leader abdicates responsibilities; avoids getting 
involved and making decisions 

Note. Full range leadership categories and descriptions (Avolio & Bass, 1991; Northouse 

2013). 

behavior); the leader acts in a way which followers want to emulate), inspirational 

motivation (the leader articulates an aspiring vision), intellectual stimulation (the leader 
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challenges followers’ preconceived notions and the institution’s practices), and 

individualized consideration (the leader attends to followers’ individual needs and 

aspirations).  Also, it includes the transactional leadership factors of contingent reward, 

and management-by-exception (active and passive) (Avolio & Bass, 1991).  Beyond 

transformational and transactional dimensions, the full range model includes laissez-faire 

leadership, or a passive avoidant leadership style (Avolio & Bass, 1991).  

Transformational Leadership 

In education, school success is dependent on the leadership practices of the school 

(Wahab, Mohd Fuad, Ismail, & Majid, 2014).  Wherein many leadership practices can be 

associated with institutional success, transformational leadership is one of the leading 

theories which has been empirically linked with school and principal effectiveness 

(Oterkiil & Ertesvag, 2014). 

Drawing from charismatic and authentic leadership theories, transformational 

leadership was developed by Burns (1978).  In conceptualizing transformational 

leadership, Burns (1978) contrasted it to the work of the transactional leader.  He 

proposed transactional leadership occurs when an individual interacts with another for the 

purposes of exchanging items of value (costs / benefits), whereas transformational 

leadership is the act of one of more individuals interacting with others to increase each 

member’s motivation and performance (Kieres, 2012).  Kieres (2012) describes the 

differences between the two leadership styles as transactional behaviors emphasizing 

tasks associated with management, while transformative behaviors support the aspects of 

leadership which extend beyond management in order to inspire positive team member 

behavior, leader-member relational connectedness, and organizational outcomes.  Per 
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Burns (as cited by Kieres, 2012), transformational leadership highlights the importance of 

raising levels of human conduct and aspirations of both the leader and those being led; 

and its potential to have a transforming effect on each.    

Transformational leaders integrate creative insight, persistence and energy, and 

intuition and sensitivity to other’s needs (Bass & Avolio, 1993).  Bass and Avolio (1993) 

provide transformational leaders work within the existing culture, framing their decisions 

and actions based on the operative norms and characteristics of their organization.  

Comparatively, transactional leaders are characterized by contingent reward and 

management-by-exception styles of behavior (Bass & Avolio, 1993).  Essentially, 

transactional leaders develop exchanges or agreements with their followers, pointing out 

what followers will receive if they do something right, as well as, wrong.   

Leithwood and Sun (2012) claims a relatively small amount of transformational 

leadership behaviors and practices are capable of increasing a team member’s 

commitment and effort toward the achievement of organizational goals.  Rather, the 

values and aspirations of both leader and follower are enhanced by these practices 

(Leithwood & Sun, 2012).  Unlike traditional models of leadership which are often 

transactional in nature, transformational leadership contends given adequate support, 

organizational members become highly engaged and motivated by goals which are 

inspirational because those goals are associated with values in which they strongly 

believe, or can be persuaded to strongly believe (Leithwood & Sun, 2012).  

Transformational leadership theory, then, identifies which internal states of 

organizational members are critical to their performance and specifies a set of leader 
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practices most likely to have a positive influence on those internal states (Leithwood & 

Sun, 2012).   

Transformational Leadership, Communication, and Trust in Schools  

Transformational leadership can aid in school achievement and effectiveness by 

driving predictable changes in the performance of organizational members (Leithwood & 

Sun, 2012).  Leithwood and Sun (2012) provide teacher practices must be challenged and 

changed often if school achievement is to improve.  Within schools focused on improving 

student achievement, Leithwood and Sun (2012) argue transformational leadership 

theoretically fails to fully solve for equipping strong school leaders.  Yet, research shows 

transformational leadership has a significant, positive effect on teachers’ emotions, 

values, and commitment to the needs of the organization (Leithwood & Sun, 2009).  

According to Oterkiil and Ertesvag (2014), such findings support a contextually 

appropriate set of transformational leadership practices joined with transactional 

leadership behaviors can lead to greater team member engagement and sustainable school 

change.  To produce this change, Oterkiil and Ertesvag (2014) share the principal must be 

able to draw from a range of effective leadership and management practices to create a 

culture wherein teachers feel relationally connected, trusting relationships can be formed, 

and change efforts are collectively driven.  Arguably, transformational leadership 

provides pathways which help lead others to such outcomes.   

While the principal which demonstrates transformational leadership behaviors  

plays an integral role in stimulating school effectiveness, the communication of  

the principal and how it is perceived by teachers help to create trust, and fuel the  
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positive efforts of the teacher to work in a manner which supports school achievement 

and student learning.  As a possible moderator and mediator to teacher trust, 

transformational leadership uses the vehicle of communication to share high expectations 

of followers and describe a clear vision in understandable and trust-building terms 

(Northouse, 2013).  The effectiveness of a transformational leader can be measured in his 

or her ability to share and receive information; where communication mode, frequency, 

and purpose matters (Zeffane, Tipu, & Ryan, 2011).  Whether casting vision, offering 

guidance, or seeking to understand the ideas shared by others, a principal’s 

communication can help build a strong culture, foster teacher trust, and lead to positive 

school behaviors and outcomes.   

Communication 

Effective leaders rely on two-way paths of communication (Men, 2014).  Such 

leaders establish a series of formal and informal channels allowing communication to 

flow freely in either direction (Terek, Nikolic, Gligorovic, Glusac, & Tasic, 2015).  

Leaders at different organizational levels influence the top-down transmission of 

messages to employees, and the communication of the opinions of employees to top 

management (Men, 2014).  Immediate supervisors are the information source preferred 

by employees and thus have more credibility with employees than senior executives 

(Men, 2014; Whitworth, 2011).  As such, leadership is demonstrated largely through 

communication (Boies, Fiset, & Gill, 2015).  The communication competence, quality, 

style, and channels of a leader can influence the attitude and behavior of employees 

(Men, 2014).   

In school settings, one form of communication is the purposeful creation and  
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transmission of messages between principals and staff (Gouran, Wietho, & Doelger, 

1994).  Danielson (2006) and Tschannen-Moran (2000) suggest school communication 

plays a lead role in a principal’s promoting professional learning and teaching among 

teachers.  In their study, Li, Hallinger, Kennedy, and Walker (2016) examined this 

premise by testing mediated principal leadership effects on teacher professional learning 

through communication, collaboration, and collegial trust.  The study used a sample of 

970 teachers from 32 primary schools, and measured teachers’ perceptions of principal 

leadership practices (Li et al., 2016).  Study findings affirmed the positive role trust, 

communication, and collaboration play in principal-teacher relationships (Li et al., 2016).  

Further, findings provide teacher learning and change is dependent on the principal’s 

ability to effectively communicate and collaborate with teachers (Li et al., 2016).  

Men (2014) shares transformational leadership strongly emphasizes the 

communication elements of listening, sharing openly, gaining feedback, and seeking 

participation.  Particularly, transformational leaders are open to diverse opinions, invite 

employees to participate in the decision-making process, and genuinely care about the 

well-being and feelings of their followers.  Accordingly, such leaders often communicate 

well, and closely interact with employees to understand and address their intrinsic needs 

(Men, 2014).  By communicating a desirable and inspirational vision, transformational 

leaders provide followers with a sense of meaning within the organization. 

To a greater degree than other leadership theories, an emphasis on  

transformational leadership rests heavily on the communication skills of the leader 

(Jensen, Moynihan, & Salomonsen, 2018).  While the transactional leader relies on the 

use of objective punishments and rewards, and the servant leader succeeds by visibly 
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serving and supporting followers, the transformational leader drives transforming 

organizational and personal change through communicating an idealized portrait of what 

the organization aspires to achieve (Jensen et al., 2018; Carton, Murphy, & Clark 2014).  

Jensen et al. (2018) share this vision of the future helps increase employees’ attraction to 

their organization’s purpose.  In turn, an increase in awareness of organizational purpose 

can lead employees to invest greater toward goals they perceive as meaningful (Jensen et 

al., 2018).  Yet, these transforming behaviors are impeded if the leader fails to 

communicate a clear and compelling vision since an organization’s mission can only 

inspire those who are aware of its existence and agree with its importance relative to 

themselves and the organization (Moynihan, Pandey, & Wright 2012).   

Transformational leaders’ ability to convey values and increase missional 

awareness among employees rests, at least partly, on their communication of the vision 

(Jensen et al., 2018).  Men (2014) contends this reliance on communication can become a 

blind spot for transformational leadership theory.  For a form of leadership which heavily 

relies on communication, we know little about the specific communication practices 

which strengthen the positive effects of transformational leadership on employee and 

organization outcomes (Jensen et al., 2018).  Empirical studies of transformational 

leadership provide credence to the vital role for communication, indicating the effect of 

transformational leaders on an employee’s missional awareness and adoption occurs 

through mediating mechanisms such as goal clarity and trust-building (Moynihan et al., 

2012).   

Dotger (2011) shares creating an inviting school culture and fostering strong  

partnerships with stakeholders are largely dependent upon a principal’s interpersonal  
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skills.  The research of Morreale and Pearson (2008), and Ryan (2007) (as cited by 

Dotger, 2011) indicates effective school leaders are distinguished from less effective 

leaders as a result of their communication skills.  Further, empirical evidence 

demonstrates school leaders who clearly communicate and collaborate with teachers are 

more likely to foster student achievement and lead high-performing schools (Gonzalez, 

Glassman, & Glassman, 2002; Groman & Andrews, 2002).   

Rafferty (2003) assessed the perceptions of teachers spanning 26 secondary 

school sites.  In terms of communicating with their principal, research questions were 

developed to measure the perceptions of teachers from open-communication climate 

schools versus those from closed-communication schools (Rafferty, 2003).  Statistically 

significant differences were found between open and closed-communication climate 

schools, noting the open flow of communication between teacher and principal is more 

prevalent in open school environment.  Similarly, Halawah’s (2005) measured school 

climate and communication effectiveness between principals and teachers.  In the study, 

208 surveyed teachers indicated school climate is positively associated with a principal’s 

communication effectiveness.  Further, findings suggest a principal’s creating a 

collaborative environment and ensuring open communication among team members are 

two of the leading indicators of successful school improvement (Halawah, 2005).  

Focusing on school leader relationships, Marks and Printy (2003) studied a  

principal’s communication and teacher collaboration, and its effects on instructional  

matters needed to enhance the quality of teaching and student performance.  The study 

compared a principal’s transformational and instructional leadership (Marks & Printy, 

2003).  It defined transformational leadership as a principal’s providing clear 
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communication, intellectual direction, and targets for innovating the institution while 

empowering teachers through collaboration and shared decision making (Marks & Printy, 

2003).  Instructional leadership was defined as the active collaboration of principals and 

teachers on curriculum, instruction, and assessment (Marks & Printy, 2003).  Study 

findings suggested that integrating transformational and shared instructional leadership 

behaviors with teachers can help improve school performance (Marks & Printy, 2003).  

Trust 

Trust literature describes the act of trusting as individuals and groups 

demonstrating a willingness to make themselves vulnerable to others, and to take risks 

with the confidence they will respond positively to their actions (Tschannen-Moran & 

Gareis, 2015).  Researchers in organizational behavior have conceptualized trust as faith 

in, and loyalty to the leader (Ngodo, 2008).  Marlowe and Nyhan (1997) express trust as 

the trustworthiness of the other party, faith in the leader, and loyalty to the leader.  

Further, trust has been defined as an individual’s or group’s belief that actors will 

positively respond with benevolence, reliability, competence, honesty, and openness 

(Hoy and Tschannen-Moran, 2003).   

According to Hoy and Tschannen-Moran (2003), one can divide trust in schools 

into four areas: colleagues, principal, student, and parent.  Among these areas, teacher’s 

trust in a principal is essential, and serves as the foundation for trust in schools (Hoy &  

Tschannen-Moran, 2003).  Former research describes faculty trust in principals as linked 

to school effectiveness (Hoy, Tarter, & Witkoskie, 1992), as well as positive school 

climate (Tschannen-Moran & Hoy, 1997), and principal authenticity (Henderson and 

Hoy, 1983).  Van Maele and Van Houtte’s (2015) research presented principal-teacher 
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relationships has a significant effect on teachers’ job attitudes.  Unsatisfactory 

relationships and a general absence of trust with principals can result in teacher stress 

(Tschannen-Moran & Gareis, 2015), lower job satisfaction (Van Maele & Van Houtte, 

2015), and lower efficacy (Fox, Gong, & Attoh, 2015).  The importance of satisfying, 

trusting relationships for teachers’ level of job satisfaction, stress, and efficacy suggests 

teachers are relationally dependent on the principal’s behaviors and practices (Van Maele 

& Van Houtte, 2015).   

Zeffane et al. (2011) examined the relative impact of communication 

effectiveness on trust climate.  Their study explored factors which are most likely to 

effect trust (Zeffane et al., 2011).  Trust was measured by assessing overall beliefs in 

good intentions of organizational participants as well as the degree of faith and trust in 

various actors in the organization, including co-workers and managers (Zeffane et al., 

2011).  Their analysis demonstrated the perceived effectiveness of communication 

between managers and employees, and commitment & pride in working for the company 

were the leading influential factors affecting the likelihood of trust climates and trust in 

management (Zeffane et al., 2011).  Trust is generated by true feelings of good 

communication among participants and may precede and follow member authenticity and 

commitment (Zeffane et al., 2011).  Their data revealed perceptions of effective 

communication with senior management may be the strongest factor in shaping a climate 

of organizational and member trust (Zeffane et al., 2011).  Additionally, their findings 

offered good communication helps to avert misperceptions which are often associated 

with feelings of mistrust; and when feelings of trust are established, there is a greater  

chance for member loyalty and commitment (Zeffane et al., 2011). 



LEADERSHIP, COMMUNICATION, AND TRUST 

 

 

28

In their study of 652 public elementary school teachers, Zeinabadi and 

Rastegarpour (2010) found principals who demonstrate transformational leadership 

characteristics not only affect teacher trust but have more trusted teachers by affecting 

their perception of fairness in school procedures.  Therefore, principals are instrumental 

in creating trust with teachers (Zeinabadi & Rastegarpour, 2010).  As such, principals 

should work to apply transformational leadership behaviors to empower and involve 

teachers in school decision making (Zeinabadi & Rastegarpour, 2010).  Further, their 

findings assert principals are responsible for motivating teachers to a high level of 

commitment and loyalty to the school’s mission, as principals who are not trusted will 

find difficulty creating highly committed teachers (Zeinabadi & Rastegarpour, 2010).   

Finnigan (2010) found transformational leadership had an important role in school 

improvement and helped to inspire teacher confidence.  Finnigan’s (2010) study sampled 

4,545 primary school teachers spanning 398 schools in Chicago, Illinois.  The study 

investigated the leadership style of school principals and teachers’ motivation at school 

operating under accountability practices (Finnigan, 2010).  Study findings provided that 

when there is an absence of trust between principals and teachers, it is difficult for school 

improvement efforts to be successful (Finnigan, 2010).  Further, findings emphasized the 

need for principals to utilize transformational leadership behaviors to create trust and 

teacher cooperation for the well-being of the school (Finnigan, 2010).   

Mirza and Redzuan (2012) studied the relationship between the leadership style of 

primary school principals and teachers’ trust in their school leader.  Their study sampled 

268 principals and 513 primary school teachers, and findings presented there was a 

statistically significant relationship between the principals’ leadership style and teacher 
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trust, especially in the case of transformational leadership (Mirza & Redzuan (2012).  

Specifically, high levels of trust were associated with the transformational leadership 

behaviors of school principals (Mirza & Redzuan (2012).   

As cited by Eliophotou-Menon and Ioannou (2016), Browning (2014) studied the 

transformational leadership practices which contribute to the development of trust in 

schools.  Their research interviewed 177 school principals and their teachers as well as 

used participatory observations to collect information.  Browning (2014) found that staff 

maintained a high level of personal confidence in their principals in relation to structure, 

purpose, values, and vision of the school.  Research findings presented the principal’s 

transformational leadership behaviors, and it beyond other forms of leadership styles, 

helped to create trust among teachers (Browning, 2014).  Specifically, the 

transformational leadership behaviors which had the most positive and significant 

influence on teacher trust was a principal’s openly admitting his or her mistakes, being an 

active listener, and allowing teachers to participate in school decision making (Browning, 

2014). 

Summary 

Transformational leadership continues to emerge as one of the leading models for 

describing leadership effectiveness in schools (Tschannen-Moran & Gareis, 2015).  

Although research on transformational leadership has been largely theoretical, many 

researchers associate transformational leadership as being positively related to 

organizational transformation and positive work outcomes (Jantzi & Leithwood, 1996; 

Jensen et al., 2018; Talebloo et al., 2015).  In schools, transformational leadership 

behaviors have been linked to a variety of important school conditions including goals 
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and purposes, structure and organization, principal-teacher relationships, member trust, 

organizational culture, decision making as well as classroom conditions such as 

instructional services and policies (Leithwood & Sun, 2012).   

Transformational leadership theory is based on the notion certain leader behaviors 

transform followers’ values, needs, preferences, and aspirations (Yue, Men, & Ferguson, 

2019) in a manner which helps to create and nurture trust.  As a result of transformational 

leadership, principals and teachers can share values which, in turn, can help both become 

more responsible, productive, and committed to leading the efforts of the school 

(Talebloo et al., 2015).  Talebloo et al. (2015) share that in the ever-changing 

environment of a school, principals must be able to communicate a vision for success, 

inspire others to embrace the vision, and possess the ability to create trust among teachers 

in order to drive transformational change.   

This chapter provided an overview of literature on transformational leadership, 

communication, and trust.  Whereas research on transformational leadership, a leader’s 

communication, and teacher trust have been widely researched, less studies have 

examined their interrelations within the context of a principal’s leadership in schools.  As 

detailed in the next chapter, this study will build on previous research to explore a 

principal’s use of transformational leadership and communication, and its relationship to 

teacher trust.  
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CHAPTER THREE: METHODOLOGY 

Introduction 

The purpose of this quantitative study was to examine the relationships of 

transformational leadership, communication, and teacher trust within secondary Christian 

schools in the United States.  The study was largely exploratory and assumed two-way 

relationships between a principal’s transformational leadership behaviors and 

communication, and teacher trust in their principal.   

This chapter describes the methodology which was used for the study.  The study’s 

research question and hypotheses are also presented.  Further, the research’s design, data 

collection and analysis methods, and ethical considerations are described.  The chapter 

concludes by providing the researcher’s reflections which describe how the study was 

chosen, and the desired outcomes specific to study findings and how they might be 

applied to a principal’s leadership and communication, and positively effect teacher trust 

in schools.   

Research Question and Hypotheses 

While considerable theoretical and empirical work has identified relationships 

between transformational leadership, communication, and trust, the mechanisms 

underlying these links are not well understood.  Further, few studies have been performed 

and its research used to inform the daily practices of a principal’s leadership behavior and 

communication on teacher trust in schools.  To examine the relationships of 

transformational leadership, communication, and teacher trust within secondary Christian 

schools in the United States, the study sought to address the question: 

Research question: To what extent does a relationship exist between a  
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principal’s transformational leadership and communication, and teacher trust in 

secondary Christian schools?   

Further, the study tested the following hypotheses (Figure 2): 

H1A: A statistically significant relationship exists between a principal’s 

transformational leadership behaviors and teacher trust. 

H2A: A statistically significant relationship exists between a principal’s 

transformational leadership behaviors and a principal’s perceived communication.  

H3A: A statistically significant relationship exists between a principal’s perceived 

communication and teacher trust. 

Figure 1 

Conceptual Model: Study Hypotheses 

 

Method 

Research Design Overview 

 To advance this work, I used a quantitative, non-experimental correlational 

research design.  As shared by Creswell (2014), non-experimental, descriptive research 

allows researchers to study the phenomenon of interest as it exists naturally with no 

attempt to manipulate individuals, conditions, or events.  Cozby and Bates (2015) 

indicated that a correlational design is appropriate when two or more variables are being 
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examined for their statistical relationship.  To examine a numeric description of trends 

and the opinions of the research sample, a survey design was used to study the population 

of secondary school teachers, and to generalize findings (Creswell, 2014).  To address 

reliability, the cross-sectional study included multiple school sites across the United 

States broadening geographical and cultural scope.  My survey design used a 

questionnaire aimed at gauging teacher views and ratings on a range of job-related and 

leadership-focused areas.  In a typical survey, researchers administer a standardized 

questionnaire to individuals in the sample so to collect original data for describing the 

population which is often too large to observe directly (Babbie, 2017). 

Whether a survey is administered via an interview, mail, email or telephone, a 

survey containing careful probability sampling can use population sampling 

characteristics to reflect a larger population (Babbie, 2017).  In addition to making large 

samples feasible, a survey’s standardized questions add strength to measurement (Babbie, 

2017).  Conversely, surveys can lack in social context, be inflexible, demonstrate 

artificiality, and be generally weak relative to validity (Babbie, 2017).  Because non-

experimental survey research was used, considerations were given to the following 

limitations: survey instruments used and their design, survey response rate, time and 

financial requirements for modes of data collection, and the use of self-reported 

participant data (Babbie, 2017; Creswell, 2014).   

Study Variables 

The study’s independent variables are a principal’s leadership behavior and 

communication, and the dependent variable is teacher trust.  Drawing from Bass’ (1998) 

model, transformational leadership was defined as a leadership model consisting of four 
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distinct yet interrelated behaviors: idealized influence (the leader acts in a way which 

followers want to emulate), inspirational motivation (the leader articulates an aspiring 

vision), intellectual stimulation (the leader challenges followers’ preconceived notions), 

and individualized consideration (the leader attends to followers’ individual needs and 

aspirations).   

For purposes of this study, communication was defined as the formal and  

informal sharing of meaningful and timely information (Zaffane et al., 2011).  Further, 

the examination of communication included a principal’s communication style and 

communication effectiveness as perceived by teachers.  Communication style was 

defined as verbal aggressiveness, expressiveness, preciseness, assuredness, 

supportiveness, and argumentativeness (De Vries et al., 2009).  Communication 

effectiveness was defined as the quality of principal-teacher interactions as perceived by 

the teacher, wherein the intended message is successfully delivered, received and 

understood by the teacher.  Within a school context, teacher trust was defined as an 

expectancy held by a teacher that the word, promise, verbal or written statement of their 

principal can be relied upon (Zeffane et al., 2011).   

Participants  

A questionnaire was emailed to full-time teachers in the United States who teach 

in Christian secondary schools (grades 6-12) and maintain some form of affiliation with 

the Association of Christian Schools International (ACSI) and Christian Schools of 

Florida (CSF).  My study’s sample was well-suited to the study because ACSI is the 

largest organization of Christian schools in the world, with 5.5 million students and 3,300 

member schools in the United States (About ACSI & Membership, n.d.).  Additionally, 
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the survey was administered through CSF which is a Florida-based association comprised 

of approximately 500 secondary teachers.   The study’s targeted population was 

comprised of 801 teachers.  According to ACSI’s office of Research and Strategic 

Initiatives and CSF’s leadership, this sample size sufficiently represents each 

organization’s secondary school teacher population in the United States (About ACSI & 

Membership, n.d.).  For research purposes, ACSI and CSF often serve member schools in 

the distribution of surveys.  Upon receiving their approvals to participate in this study, 

teachers within the targeted population were sent an email from ACSI (Appendix A) and 

CSF (Appendix B) inviting them to participate in the study, in which a link to the study’s 

instrument was included.   

Data Collection 

Data Collection Procedures 

I used three survey instruments to collect the opinions and attitudes of   

secondary teachers relative to their principal’s leadership behaviors and communication, 

and trust in their principal.  To control for common method bias or common rater effects, 

I counterbalanced the survey and its order of questions, sought to avoid vague concepts, 

and kept questions simple and concise (Podsakoff, MacKenzie, Lee, & Podsakoff, 2003).  

The three instruments were combined into a single tool, and I informally tested it among 

several colleagues prior to distribution.  The survey was tested to determine if revisions 

were needed before data collection occurred.  Using the survey, I asked participants to 

provide demographic information including gender, age; and years, grades, and primary 

subject area(s) taught.  

The survey was electronically distributed by email via ACSI and CSF to the  
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targeted teacher population.  To protect privacy, all communication with study 

participants was conducted via ACSI and CSF’s research offices.  As researcher, I did not 

solicit participants’ names, emails, or school names.  To increase response rates, 

Qualtrics (www.qualtrics.com) was used to create and distribute the web-based, 

descriptive survey.   

The survey included an introduction (cover letter) explaining the purpose of the 

study, described what was being asked of participants, and sought participant consent 

(Appendix C).  It also informed participants of their rights, and actions which were used 

to protect their privacy and anonymity, opt-out of the survey; and requested their 

informed consent.  The survey’s introduction described the potential benefits of the study.  

Further, it specified respondents were purposively selected to participate, and shared a 

deadline to complete the survey (Babbie, 2017).   

To consider survey fatigue and drive response rates, I created the questionnaire 

using Qualtrics (www.qualtrics.com) and included an introduction section which 

provided the purpose of the study, described respondents having been specifically 

selected to take the survey, sought participant consent, and shared a deadline to complete 

the survey.  Based on the length of survey, teachers were given three weeks to respond.  

In addition to length and its potential effect on participant survey fatigue, the survey 

limited the length of each question, and respondents were able to save their responses in 

Qualtrics over multiple sessions prior to submitting their completed survey.  In an effort 

to drive survey responses, two gift cards were raffled among those who completed the 

survey in its entirety.  Beyond gift cards, no additional compensation was offered to  

research participants.   
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Consistent with Creswell (2014), associating research with the legitimacy of  

member-organizations, ACSI and CSF, can help establish trust with survey respondents.  

One week after the questionnaire was emailed, reminder emails were sent to participants. 

Data Collection Tools 

The Multifactor Leadership Questionnaire 5X-Short (MLQ) 

 The Multifactor Leadership Questionnaire 5X-Short Rater Form (MLQ) was used 

to assess principals’ leadership behaviors (Appendix D).  Widely used and validated, the 

MLQ helps to assess a range of leadership behaviors spanning transformational, 

transactional, and passive-avoidant leadership scales (Avolio & Bass, 2004).  Using 

Avolio and Bass’ (2004) definition of transformational leadership, the MLQ measured a 

principal’s perceived demonstration of four factors: inspirational motivation, idealized 

influence (attributed and behavior), intellectual stimulation, and individualized 

consideration.  Independent of transformational behaviors, the MLQ assesses a 

principal’s transactional behaviors of contingent reward (the leader engages in a path-

goal transaction of reward for job performance), active management-by-exception (the 

leader takes corrective action based on leader-follower transactions), and passive 

management-by-exception behaviors (the leader relies on employees to take 

responsibility for their actions, and only intervenes when problems become severe). 

The MLQ consisted of 45 Likert-type questions with five response options for 

each: not at all, once in a while, sometimes, fairly often; and frequently, if not always. 

Inspirational motivation was defined as the degree to which a principal articulates and 

represents a clear vision and projects a positive future wherein teachers are motivated.  

Northouse (2013) describes inspirational motivation as a leader’s ability to communicate 
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high expectations to followers, inspiring them through motivation to become committed 

to and a part of the shared vision of the organization.  The factor included multiple 

questions and has a Cronbach’s alpha of .76 (Avolio & Bass, 2004).  An example 

question specific to this factor is, “the person I am rating talks optimistically about the 

future” (Avolio & Bass, 2004).   

 Idealized influence (attributed) is defined as the degree to which charisma is 

attributed to the principal.  Because of leaders’ positive attributes (perceived power and 

focus on higher-order ideals and values), followers place significant trust in the leader 

(Northouse, 2013).  Further, followers build close emotional ties with the leader and work 

to emulate the positively modeled behaviors of the leader (Northouse, 2013).  Idealized 

influence (behavior) emphasizes a collective sense of mission and values, as well as, 

acting upon these values (Northouse, 2013).  This factor included multiple questions and 

has a Cronbach’s alpha of .70 (Avolio & Bass, 2004).  Two example questions specific to 

this factor is, “the person I am rating goes beyond self-interest for the good of the group” 

(attributed) and “the person I am rating considers the moral and ethical consequences of 

decisions” (behavior) (Avolio & Bass, 2004).  

Intellectual stimulation can be defined as the degree to which the principal  

challenges the assumptions of followers’ beliefs and values (Northouse, 2013).  A  

leader’s use of intellectual stimulation inspires followers to act innovatively and to  

engage in careful problem solving (Northouse, 2013).  Northouse (2013) offers this  

type of leadership supports followers as they try new approaches and develop creative  

ways of dealing with organizational challenges.  This factor will include multiple 

questions and has a Cronbach’s alpha of .64 (Avolio & Bass, 2004).  An example 
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question specific to this factor is, “the person I am rating reexamines critical assumptions 

to question whether they are appropriate” (Avolio & Bass, 2004).   

 Individualized consideration can be defined as the degree to which the principal  

considers the individual needs of followers and help followers to develop personal  

strengths.  Northouse (2013) provides this factor of transformational leadership creates a 

supportive climate in which the leader listens carefully to the individual needs of 

followers.  This factor included multiple questions and has a Cronbach’s alpha of .62 

(Avolio & Bass, 2004).  An example question specific to this factor is, “the person I am 

rating helps others develop their strengths” (Avolio & Bass, 2004).     

Communication Styles Inventory  

 Developed by De Vries, Bakker-Pieper, Konings, and Schouten (2013), the 

Communication Styles Inventory (CSI) was used to measure a principal’s communication 

as perceived by teachers (Appendix E).  The CSI distinguishes between six domain-level 

communicative behavior scales: expressiveness, preciseness, verbal aggressiveness, 

questioningness, emotionality, and impression manipulativeness.  Each domain consists 

of four facet level scales.  In its entirety, the CSI consists of 96 communication behavior 

items, and is equally divided among six behavior scales.  This study did not include the 

domains of emotionality and impression manipulativeness.  In turn, the instrument was 

limited to 24 Likert-type questions with six response options for each: strongly disagree, 

disagree, somewhat disagree, somewhat agree, agree, and strongly disagree.  The study’s 

questions focused on teachers’ perceptions of principals’ conversational dominance, 

structuredness, thoughtfulness, authoritarianism, nonsupportiveness, and 

unconventionality.  As tested by De Vries et al. (2013), the CSI’s Cronbach reliabilities  
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ranged from .82 to .88.   

 As examples, the survey included the following questions: “My principal weighs 

their answers carefully”, “My principal listens well”, “My principal always treats people 

with a lot of respect”, “My principal chooses their words with care”, and “My principal 

thinks carefully before they say something” (De Vries et al., 2013).  

Faculty Trust Scales 

 Developed by Hoy and Tschannen-Moran (2003), the omnibus trust scales 

combine independent scales previously used for elementary and secondary schools 

(Appendix F).  The omnibus trust scale measures teacher trust at the principal, 

colleagues, and parent levels (Hoy & Tschannen-Moran, 2003).  The instrument has 

demonstrated reliable and valid measures for faulty trust in principals (Hoy & 

Tschannen-Moran, 2003).  For this study, trust scales were limited to questions pertaining 

to a teacher’s trust in their principal.   

The instrument included 10 Likert-type questions with six response options for 

each: strongly disagree, disagree, somewhat disagree, somewhat agree, agree, and 

strongly agree.  As examples, the survey included the following items: “Teachers in the 

school trust the principal”, “The principal of this school does not show concern for 

teachers”, “The principal openly shares personal information with teachers”, and “The 

principal in this school keeps his or her word” (Hoy & Tschannen-Moran, 2003).   

Data Analysis 

Using the resource of Qualtrics, I collected surveys and examined the data online.   

The number of members of the sample who completed the survey are reported and used 

to determine response bias (Creswell, 2014).  To analyze collected data, I used IBM’s 
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(2019) Statistical Package for Social Sciences (SPSS).  Using SPSS, a descriptive 

analysis of data for all independent and dependent variables under study, including the 

sample size, number of members of the sample who did not complete the survey, means, 

standard deviations, and range of scores for variables are shared and tested (Creswell, 

2014).  To analyze data, correlation and regression testing was conducted.  Results from 

the study’s analysis are presented in tables or figures in Chapter Four, and interpretations 

from the statistical tests are shared in Chapter Five (Creswell, 2014).     

Ethical Considerations 

 Roberts and Hyatt (2019) share ethical issues arise in all aspects of conducting 

research, inclusive of protecting study participants, protecting the data collection process, 

effectively managing data analysis and interpretation, respecting the research site, 

writing, and disseminating research findings.  As such, this study considered many of the 

central issues often associated with conducting and writing research: protecting 

participants, gaining approvals, protecting the data collection instrument, accounting for 

research bias, and reporting the data.  

Protecting Participants 

 To protect study participants, particularly around ethical issues such as informed  

consent, protection from harm, and confidentiality, I requested the approval of the 

survey-distributing organizations, ACSI and CSF, and Creighton University’s 

institutional review board (Appendix G).  Once I had gained IRB, ACSI, and CSF’s 

approvals, ethical considerations were given to protecting school sites under study (i.e. 

site names were not requested), avoided deceiving participants (teachers, and indirectly 

principals), respected potential power imbalances between principals and teachers (i.e. 
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making each aware of the reason for the study and research collection process), avoided 

the exploitation of participants (i.e. protecting collected data and avoiding sharing it with 

others), and avoided collecting information which could prove harmful to the individual, 

principal, school, or others (Creswell, 2014).  To protect anonymity and confidentiality, 

participants were not be asked to share their name or other identifying information (title, 

school name, home address, phone number, etc.).  Further, reported findings do not 

include participant identifiers.   

Protecting Data Collection 

To protect the collection instrument, I used Qualtrics (www.qualtrics.com) to 

secure the web-based collection process and storage of data; all to protect participants 

and the confidentiality and privacy of their responses.   

Research Bias 

Instrument design bias was controlled by testing the survey prior to collecting 

data.  Selection and sampling bias were controlled by seeking the participation of subjects 

under study, and as managed by ACSI and CSF (i.e. did not limit to certain schools, 

grades, those the researcher knows, etc.).  In respect to procedural bias, the researcher, 

ACSI, and CSF did not apply undue pressures on subjects to participate or respond in an 

unrealistic amount of time.   

Reporting of Data 

In considering the reporting of data, ethical considerations including falsifying 

authorship, providing evidence, sharing factual data findings, and sharing conclusions 

were considered (Creswell, 2014).  Further, my work sought to avoid plagiarizing by 

citing sources, disclosing information which could harm participants, sharing data with 
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others, keeping raw data and other materials, and duplicating or piecemealing existing 

research (Creswell, 2014). 

Summary 

This chapter described the research methodology used for the study.  In addition 

to sharing the purpose of the study, its research question and hypotheses, the  

study’s sampling plan and collection instruments were presented.  Additionally, I have 

shared the processes used to collect and analyze research findings.  The section 

concluded by providing relevant ethical considerations.  
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CHAPTER FOUR: RESULTS AND FINDINGS 

Introduction 

The purpose of this quantitative, non-experimental correlational study was to 

examine the relationships of a principal’s leadership, communication, and teacher trust 

within Christian schools.  Foundational to chapter four, I used prior chapters to detail the 

study’s background, literature review, and methodology used to advance this work.  In 

continuance of this research, chapter four will present the findings obtained using the 

methodology detailed in chapter three.   

My study was largely exploratory and assumed relationships between a principal’s 

leadership behaviors and communication styles, and perceived teacher trust in his or her 

principal.  The primary research question the study sought to address was: To what extent 

does a relationship exist between a principal’s transformational leadership and 

communication, and teacher trust in secondary Christian schools?  The study explored 

perspectives on the relationships of a principal’s transformational and transactional 

leadership behaviors and communication style, and trust among secondary school 

teachers (grades 6-12) affiliated with the Association of Christian Schools International 

(ACSI) and Christian Schools of Florida (CSF).   

The study’s targeted sample consisted of 801 secondary teachers.  Within the 

sample, 125 teachers participated in the study resulting in a 16% overall response rate.  

Of the 125 total responses, 26 responses were unusable due to incomplete questionnaires 

or a respondent’s working in primary grades (grades 1-5).  Unusable responses were 

removed resulting in a total sample of 99 responses, and a modified response rate of 12%.  

This chapter presents quantitative findings using the study’s collected data.  Data  
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will include demographics characteristics of study participants, descriptive statistics  

for study measures, correlations between study variables, and regression associations 

without confidence levels.     

Presentation of Findings 

Three survey instruments were combined into a single electronic questionnaire 

and used to collect the opinions and attitudes of secondary teachers relative to their 

principal’s leadership behaviors and communication, and trust in his or her principal.  

The questionnaire combined the Multifactor Leadership Questionnaire, Form 5X Rater 

Form (Avolio & Bass, 2004), a principal’s communication styles inventory derived from 

De Vries, Bakker-Pieper, Konings, and Schouten (2013), and faculty trust scales (Hoy & 

Tschannen-Moran, 2003).   

Demographic Characteristics 

Demographic characteristics of study participants (Table 2) provides details 

specific to gender, age, number of years taught, secondary grades taught, and primary 

subject area(s) taught.  Of the 99 teachers who completed the survey, 64 (65%) were 

female and 35 (35%) male.  On average, the majority (58%) of teachers ranged between 

the ages of 41-60.  Specific to the number of years respondents have taught, 74 (74%) 

teachers have taught for more than 10 years with 22 (22%) respondents exceeding 30 

years in teaching experience.  The majority (64%) of all respondents teach students in 

grades 9-12.  Of subject areas taught, 42 (42%) of respondents teach the subjects of 

English, mathematics, and social sciences; and 25 (25%) of respondents teach multiple 

subjects.   
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Table 2 

Study Participants 

Demographics n % 

Gender   

Male 35 35 

Female 64 65 

Age   

18–29 5 5 

30–40 17 17 

41–50 30 30 

51–60 28 28 

61 and older 19 19 

Years taught   

1–4 years 9 9 

5–9 years 16 16 

10–19 years 35 35 

20–29 years 17 17 

30+ years 22 22 

Grade level taught   

6th–8th 8 8 

9th–12th 63 64 

Multiple 28 28 

Subject area taught   

Bible 8 8 

English 12 12 

Fine arts 8 8 

Mathematics 14 14 

Physical education 2 1 

Science 10 10 

Social science 16 16 

World languages 5 5 

Multiple  24 25 
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Descriptive Statistics 

The study’s independent variables are a principal’s leadership behavior and  

communication style, and the dependent variable is teacher trust.  Drawing from Bass’  

(1998) leadership model, transformational leadership consists of four distinct, yet 

interrelated behaviors: idealized influence (the leader acts in a way which followers want 

to emulate), inspirational motivation (the leader articulates an aspiring vision), 

intellectual stimulation (the leader challenges followers’ preconceived notions), and 

individualized consideration (the leader attends to followers’ individual needs and 

aspirations).  Independent of transformational leadership, the transactional behaviors of 

contingent reward (the leader engages in a path-goal transaction of reward for job 

performance), active management-by-exception (the leader takes corrective action based 

on leader-follower transactions), and passive management-by-exception behaviors (the 

leader relies on employees to take responsibility for their actions, and only intervenes 

when problems become severe) were studied (Bass, 1998).  

Communication style is categorized within the communication dimensions of 

verbal aggressiveness, expressiveness, preciseness, assuredness, supportiveness, and 

argumentativeness (De Vries et al., 2009).  Within these dimensions, the study examined 

the scales of conversational dominance (the leader takes control of conversations), 

structuredness (the leader uses logic or structure when communicating with others), 

thoughtfulness (the leader’s consideration in what and how they share), authoritarianism 

(the leader insists or expects others to obey their directives), nonsupportiveness (the 

leader’s lack of fair treatment, understanding, and care for others), and unconventionality 

(the leader introduces unusual or new points of view) (De Vries et al., 2009).  
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Hoy and Tschannen-Moran (1999) categorize trust using six distinguishable 

facets: reliability (consistency, and knowing what to expect), vulnerability (willingness to 

trust another), benevolence (show of concern for others), openness (the extent to which 

relevant information is shared), honesty (a person’s character and integrity), and 

competence (ability to perform their role as expected).   

 The descriptive statistics in Table 3 present the range of respondent ratings, the 

means (𝑋), and standard deviations (SD) for study measures.  On average, teachers 

reported a moderately high degree of transformational leadership behaviors in principals 

(𝑋=14.62; SD=4.39; range 0-20).  Conversely, teachers reported a low degree of 

transactional (𝑋=4.8; SD=1.67; range 0-12) and laissez-faire leadership behaviors 

(𝑋=0.82; SD=0.84; range 0-4) in principals.  Within the domain of transformational 

leadership, teachers rated principals highest in idealized influence (behavior) (𝑋=3.29; 

SD=0.81; range 0-4), or the manner in which a principal emphasizes a collective sense of 

mission and values as well as act upon such values (Northouse, 2013).  While relatively 

low, teachers rated principal’s transactional leadership behaviors highest in contingent 

reward (𝑋=2.70; SD=0.89; range 0-4), or the degree in which a principal sets rewards in 

exchange for teachers’ efforts to meet personal or school goals.   

On average, teachers rated principals moderately high in communication styles 

(𝑋=18.52; SD=6.07; range 0-30).  Of the six dimensions of communication style, 

teachers rated principals highest in thoughtfulness (𝑋=3.84; SD=1.09; range 0-5), or the 

care a principal takes in how and when he or she communicate with teachers.  Teachers 

rated principals lowest in unconventionality (𝑋=1.15; SD=1.11; range 0-5), or a  
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Table 3 

Leadership Behaviors, Communication, and Trust Scales – Range, Means, and Standard 

Deviations of Scores 

Scales n Min. Max. Mean SD 

Leadership behaviors      

Idealized influence (attributes) 99 0.50 4.00 2.97 0.89 

Idealized influence (behaviors) 99 1.25 4.00 3.29 0.81 

Inspirational motivation 99 1.25 4.00 3.32 0.73 

Intellectual stimulation 99 0.00 4.00 2.47 0.94 

Individualized consideration 99 0.25 4.00 2.57 1.02 

Contingent reward 99 0.25 4.00 2.70 0.89 

Management by exception (active) 99 0.00 3.00 1.26 0.78 

Management by exception (passive) 99 0.00 3.75 1.14 0.90 

Laissez-faire 99 0.00 4.00 0.82 0.84 

Communication style      

Conversational dominance 99 0.00 5.00 3.26 0.93 

Structuredness 99 0.00 5.00 3.66 1.10 

Thoughtfulness 99 0.00 5.00 3.84 1.09 

Authoritarianism 99 0.00 4.50 2.48 0.79 

Nonsupportiveness 99 0.75 5.00 4.13 1.05 

Unconventionality 99 0.00 5.00 1.15 1.11 

Trust      

Reliability 99 0.50 5.00 4.11 1.10 

Vulnerability 99 0.50 5.00 4.19 1.05 

Benevolence 99 1.00 5.00 4.36 1.02 

Openness 99 0.00 5.00 2.83 1.17 

Honesty 99 1.00 5.00 4.26 1.03 

Competency 98 1.00 5.00 4.22 1.11 

Note. Leadership Behaviors were assessed using a 5-point scale (0 = not at all, 4 = 

frequently, if not always); Communication Style used a 6-point scale (0 = strongly 

disagree, 5 = strongly agree); Trust used a 6-point scale (0 = strongly disagree, 5 = 

strongly agree). 
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principal’s introduction of unusual or new points of view.   

On average, teachers reported a moderately high degree of trust in principals 

(𝑋=19.97; SD=5.48; range 0-30).  Of the six dimensions of trust, teachers rated principals 

highest in benevolence (𝑋=4.36; SD=1.02; range 0-5), or the principal’s demonstration of 

concern for others.  Teachers rated principals lowest in openness (𝑋=2.83; SD=1.17; 

range 0-5), or the extent to which personal or school information is shared by principals  

with teachers. 

Correlations Between Study Variables 

 I used a Pearson, two-tailed correlation test to measure the strength of relationship 

between the study’s independent variables of leadership behaviors and communication 

style, and the dependent variable of trust.  Correlation allows researchers to examine 

relationships between quantitative variables, and to evaluate whether the relationship of 

the variables is strong or weak, as well as the direction of the relationship.   

Table 4 presents correlations for the variables of leadership behaviors (IV) and 

trust (DV).  Within leadership behaviors, transformational, transactional, and laissez-faire 

leadership behaviors are presented in correlation with the trust facets of reliability, 

vulnerability, benevolence, openness, honesty, and competence.  For each of the 

transformational leadership factors which include idealized influence (attributes and 

behaviors), inspirational motivation, intellectual stimulation, and individualized 

consideration, as participants’ (teachers) ratings of principals increased, their levels of 

trust also increased.  Among these factors, idealized influence (attributes) presented the 

most significant, positive correlation across all facets of trust.  Above other 
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transformational leadership correlations with trust factors, there was a significant positive 

correlation between a principal’s idealized influence (attributes) and reliability (r=.831). 

Isolated to the transactional leadership factor of contingent reward, as study 

participants’ (teachers) ratings of principals increased, their trust of principals also 

increased.  While contingent reward presents a significant, positive correlation among all 

trust facets, the most significant, positive correlation is between principals’ demonstration 

of contingent reward leadership behaviors and reliability (r=.739).  Specific to the 

transactional leadership behavior of management-by-exception (active and passive) and 

trust facets, a significant negative correlation was generated between participants’ 

(teachers) ratings in that as management-by-exception ratings increased, teachers’ trust in 

principals decreased.  The most significant, negative correlation is recorded between 

management-by-exception (passive) and reliability (r=-.588).   

 Specific to laissez-faire leadership behavior, a significant negative correlation  

exists between participants’ (teachers) ratings in that as laissez-faire behavior ratings 

increased, teachers’ trust in principals decreased.  The most significant, negative 

correlation exists between laissez-faire behaviors and reliability (r=-.733)
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Table 4 

Correlations for Study Variables – Leadership Behaviors and Trust 

Leadership behaviors Communication style 

 Reliability Vulnerability Benevolence Openness Honesty Competence 

Idealized influence (attributes) .831*** .792*** .681*** .562*** .765*** .724*** 

Idealized influence (behaviors) .717*** .657*** .566*** .403*** .633*** .642*** 

Inspirational motivation .704*** .729*** .606*** .427*** .685*** .639*** 

Intellectual stimulation .641*** .597*** .478*** .447*** .616*** .635*** 

Individualized consideration .702*** .629*** .623*** .561*** .623*** .569*** 

Contingent reward .739*** .684*** .591*** .522*** .654*** .635*** 

Mgmt. by exception (active) -.210* -.256** -.309** -.121 -.223* -.125 

Mgmt. by exception (passive) -.588*** -.562*** -.562*** -.411*** -.572*** -.579*** 

Laissez-faire -.733*** -.697*** -.650*** -.422*** .667*** -.669*** 

Note. *p < .05, **p < .01, ***p < .0
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Table 5 presents correlations for the study’s independent variables of leadership 

behaviors and communication style.  Within leadership behaviors; transformational,  

transactional, and laissez-faire behaviors are presented in correlation with the 

communication style scales of conversational dominance, structuredness, thoughtfulness, 

authoritarianism, nonsupportiveness, and unconventionality.  For each transformational 

leadership factor, as participants’ ratings of principals increased, ratings associated with 

principals’ conversational structuredness, thoughtfulness, and nonsupportiveness also 

increased.  For each leadership factor, there was a significant positive correlation to 

conversational structuredness, thoughtfulness, and nonsupportiveness.  The most 

significant positive correlation exists between a principal’s inspirational motivation and 

nonsupportiveness (r=.679).  For each transformational leadership behavior, as 

participants’ ratings increased, ratings associated with principals’ use of 

unconventionality decreased.   

 Isolated to the transactional factor of contingent reward, as study participants’ 

ratings of principals increased, all conversation style factors increased besides 

unconventionality which decreased (r=-.231).  While contingent reward presents 

significant positive correlations among the majority of communication style scales, the  

most significant, positive correlation is between principals’ demonstration of contingent 

reward leadership and nonsupportiveness (r=.600).  Specific to the transactional 

leadership behavior of management-by-exception (active and passive) and 

communication style, the most significant negative correlations were generated between 

participants’ ratings in that as management-by-exception ratings increased, teachers’ 

ratings decreased in the areas of structuredness, thoughtfulness, and nonsupportiveness. 
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Table 5 

Correlations for Study Variables – Leadership Behaviors and Communication Style 

Leadership behaviors Communication style 

 Conv. Dom. Structure Thought Author Nonsupport Unconv. 

Idealized influence (attributes) .357*** .591*** .677*** .101 .664*** -.359*** 

Idealized influence (behaviors) .165 .506*** .588*** .038 .594*** -.252* 

Inspirational motivation .135 .536*** .626*** -.031 .679*** -.237* 

Intellectual stimulation .339** .551*** .618*** .160 .575*** -.229* 

Individualized consideration .244* .534*** .617*** .157 .641*** -.323** 

Contingent reward .280** .548*** .566*** .200* .600*** -.231* 

Mgmt. by exception (active) .307** -.160 -.256* .276** -.295* .260** 

Mgmt. by exception (passive) -.299** -.437*** -.481*** -.110 -.476*** .318** 

Laissez-faire -.278** -.570*** -.525*** -.100 -.569*** .420*** 

Note. *p < .05, **p < .01, ***p < .001. 
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The most significant, negative correlation exists between management-by-exception 

(passive) and thoughtfulness (r=-.481).   

Specific to laissez-faire leadership behavior, a significant negative correlation  

exists between participants’ ratings in that as laissez-faire behavior ratings increased, 

teachers’ in all areas of communication style decreased besides the area of 

unconventionality (r=-.420).  The most significant, negative correlation exists between 

laissez-faire behaviors and structuredness (r=-.570).  

Table 6 presents correlations for the study’s independent variable of 

communication style and the dependent variable of trust.  For four of the six 

communication style facets (conversational dominance, structuredness, thoughtfulness, 

and nonsupportiveness,) as participants’ rating of principals increased, their levels of trust 

also increased.  Of these communication factors, nonsupportiveness presented the most 

significant, positive correlation across each facet of trust.  Above other communication 

style factors, there was a significant positive correlation between a principal’s 

nonsupportiveness and vulnerability (r=.820).  Conversational dominance and 

authoritarianism presented relatively weak correlations with trust factors.  As the 

communication style of principals’ unconventionality increased, each of the six trust 

factors decreased.  The most significant, negative correlation exists between 

unconventionality and vulnerability (r=-.553).   

Regression Associations 

 To further explore relationships held between transformational leadership (IV), 

communication style (IV), and trust (DV), regression testing was used.  Regression 

testing followed similar logic as correlation tests by examining study variables in three 
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Table 6 

Correlations for Study Variables – Communication Style and Trust 

Communication style Trust 

 Reliability Vulnerability Benevolence Openness Honesty Competence 

Conversational dominance .221* .143 .168 .209* .235* .227* 

Structuredness .611*** .610*** .520*** .393*** .623*** .590*** 

Thoughtfulness .708*** .740*** .684*** .522*** .714*** .659*** 

Authoritarianism .033 -.106 -.123 .016 .041 .152 

Nonsupportiveness .790*** .820*** .793*** .513*** .784*** .596*** 

Unconventionality  -.475*** -.553*** -.546*** -.337** .476*** -.437*** 

Note. *p < .05, **p < .01, ***p < .001. 
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groupings: leadership behaviors and trust, leadership behaviors and communication style, 

and communication style and trust.  Tests produced coefficient of determination (R2) 

findings, or statistical measures representing the percentage of variance one study 

variable might be able to predict in relation to another variable.  Also, one-way analysis 

of variance (ANOVA) testing was used to determine the predictive power of each test, 

and whether there are statistically significant differences between the variables under 

study.  Further, regression coefficients (B) and associated margins of error (SE) were 

determined in order to measure statistical significance.     

 I used correlation and regression tests to examine study variables in relation to the 

study’s research question, and three hypotheses:   

   H1A: A statistically significant relationship exists between a principal’s 

transformational leadership behaviors and teacher trust. 

   H2A: A statistically significant relationship exists between a principal’s 

transformational leadership behaviors and a principal’s perceived communication.  

   H3A: A statistically significant relationship exists between a principal’s perceived 

communication and teacher trust. 

 Hypothesis 1 (H1A): A statistically significant relationship exists between a 

principal’s transformational leadership behaviors (IV) and teacher trust (DV).  To test the 

hypothesis, the regression model (Table 7) examined the transformational leadership 

behaviors of idealized influence (attributes and behaviors), inspirational motivation, 

intellectual stimulation, and individualized consideration in relation to trust factors 

(reliability, vulnerability, benevolence, openness, honesty, and competence). 

The overall regression model was statistically significant with predictor variables
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Table 7 

Regressions of Association Between Leadership Behaviors and Trust 

LB Trust 

 Reliability Vulnerability Benevolence Openness Honesty Competence 

 R2 = .740 R2 = .684 R2 = .527 R2 = .366 R2 = .638 R2 = .587 

 B SE B SE B SE B SE B SE B SE 

II(A) .623*** .119 .589*** .126 .421** .149 .426* .198 .510*** .132 .527** .154 

II(B) .234 .130 -0.37 .138 -.006 .164 -.125 .218 .126 .144 .195 .172 

IM .142 .147 .489* .156 .346 .184 .132 .245 .276 .163 .170 .188 

IS .057 .094 .043 .099 -.135 .118 -.007 .156 .128 .104 .291* .121 

IC .153 .093 0.69 .099 .307* .117 .383* .155 .050 .103 -.067 .120 

Note. LB = leadership behaviors; II(A) = idealized influence (attributes); II(B) = idealized influence (behaviors); IM = inspirational 

motivation; IS = intellectual stimulation; IC = individualized consideration; *p <.05, **p < .01, ***p < .001. 
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ranging from 36%-74% (R2) of the total variance in participants’ ratings of principals’ 

leadership behaviors, and trust in principals.  In terms of predictive power and statistical 

significance between variables, leadership behaviors spanning all trust factors resulted in 

the following: reliability (F=53.01, p=.000), vulnerability (F=40.31, p=.000), 

benevolence (F=20.75, p=.000), openness (F=10.75, p=.000), honesty (F=32.84, p=.000), 

and competence (F=26.16, p=.000).  The relationship held between idealized influence 

(attributes) and each of the six trust scales were positive and statistically significant.  The 

strongest and most significant associations to trust are present within the scales of 

reliability (B=.623, SE=.119, p=.000) and vulnerability (B=.589, SE=.126, p=.000).  

Beyond idealized influence (attributes), very few leadership behaviors presented strong 

positive coefficients (B) with statistical significance suggesting that as leadership 

behaviors increase, the mean of trust scales are largely unchanged or may decrease.  

Given the significant, positive correlations held between transformational leadership 

behaviors and trust scales in addition to regression findings, the hypothesis is supported.    

Hypothesis 2 (H2A): A statistically significant relationship exists between a 

principal’s transformational leadership behaviors (IV) and a principal’s perceived 

communication style (IV).  To test the hypothesis, the regression model (Table 8) 

examined the transformational leadership behaviors of idealized influence (attributes and 

behaviors), inspirational motivation, intellectual stimulation, and individualized 

consideration in relation to communication style factors (conversational dominance, 

structuredness, thoughtfulness, authoritarianism, nonsupportiveness, and 

unconventionality).  The overall regression model presented moderate statistical 

significance with predictor variables ranging from 6%-57% (R2) of the total variance in 
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Table 8 

Regressions of Association Between Leadership Behaviors and Communication Style 

LB Communication style 

 Conv. Dem. Structuredness Thoughtfulness Authoritarianism Nonsupport. Unconv. 

 R2 = .193 R2 = .413 R2 = .542 R2 = .0.62 R2 = .570 R2 = .141 

 B SE B SE B SE B SE B SE B SE 

II(A) .512** .178 .287 .179 .309 .157 .060 .163 .178 .147 -.400 .220 

II(B) -.040 .196 .028 .196 .035 .172 .066 .179 -.083 .161 -.021 .241 

IM -.342 .220 .263 .221 .341 .194 -.316 .202 .614** .181 .075 .271 

IS .281* .140 .242 .141 .229 .124 .135 .129 .075 .116 .102 .173 

IC -.131 .140 .115 .140 .160 .123 .092 .128 .292* .115 -.184 .172 

Note. LB = leadership behaviors; II(A) = idealized influence (attributes); II(B) = idealized influence (behaviors); IM = inspirational 

motivation; IS = intellectual stimulation; IC = individualized consideration; Conv. Dom. = conversational dominance; Nonsupport. = 

nonsupportiveness; Unconv. = unconventionality; *p < .05, **p < .01, ***p < .001. 
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ratings of principals’ leadership behaviors and communication styles.  In terms of 

predictive power and statistical significance between variables, leadership behaviors 

spanning all communication factors resulted in the following: conversational dominance 

(F=4.43, p=.001), structuredness (F=13.07, p=.000), thoughtfulness (F=22.04, p=.000), 

authoritarianism (F=1.23, p=.299), nonsupportiveness (F=24.66, p=.000), and 

unconventionality (F=3.06, p=.013).   

The relationships held between idealized influence and conversational dominance 

(B=.512, SE=.178, p=.005), inspirational motivation and nonsupportiveness (B=.614, 

SE=.181, p=.001), intellectual stimulation and conversational dominance (B=.281, 

SE=.140, p=.048), and individualized consideration and nonsupportiveness (B=.292, 

SE=.115, p=.001) were positive and statistically significant.  Beyond these scales, very 

few leadership behaviors presented strong positive coefficients (B) with statistical 

significance suggesting that as leadership behaviors increase, the mean of communication 

scales are largely unchanged or may decrease.  Given the significant positive correlations 

held between transformational leadership behaviors and communication style scales in 

addition to regression findings, the hypothesis is supported.  

Hypothesis 3 (H3A): A statistically significant relationship exists between a 

principal’s perceived communication (IV) and teacher trust (DV).  To test the hypothesis, 

the regression model (Table 9) examined the communication style of conversational 

dominance, structuredness, thoughtfulness, authoritarianism, nonsupportiveness, and 

unconventionality in relationship to trust factors (reliability, vulnerability, benevolence, 

openness, honesty, and competence).  The overall regression model was statistically 

significant with predictor variables ranging from 32%-73% (R2) of the total variance in 
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Table 9 

Regressions of Association Between Communication Style and Trust 

LB Trust 

 Reliability Vulnerability Benevolence  Openness Honesty Competence  

 R2 = .172 R2 = .738 R2 = .700 R2 = .342 R2 = .713 R2 = .530 

 B SE B SE B SE B SE B SE B SE 

Conv. .140 .088 .136 .080 .242** .083 .223 .141 .142 .082 -.010 .114 

Struct. .039 .090 .055 .082 -.072 .085 -.102 .145 .051 .084 .087 .117 

Thought. .135 .108 .131 .099 .082 .102 .296 .174 .137 .101 .319* .141 

Author. .192 .106 -.055 .097 -.056 .101 .065 .171 .175 .099 .376* .138 

Nonsup. .699*** .092 .622*** .085 .655*** .088 .391** .149 .633*** .086 .344** .120 

Unconv. -.069 .069 -.132* .063 -.171* .066 -.054 .112 -.063 .065 -.095 .090 

Note. CS = communication style; Conv. = conversational dominance; Struct. = structuredness; Thought. = thoughtfulness; Author. = 

authoritarianism; Nonsup. = nonsupportiveness; Unconv. = unconventionality; *p < .05, **p < .01, ***p < .001. 
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ratings of principals’ communication and trust in principals.  In terms of predictive power 

and statistical significance between variables, communication styles spanning trust 

factors resulted in the following: reliability (F=37.97, p=.000), vulnerability (F=43.13, 

p=.000), benevolence (F=35.73, p=.000), openness (F=7.95, p=.000), honesty (F=38.06, 

p=.000), and competence (F=17.13, p=.000). 

The relationship held between nonsupportiveness and each of the six trust scales 

were positive and statistically significant.  The strongest and most significant associations 

with trust are present within the scales of reliability (B=.699, SE=.092, p=.000) and 

benevolence (B=.655, SE=.088, p=.000).  Beyond nonsupportiveness, very few  

communication style factors presented strong positive coefficients (B) with statistical 

significance suggesting that as communication style behaviors increase, the mean of trust 

scales are largely unchanged or may decrease.  Given the significant, positive correlations 

held between communication styles and trust scales in addition to regression findings, the 

hypothesis is supported. 

Summary 

In this chapter, I presented quantitative findings using the study’s collected data.  

Data included demographics characteristics of study participants, descriptive statistics  

for study measures, and correlations between study variables.  Further, I shared study 

data used to examine relationships held between transformational leadership (IV), 

communication style (IV), and trust (DV) using regression testing.  Correlation and 

regression tests were used to assess study variables in relation to the study’s research 

question and its three hypotheses.  My study’s hypotheses presumed statistically 

significant relationships exist between a principal’s transformational leadership behaviors 



LEADERSHIP, COMMUNICATION, AND TRUST           
  

 

 

64

and teacher trust, a principal’s transformational leadership behaviors and their 

communication as perceived by teachers, and a principal’s communication and teacher 

trust.  Given their statistically significant and positive correlations coupled with 

regression findings, the study’s three hypotheses were supported.  Overall, teachers 

indicated that as principals demonstrated transformational leadership behaviors and the 

transactional leadership factor of contingent reward, their trust in the leader increased.  

Additionally, a principal’s use of the communication styles thoughtfulness, 

structuredness, supportiveness, and conversational dominance helps to promote teacher 

trust.  Further, teachers associated a principal’s reliability, vulnerability, benevolence, 

honesty, and competence as factors which promote teacher-to-principal trust.   
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CHAPTER FIVE: PROPOSED SOLUTION AND IMPLICATIONS 

Introduction 

 Former research has explored the relationships of school leadership, faculty 

behavior, and school performance.  Such studies have included the examination of a 

principal’s leadership practices and its association to teacher performance, faculty and 

staff efficacy, job satisfaction, retention, student achievement, and institutional 

effectiveness.  Additionally, studies have been conducted in an effort to describe the 

differences in school leadership styles and behaviors, and how they are perceived by 

teachers (Shouppe, 2010; Eddins, 2012; Cohen, 2015).  As such, school effectiveness is 

often attributed to the principal and his or her leadership.  To contribute to the existing 

body of school leadership research, this chapter presents the purpose and aim of my 

study, a summary of study findings, my proposed solution, research implications, and 

limitations. 

Purpose of the Study 

The purpose of this quantitative study was to examine the relationships of 

transformational leadership, communication, and teacher trust within Christian secondary 

schools in the United States.  The study was largely exploratory and assumed statistically 

significant relationships exist between a principal’s transformational leadership behaviors 

and communication, and teacher trust in their principal.  The study’s independent 

variables were a principal’s leadership behavior and communication, and the dependent 

variable is teacher trust.   

Aim Statements 

The aim of my study was to use research findings to help inform principals’  
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leadership practices with their teachers, and to test the theories of former research which  

indicate a manager or supervisor’s behavior and communication as leading, if not the 

most influential factors in a member’s trust of their leader.  Further, my research sought 

to offer additional clarity to the constructs commonly examined in school leadership and 

trust research and offer pathways for future research which can assist principals in 

developing their leadership wherein teacher trust may be positively related and impacted. 

Summary of Findings 

 My study’s research question sought to address: To what extent does a 

relationship exist between a principal’s transformational leadership and communication, 

and teacher trust in Christian secondary schools?  To that end, I explored perspectives on 

the relationships of principals’ transformational and transactional leadership behaviors 

and communication style, and trust among secondary school teachers (grades 6-12) 

affiliated with the Association of Christian Schools International (ACSI) and Christian 

Schools of Florida (CSF).  I used correlation and regression tests to assess study variables 

in relation to the study’s research question and its three hypotheses.  Hypotheses 

presumed statistically significant relationships exist between a principal’s 

transformational leadership behaviors and teacher trust, a principal’s transformational 

leadership behaviors and their communication as perceived by teachers, and a principal’s 

communication and teacher trust.  Given their statistically significant and positive 

correlations coupled with regression findings, the study’s three hypotheses were 

supported.   

Study participants’ (teachers) demographic characteristics (Table 1) included 

gender, age, number of years taught, secondary grades taught, and primary subject area(s) 
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taught.  In examining each characteristic and its potential relationship to study variables, 

correlation and regression tests presented little variance between predictive models and 

were statistically insignificant.   

On average, teachers reported a moderately high degree of transformational 

leadership behaviors in principals (𝑋=14.62; SD=4.39; range 0-20).  Conversely, teachers 

reported a lower degree of transactional (𝑋=4.8; SD=1.67; range 0-12) and laissez-faire 

leadership behaviors (𝑋=0.82; SD=0.84; range 0-4).  Within the domain of transactional 

leadership behaviors, teachers rated principals’ use of contingent reward statistically 

comparable with several transformational leadership factors.  On average, teachers rated 

principals moderately high in communication styles.  Of the six communication styles 

under study, teachers rated principals highest in thoughtfulness (𝑋=3.84; SD=1.09; range, 

0-5), or the care a principal takes in how, and when he or she communicate with teachers.  

Teachers rated principals lowest in unconventionality (𝑋=1.15; SD=1.11; range, 0-5), or a 

principal’s introduction of unusual or new points of view.  On average, teachers reported 

a moderately high degree of trust in principals (𝑋=19.97; SD=5.48; range 0-30).  Of the 

six dimensions of trust, teachers rated principals highest in benevolence (𝑋=4.36; 

SD=1.02; range, 0-5), or the principal’s demonstration of concern for others.  Teachers 

rated principals lowest in openness (𝑋=2.83; SD=1.17; range, 0-5), or the extent to which 

personal or school information is shared by principals with teachers. 

My analysis of study data provides there are significant, positive correlations 

between a principal’s transformational leadership behaviors and teacher trust, wherein as 

teachers’ ratings of principals’ behaviors as a whole increased, their ratings of trust also 
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increased.  Isolated to the transactional leadership factor of contingent reward, as 

teachers’ ratings of principals increased, their trust of principals also increased.  Specific 

to transformational leadership behaviors and communication styles, there are significant, 

positive correlations to the majority of communication factors.  As such, as teachers’ 

ratings increased, the ratings associated with a principal’s conversational structuredness, 

thoughtfulness, and nonsupportiveness also increased.  As the communication tool used 

in this study reverse-coded questions pertaining to nonsupportiveness, this factor is best 

described as the positive aspects of a principal’s support via their listening well, 

demonstrating understanding, taking time to talk with team members, and treating all 

with respect.  Relative to communication and trust, there are significant, positive 

correlations with four of the six communication styles indicating as teachers’ ratings of 

principals increased in these areas, their levels of trust also increased.  Again, a 

principal’s support of teachers presented the most significant, positive correlation across 

each facet of trust.  Additionally, regression models presented moderate to significant 

statistical significance with predictor variables.  

Overall, teachers indicated that as principals demonstrated transformational 

leadership behaviors and the transactional leadership factor of contingent reward, their 

trust in the leader increased.  While each element of transformational leadership 

behaviors possesses the ability to positively impact teachers, correlation and regression 

testing suggests a principal’s idealized influence (behaviors) is a leading indicator of 

teacher trust.  Idealized influence can be described as the emotional component of 

leadership, wherein leaders act as strong role models for followers, and followers identify 

with and desire to emulate the leader (Antonakis, 2012; Northouse, 2013).  Idealized 
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influence (behaviors) refers to followers’ perceptions and observations of the leader’s 

behaviors (Northouse, 2013).  Additionally, a principal’s use of the communication styles 

thoughtfulness, structuredness, supportiveness, and conversational dominance helps to 

promote teacher trust.  Further, teachers associated a principal’s reliability, vulnerability, 

benevolence, honesty, and competence as factors which promote teacher-to-principal 

trust.   

Study Results Which Informed the Proposed Solution 

 The results of my study, specifically the correlations between school leadership, 

communication, and teacher trust support the belief that as principals demonstrate 

transformational leadership behaviors and communicate their support of teachers, teacher 

trust increases.  Hoy & Tschannen-Moran (2003) provide a principal’s behavior is linked 

to faculty trust in the principal.  Further, empirical evidence links teacher trust to 

principal and faculty efficacy, and school performance (Hoy & Tschannen-Moran, 2003).  

Cunningham and Gresso (1993) share trust is the foundation on which school 

performance is built.  Correspondingly, school performance relies on trust through 

satisfactory team cooperation and communication, which serve as the basis for principal-

teacher relationships.    

 According to Northouse (2015), relationships are the cornerstone of many aspects 

of educational leadership, wherein every situation involving school leaders requires some 

degree of relational behavior.  Current topics in education – such as trust, professional 

development, distributed leadership, collaboration, and coaching – reflect the relational 

nature of the school leader position (Lasater, 2016).  Lasater (2016) shares principals 

must rely on a range of highly complex relational skills, and understand when and how to 
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use these skills, to develop meaningful relationships with teachers.  Yet because of a lack 

of skills or experiences, a principal’s preparedness in this regard is often incomplete 

(Anast-May, Buckner, & Geer, 2011; Duncan, Range, & Scherz, 2011).  According to 

Kowalski (as cited by Lasater, 2016), school leadership preparation programs often 

emphasize the importance of relationships for principals yet can fall short in training 

principals on how to cultivate meaningful and trusting relationships with school 

stakeholders.  Drawing from study findings, my proposed solution offers emerging and 

novice school leaders a pathway for fostering trusting relationships by developing and 

demonstrating transformational leadership behaviors and communicative support for 

teachers.  

Proposed Solution 

 Within secondary schools, professional development is largely focused on faculty 

and staff.  Additionally, professional development offerings are generally scheduled, 

coordinated, and led by school administrators.  Yet, many administrators are limited in 

the training they receive, are new in their role or lack the necessary skills to successfully 

lead the school, and the ongoing development and performance of teachers.  Further, 

many newly named principals transition into their administrative roles as lead teachers 

which have excelled in the classroom and peer-relations, and as a result are promoted 

with little school leadership training.  To be effective, principals require professional 

learning opportunities in order to develop their instructional, management, and leadership 

skills (Skrla, Erlandson, Reed, & Wilson, 2001).   

According to Darling-Hammond, Meyerson, LaPointe, and Orr (2010), effective 

school leadership training consists of coaching and development using the vehicles of the 
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principal’s supervisor, peer support (including cohort groups and collegial networking), 

and third-party resources.  Bossi and Warren (2008) suggest school leadership training 

should be individualized, supported by coaching and mentoring, and take place on and 

offsite.  Meyer and Maboso (2007) describe mentorship as supplying developmental 

opportunities through coaching, providing challenging assignments, fostering the 

mentee’s visibility within the institution, and providing the psychosocial support via 

counseling and role modeling (as cited by Yirci & Kocabas, 2020).  Reeves (2002) 

described traditional training practices for principals as fragmented, and proposed it 

should combine research, case study, small groups, and personal reflection.  Further, 

school leadership training should use succession practices to ensure the continual 

cultivation of new school leaders, and the fostering of successful habits and practices 

(Fullan, 2007).   

Transformational Leadership Training 

 A significant amount of research has been led regarding transformational 

leadership, its positive impact on organizational attitudes and outcomes (Avolio & Bass, 

1991; Bass, 1998; Dvir, Eden, Avolio, & Shamir, 2002), and team performance 

(Sivasubramaniam, Murray, Avolio, 2002).  Yet, less research has led to the study of 

transformational leadership training and its effectiveness in the workplace (Collins, 2001; 

Parry & Sinha, 2005).   

Parry and Sinha (2005) used a quasi-field experiment to test the impact of 

transformational leadership training with 50 public and private-sector employees.  

Employees underwent two days of in-person training and three months of field 

opportunities to apply their learning within their respective workplaces.  Training tools 
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included the use of The Full Range Leadership Development Program (Avolio & Bass, 

1991), The Multifactor Leadership Questionnaire (MLQ) (Avolio & Bass, 2004), and 

360-degree feedback (Parry & Sinha, 2005).  The objective of the training was to 

determine if training leads to an increase in frequency of subjects’ display of 

transformational leadership behaviors, and in turn, the decrease of transactional 

leadership behaviors (Parry & Sinha, 2005).  Their research concluded the demonstration 

of all transformational leadership factors (idealized influence, inspirational motivation, 

intellectual stimulation, and individualized consideration) increased through training 

(Parry & Sinha, 2005).  Further, findings suggested as one factor of transformational 

leadership increased, they were all enhanced and as transformational leadership increases, 

transactional behaviors do not necessarily decrease (Parry & Sinha, 2005).   

Similarly, Abrell, Rowold, Weibler, and Moenninghoff (2011) conducted a 

longitudinal study using a leadership development program.  Within a Germany-based 

corporation, 25 leaders participated in the program (Abrell et al., 2011).  A two-day 

workshop provided lecture, participant role playing, group discussion, and feedback 

exercises (Abrell et al., 2011).  Additionally, a 360-degree process was used to gain the 

feedback of program participants, their managers, and subordinates.  Beyond the initial 

workshop, four two-day follow-up sessions were provided at three-month intervals for a 

period of one year (Abrell et al., 2011).  Each of the four sessions focused on one of four 

transformational leadership factors (Abrell et al., 2011).  Study findings presented 

transformational leadership behaviors can be increased by means of combining leadership 

feedback, training, and peer-based coaching; yet increases as perceived by managers and 
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subordinates were noted only beyond the three-month mark of the program (Abrell et al., 

2011).   

Vella, Oades, and Crowe (2013) studied the impact of a transformational  

leadership training program for youth sport coaches on adolescent athletes’ perceptions 

of transformational leadership and positive developmental experiences.  The study used a 

quasi-experimental approach offering transformational leadership training to coaches 

over two sports’ seasons (Vella et al., 2013).  Coaches and their respective players (127 

players) attended training once a week for 18 weeks (Vella et al., 2013).  Overall, the 

study found coaches were perceived by their players to exhibit higher rates of 

transformational leadership behaviors at the end of the program in comparison with prior 

to its being offered (Vella et. al, 2013).   

Christian Schools of Florida (CSF) - Principal Development Program 

My quantitative study sought to measure the perceptions and attitudes of 

secondary school teachers (grades 6-12) affiliated with the Association of Christian 

Schools International (ACSI) and Christian Schools of Florida (CSF).  CSF has operated 

since the early 1980’s and functioned as an accrediting association in the State of Florida 

for Christian schools, endorsing a perspective of transformational education (Mission, 

Purpose & History, n.d.).  Under the auspices of the state, CSF assists Christian schools 

with accreditation, teacher certification, master in-service; and serves as a conduit for 

collegial fellowship and leadership development among its member schools (Mission, 

Purpose & History, n.d.).  At the time of study, CSF was comprised of 29 primary and 

secondary member schools.  Due to my familiarity of, and school’s member-association 
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with CSF, this study’s proposed solution is focused on piloting a year-long principal 

development program (Table 10) within CSF member schools.  

 

Table 10 

Christian Schools of Florida (CSF) - Principal Development Program 

Key learning components Elements of learning 

Classroom-based training Bi-annual Christian Schools of Florida (CSF) leadership 
meetings, the introduction of popular leadership theories 
(Full-Range Leadership Model), role-play, group 
discussion, personal reflection, and assess leadership 
behaviors using MLQ 5X Leader and Rater forms 

Principal mentorship School best practices, personal and organizational 
mission statements, transformational leadership 
behaviors, personnel management, stakeholder 
relationships, communication skills, time management 

Peer coaching Standard-based concepts, school leadership theory and 
application, practical aspects of building-level leadership 

Field-based application Daily application of leadership behaviors and skills 
within the daily work of the school (organizational 
redesign, hiring and training, student learning and 
instruction, personnel management) 

Note. MLQ refers to The Multifactor Leadership Questionnaire (Avolio & Bass, 2004), 

which helps individuals assess leadership behaviors spanning transformational, 

transactional, and laissez-faire leadership styles. 

Implementation 

Drawing from aforementioned research on the trainability of transformational 

leadership, CSF’s development program will consist of a pre and post-test design to assist 

emerging school administrators and novice principals (less than one year in role) develop 

and apply transformational leadership behaviors.  For this program, emerging school 

administrators are defined as lead teachers, department heads, and mid-level 
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administrators (Deans and Directors).  Considering schools are approaching the midpoint 

of the academic year, coupled with today’s pandemic (COVID-19) which places additive 

and unprecedented stress on schools, the program will be introduced to CSF winter 2020 

so the researcher and CSF’s executive team can build-out the program for an anticipated 

August 2021 launch.  Informed by The Full Range Leadership Development Program 

(Avolio & Bass, 1991), participants will participate in four key learning areas: classroom-

based training, principal mentorship, peer-coaching, and field-based application.   

Classroom-Based Training 

 Christian School of Florida (CSF) currently hosts spring and fall meetings for its  

member-associated Heads of Schools (Headmasters / Superintendents).  Meetings are 

held over 1.5 days, led by CSF executive team members, and train school leaders on a 

wide range of topics: Christian worldview, national and local school trends, State of 

Florida school legislation, educational best practices, accreditation, and leadership 

development.  Further, gatherings provide school leaders opportunities to fellowship and 

network with their peers.   

 As the foundational learning component of the pilot program, CSF’s executive 

team and member-associated Heads of Schools will be encouraged to invite 1-2 of their 

emerging administrators or novice principals to join future meetings.  In addition to 

attending general sessions, invitees will participate in group training focused on popular 

school leadership theories (inclusive of the full range leadership model).  Each session 

will be led by tenured Heads of Schools, provide real-world examples and practical 

aspects of leadership, and facilitate a general understanding between effective leading 
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and managing behaviors.  Sessions will incorporate the learning tools of role-play, group 

discussions, and personal reflection.  

  Further, training will use 360-degree feedback data to establish an initial baseline 

from which program participants will assess their existing full-range leadership 

behaviors.  Parry and Sinha (2005) recommend the use of multi-source 360-degree 

feedback for developing leaders, as it utilizes an individual’s own perceptions along with 

the perceptions and attitudes of others.  Participants will gather feedback data using The 

Multifactor Leadership Questionnaire (MLQ - 5X) Leader and Rater Forms (Avolio & 

Bass, 2004).  At the conclusion of the year-long program, participants will again use the 

process of collecting multi-source 360-degree feedback to reassess their leadership 

behaviors using the MLQ (Avolio & Bass, 2004).   

Principal Mentorship 

 Parylo, Zepeda, and Bengston (2012) suggest formal and informal mentoring as a  

key element in school leader preparation, as it assists aspiring and new principals expand 

their knowledge and skills in facilitation, relationships, and vision building.  Further, 

mentoring provides opportunity to fill the gaps of traditional university-based school 

administration programs (Parylo et al., 2012).  In analyzing 34 principal interviews, 

Zhang and Brundrett (2010) concluded mentoring and experiential learning was more 

valued by principals than formal classroom instruction.  Similarly, Grissom and 

Harrington (as cited by Parylo et al., 2012) conducted a quantitative study based on a 

national survey of schools wherein teachers highly rated principals who participated in 

formal mentoring programs in contrast to principals which development solely focused 

on university or college classroom-based instruction.  From Parylo et al.’s (2012) 
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research, findings presented that among first and second-year principals who received 

intentional mentoring, the emerging leaders described it as the most effective 

socialization, support, and learning they have experienced.  Conversely, novice principals 

who did not receive formal mentoring identified it as a desired form of professional  

development and support (Parylo et al., 2012).  

 Beyond CSF’s classroom-based training, program participants will be assigned a  

mentor.  Mentors will be comprised of school heads and tenured administrators from 

other schools in order to offer participants new learning experiences, help them identify 

school best practices, and work to shape additional leadership and school operational 

perspectives beyond their own workplace.  Under the direction of mentors, participants 

will gain opportunities to create a personal and organizational mission statement, develop 

their transformational behaviors; participate in personnel management cases, and learn to 

develop meaningful relationships with stakeholders (students, faculty, staff, families).  

Further, mentees will gain practical experiences in goal setting (self and teachers), 

nurturing faculty and staff relationships, and developing personal communication and 

time management skills.  In turn, mentors will gain additional coaching experience,  

increase their own school leadership perspectives and grow within their assignments.   

Peer-Coaching 

 Lashway (as cited by Simieou, Decman, Grigsby, & Schumacher, 2010) argues 

first year administrators undergo significant stress through the process of constructing 

meaning across broad, yet necessary school areas of curriculum and instruction, faculty 

and staff development and support, student learning and achievement, school operations, 

stakeholder relationships, and other real-life applications.  For many, a lack of practical 
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training results in new principals having to self-navigate through their early years of 

principalship in order to accumulate the requisite practical knowledge and skills to lead  

effectively (Simieou et al., 2010).   

 With this understanding, CSF’s development program will partner its participants  

with tenured principals.  Tenured principals will serve as a peer-coach to program 

participants.  Participants and peer-coaches will meet on a monthly basis to discuss 

standards-based concepts, school leadership theory and application, and the practical 

aspects of building-level leadership.  During the one-year program, the location of these 

meetings will alternate between the participant’s school site and that of his or her peer-

coach.  This will allow program participants the opportunity to engage with personal and 

professional issues which are more campus-related rather than in situations or areas 

solely associated with the participant’s school.   

In consideration of travel costs, coaching assignments will be based on the 

proximity between peer coaches and their assigned program participant’s school site.  

Further, program costs will be solely funded by the participant’s school and housed 

within its professional development budget.  As the launch of the development program 

is scheduled for August 2021, CSF schools interested in sending one of its leaders 

through the program will be encouraged to consider associated costs when setting their 

21-22 budget.   

Of the potential outcomes, this dyadic relationship will offer participants 

developmental opportunities to a) acquire new leadership skills, b) dialogue through 

situations occurring on and off campus, c) collect resource, materials, and practical 

strategies which can be implemented within their school, d) gain additional support 
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beyond their own supervisor and other school leaders, and e) provide a safe environment 

to share concerns and ask questions.  

Field-Based Application 

 Drawing from the program’s focus on classroom training, mentoring, and peer- 

coaching, CSF’s principal development program will also offer participants opportunities 

to apply their knowledge and enhanced leadership skills in the daily work of the school.  

While not limited to these areas, participants will be encouraged to redesign school 

organizational charts and job descriptions, reform hiring and onboarding practices for 

teachers and staff, trial newly acquired transformational leadership behaviors, create new 

teacher communication channels (classroom observations, teacher polling, principal-

teacher councils), reimagine professional development strategies for their team, improve  

teaching and learning strategies, and address personnel issues and concerns.   

Assessing Program Results 

 The results of this study indicate there are significant positive correlations 

between a principal’s transformational leadership and communication, and teacher trust.  

Further, findings provide as principals demonstrated transformational leadership 

behaviors, teacher trust increased.  Informed by these findings, the objective of the 

proposed Principal Development Program is to help participants (principals) develop 

their leadership skills and increase the frequency of display of transformational 

leadership wherein their behaviors, attitudes, and communication can help shape 

meaningful and trusting relationships with the team members they support.  As such, 

program results will be assessed by the degree to which principals develop and 

demonstrate an increase in transformational leadership behaviors. 
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To measure results, the program will employ a pre and post-test design.  Similar 

to Parry and Sinha’s (2005) study, The Multifactor Leadership Questionnaire (MLQ) will 

be used as a 360-degree feedback tool to obtain a baseline from which to evaluate 

changes in transformational leadership behaviors among participants.  Green (as cited by 

Parry & Sinha, 2005) contends multi-factor feedback helps leaders identify strengths and 

developmental opportunities by comparing survey statements of what is expected or 

desired in the leader versus their actual perceived behavior.  At the onset of the program, 

the MLQ will be administered to gain rater feedback from participants (principals’ self-

assessment), their respective Head of School, teachers, and peers.  Following the 

completion of the program, the tool will be re-administered to measure the participant’s 

growth as perceived by themselves and others.  Heads of School will oversee the process 

for administering and reviewing pre- and post-program MLQ results with their respective 

participant.  As Parry and Sinha (2005) found, by using 360-degree feedback before and 

after training, the first steps of evaluating program effectiveness can occur.  Further, the 

second round of feedback can be used as reinforcement of past learning and serve as the 

basis for future learning interventions.  

Implications  

Implications for Leadership Theory and Practice  

Northouse (2013) describes transformational leadership theory as the leader’s 

concern for the emotions, values, ethics, standards, and long-term goals of an 

organization and its people.  In agreement with Northouse (2013), my study findings 

support a principal’s transformational leadership and communication positively influence 

teacher perceptions and attitudes and help to engender trust.  Further, findings provide 
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evidence as principals demonstrate transformational leadership behaviors, teachers’ trust 

in principals increase.   

According to Hoy and Tschannen-Moran (as cited by Zeinabadi & Rastegarpour, 

2010), teachers’ trust in a principal helps to create an overall culture of trust in schools 

and is largely forged by a teacher’s willingness to depend on their principal when he or 

she is perceived as reliable and kind.  Further, teachers are more inclined to trust their 

principal when they view them as a role model, respect the leader, and follow them by 

adopting his or her ideals.  Similarly, my study’s results present that teachers rated 

principals highest in the transformational leadership domain of idealized influence 

(behavior) (𝑋=3.29; SD=0.81; range, 0-4), or the manner in which their principal models 

a collective sense of mission and values as well as acts upon such values (Northouse, 

2013).  Of the six dimensions of trust used within my study, teachers rated principals 

highest in their benevolence (𝑋=4.36; SD=1.02; range, 0-5), or the principal’s 

demonstration of kindness and concern toward others.   

Browning’s (as cited by Eliophotou-Menon & Ioannou, 2016) work identified ten  

transformational leadership practices which help in the development of teacher trust, four  

of which are a principal’s admitting to his or her mistakes, being an active listener, freely 

sharing information, and making joint decisions with faculty.  While Browning’s research 

does not align with my study findings in that teachers rated their principal relatively low 

in the trust domain of openness (freely sharing information), teachers generally rated 

principals high in their positive support (which includes inviting teachers into key 

decision making), thoughtfulness used in their communication, and the perceived honesty 

of their school leader.   
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With a strong emphasis on followers’ needs and member care, a principal’s 

perceived (teacher’s view of principal) thoughtfulness, and supportive communication 

and action help to promote teacher trust.  Additionally, trust increases when teachers 

view the principal as being reliable, serving the greater body, acting with honesty, and 

competent in their role.  In contrast, a principal’s demonstration of a management-by-

exception style or a general absence of involvement is negatively associated with teacher 

trust.  As a result, this study supports the belief that transformational leadership is one of 

the essential variables in influencing others (Bass, 1998) and gaining team member trust  

(Ngodo, 2008). 

Practical Implications  

 Given the current research on the trainability of transformational leadership (Parry 

& Sinha, 2005; Abrell et al., 2011; Vella et al., 2013), schools might consider expanding 

their professional development practices to train principals and emerging administrators 

on best practices within school leadership, the full range model of leadership, and 

practical approaches regarding modeling, serving, and leading transformational change  

within the organization.  Further, national and state-based educational associations (i.e.  

The Association of Christian Schools International, and Christian Schools of Florida) 

might broaden their leadership development resources for, and direct training of, school 

heads.  At the school site-level, principals would be well-served to practice 

transformational leadership behaviors wherein their focus would be held at the teacher-

relationship level.  Based on study findings, principals can build their relationships with 

teachers by maintaining visibility, offering support, caring for team member needs, 



LEADERSHIP, COMMUNICATION, AND TRUST           
  

 

 

83

modeling expected values and behaviors, and inviting teachers to participate in school 

decision making.  

Implications for Future Research 

 The current study sought the opinions and attitudes of Christian secondary school 

teachers, grades 6th – 12th.  To extend the study, researchers might consider expanding the 

scope of the population to grades K4 through 12th grade.  Wherein this study’s sample 

size was 125 teachers (99 useable responses), future research could increase the 

population and sample size.  Additionally, the current study’s population was limited to 

Christian institutions and therefore did not examine study variables within non-faith 

based private schools and public schools.  Therefore, future research could conduct the 

same or similar study to explore the relationships of a principal’s leadership and 

communications, and teacher trust within non-faith based and public school 

environments.  Similarly, future studies might examine the nature and underpinnings of 

Christian education (values, beliefs, and practices), seek to determine how they may vary 

from non-faith based schools, and use study findings to evaluate similarities and 

differences.    

Limitations 

At the onset of the study, the following areas served as potential limitations: a) 

members of the sample might be different from members of the population in ways which 

are relevant to the study, b) the study was limited to a sample of Christian school 

teachers, and therefore findings cannot be generalized to all ACSI and CSF secondary 

school teachers in the United States, or to all teachers who teach in a Christian school; c) 

subgroups (i.e. 9th grade teachers) of the sample may not be large enough to generalize 
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results to corresponding subgroups in the population; d) the teachers under study might 

possess unique regional differences (spiritual, cultural, demographics, and economic 

factors); e) as the study was conducted anonymously, it may have limited participation or 

skewed teacher ratings of their principal, and therefore decreased participation rates; and 

f) my limited experience in education may have inadvertently impacted my research’s 

design, collection process, and interpretation of study findings.  

Post-survey, additional limitations may have materially impacted the research and 

should be considered when assessing study findings.  Specific to the research’s design, 

study participants were teachers affiliated with the Association of Christian Schools 

International (ACSI).  ACSI was purposely selected as they are the largest organization 

of Christian schools in the world and reportedly are affiliated with more than 3,300 

member schools in the United States (About ACSI & Membership, n.d.).  The study’s 

original sample size was 5,500 secondary teachers.  Due to organizational changes within 

ACSI, the study’s survey was distributed to approximately 500 teachers.  In hopes to 

garner a larger number of study participants, I requested the assistance of Christian 

Schools of Florida (CSF).  With the support of ACSI and CSF, 125 teachers responded 

with 99 surveys being usable.  As a result, the power of the study and the potential 

increase in margin of error may have negatively skewed results.  Also, variability 

(standard deviation of the population, or how the results of the survey might differ from a 

larger sample size) and reliability of survey results due to non-response, and voluntary 

response bias due to access, or lack thereof, to the survey may have impacted study 

results.  Additionally, my work studied comparisons by running numerous correlation 

and regressions tests which could potentially increase type I error rate.   
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As the study’s survey was distributed in the summer of 2020, the global pandemic 

and its associated stressors on teachers potentially influenced respondents’ attitudes and 

opinions, along with participation.  Beyond response rate and participation, the study was 

limited to faith-based schools and did not include public and private non-faith based 

institutions.   

Summary of the Dissertation in Practice 

My study used a quantitative, non-experiment correlational design to explore the  

relationships of leadership behavior, a leader’s communication, and trust.  To advance 

this work, I sought the participation of teachers affiliated with the Association of 

Christian Schools International (ACSI) and Christian Schools of Florida (CSF).  My 

study’s methodology, data collection, and analysis were aligned with the aim and purpose 

of study.  To inform the study, its literature review examined the areas of school 

leadership, the full range model of leadership and transformational leadership, 

communication, and trust in schools.  To gain participant feedback, I used an electronic 

questionnaire.  Collected feedback was, in turn, tested using correlation and regression 

analysis.   

As a result of the testing, the study’s three hypotheses were each supported.   

Informed by these findings, I have proposed the piloting of a year-long principal 

development program (Figure 3) wherein emerging school administrators and novice 

principals (one year or less in role) can develop and practice their leadership using four 

key learning actions: classroom-based training, principal mentorship, peer-coaching, and 

field-based application.  As many administrators lack the training and skills necessary to 
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lead their schools, my proposed solution provides an avenue to reimagine principal-

teacher relationships, and to practice transformative behaviors which can help engender  

trust and advance effective school operations.  
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Appendix A 
 
Association of Christian Schools International (ACSI) email to teachers including study 
invitation and survey link (with link contents).   
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Dear (Recipient),  
  
Orangewood Christian’s Head of School and Creighton University doctoral 
student, Allyn Williams, is conducting important research on the role a 
principal’s leadership and communication plays in teacher trust.  In his 
research, Allyn is surveying full-time, secondary Christian school teachers 
(grades 6-12).  The aim of his study is to use research findings to help 
inform the leadership practices and behaviors of principals with their 
teachers.   
  
You are invited to participate in this web-based survey.  The survey will take 
approximately 10 minutes to complete.  Two $100 gift cards will be raffled 
among participants who complete the survey.  
  
Please click this link for a message from Allyn Williams, and consider 
participating in his brief survey.  
  
Thank you for your ongoing contributions and service to Christian education.  
  
Blessings, 

Charlotte A. Marshall, Ph.D. 
Senior Researcher 
Association of Christian Schools International 
731 Chapel Hills Drive, Colorado Springs, CO 80920 
ACSI.org 

  

 

Dear Christian Educator, 
 
The leadership of the school principal is known to be a key factor in determining school 
effectiveness, but how a principal's leadership and communication is experienced by 
teachers, and its effect on teacher trust is less clear.   
    
I invite you to participate in this web-based survey which explores a principal's leadership 
and communication, and teacher trust.  Your participation will help to inform the leadership 
practices of principals with their teachers, and test existing theories of school leadership and 
trust research.   
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As a fellow Christian educator, I know your time is limited.  The following survey will take 
approximately 10 minutes to complete.  Participants’ identities will remain anonymous and 
all responses will be confidential.  
 
Would you mind participating in this survey?   

https://blueq.co1.qualtrics.com/jfe/form/SV_3t3VbL4RLEH8oIJ 

If you have any questions, please contact me at abwilliams@orangewood.org. 

 

Thank you for your consideration, 
  
Allyn Williams 
Doctoral student at Creighton University 

 

 

 

 

 

 

 
Appendix B 

Christian Schools of Florida (CSF) email to school heads and teachers, including study 
invitation and survey link. 

Dear CSF Head, 

As a fourth-year doctoral student working on my dissertation, I am conducting research on 
the role a principal’s leadership and communication plays in teacher trust.  In my research, I 
am surveying full-time, secondary Christian school teachers (grades 6-12).  The aim of my 
study is to use research findings to help inform the leadership practices and behaviors 
of principals with their teachers.   

Would you be willing to ask your secondary teachers to complete my survey?   

The survey will take teachers approximately 10 minutes to complete.  Two $100 gift cards 
will be raffled among participants who complete the survey.  If willing to share with your 
teachers, please forward the brief invitation below and let me know once sent so I can gain a 
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few details from you (i.e. when the survey was sent and the number of teachers it was sent to 
– I’ll need this information for reporting purposes).  

Thank you so much for your consideration, my friends. 

Allyn 

---- 

Dear Christian Educator, 
 
The leadership of the school principal is known to be a key factor in determining school 
effectiveness, but how a principal's leadership and communication is experienced by 
teachers, and its effect on teacher trust is less clear.   
    
I’d like to invite you to participate in a web-based survey which explores a principal's 
leadership and communication, and teacher trust.  Your participation will help to inform the 
leadership practices of principals with their teachers, and test existing theories of school 
leadership and trust research.   
    
As a fellow Christian educator, I know your time is limited.  The following survey will take 
approximately 10 minutes to complete.  Participants’ identities will remain anonymous and 
all responses will be confidential.  
 
Would you mind participating in this survey?   

  

https://blueq.co1.qualtrics.com/jfe/form/SV_3t3VbL4RLEH8oIJ 

 
If you have any questions, please let me know. 

 
Thank you for your consideration, 
  
Allyn 

Allyn Williams 
Head of School 
Orangewood Christian School 
1300 W. Maitland Blvd 
Maitland, FL 32751 
o 407.539.1500 ext.504 
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c 205.365.5231 
abwilliams@orangewood.org 

  

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 

 

 

 

Appendix C 

Participant Information Letter (Embedded in survey) 

Leadership, Communication, and Teacher Trust  

The leadership of the school principal is known to be a key factor in determining school 
effectiveness, but how a principal's leadership and communication is experienced by 
teachers, and its effect on teacher trust is less clear. 
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I invite you to participate in this web-based survey which explores a principal's 
leadership and communication, and teacher trust.  Your participation will help inform the 
leadership practices of principals with their teachers, and test existing theories of school 
leadership and trust research. 

As a fellow Christian educator, I know your time is limited.  The following survey will 
take approximately 10 minutes to complete. 

Would you mind participating in this survey? 

PARTICIPATION 

Participation is voluntary.  You may choose to not participate in the research or to exit 
the survey at any time.  You may decline to answer any question you do not wish to 
answer. 

CONFIDENTIALITY 

Your information will be anonymous and confidential.  No school site or self-identifying 
information will be requested.  No one will be able to identify you, your school, or your 
answers.  Further, no one will know if you chose to participate in the study.  Survey 
responses will be collected via Qualtrics (www.qualtrics.com) where data will be stored 
and protected. 

DEMOGRAPHICS 

The survey will ask you to provide limited demographic information.  Information will 
include gender, age, number of years taught, grade(s) taught, and subject area(s) taught.  

RISKS 

There are no foreseeable risks associated with this study. 

BENEFITS 

Two $100 (One Hundred Dollar) gift cards will be raffled among participants who 
complete the survey and provide an email address for contact purposes only.  No 
additional compensation or monetary benefits will be awarded.  

RIGHTS FOR RESEARCH PARTICIPANTS 

As a study participant, you have rights as noted in the attached link: Participant Rights 

QUESTIONS OR CONTACT 

If you have any questions regarding this study, please contact my research chair, Dr. Tim 
Guetterman, timguetterman@creighton.edu or me at abwilliams@orangewood.org.  If 
you have any questions concerning your rights as a study participant, please contact 
Creighton's Institutional Review Board at (402) 280-2126. 
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Appendix D 

Multifactor Leadership Questionnaire (5X) Rater Form.  Adapted by Avolio and Bass 
(2004).   

45 Likert-type questions with five response options for each: not at all, once in a while, 
sometimes, fairly often; and frequently, if not always. 
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Participants are asked to respond by considering how well each statement applies to their 
principal. 

This questionnaire is used to describe the leadership style of your principal as you 
perceive it.  Answer all items on this answer sheet. If an item is irrelevant, or if you are 
unsure or do not know the answer, leave the answer blank.  Please answer this 
questionnaire anonymously.  

Forty-five descriptive statements are listed on the following pages.  Judge how frequently 
each statement fits the principal you are describing.  

Use the following rating scale:  

Not at all=0 
Once in a while=1 Sometimes=2 
Fairly often=3 
Frequently, if not always=4  

The Principal I Am Rating. . .  

1. Provides me with assistance in exchange for my efforts. 

2. Re-examines critical assumptions to question whether they are appropriate. 

3. Fails to interfere until problems become serious. 

4. Focuses attention on irregularities, mistakes, exceptions, and deviations from 

standards. 

5. Avoids getting involved when important issues arise. 

6. Talks about their most important values and beliefs. 

© 1995 Bruce Avolio and Bernard Bass. All rights reserved in all media. Published by 
Mind Garden, Inc., www.mindgarden.com. For use by Allyn Williams only. Received 
from Mind Garden, Inc. on January 31, 2020  

7. Is absent when needed. 

8. Seeks differing perspectives when solving problems.  

9. Talks optimistically about the future. 
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10. Instills pride in me for being associated with him / her. 

11. Discusses in specific terms who is responsible for achieving performance targets. 

12. Waits for things to go wrong before taking action. 

13. Talks enthusiastically about what needs to be accomplished. 

14. Specifies the importance of having a strong sense of purpose. 

15. Spends time teaching and coaching. 

16. Makes clear what one can expect to receive when performance goals are achieved. 

17. Shows that he / she is a firm believer in, “If it ain’t broke, don’t fix it.” 

18. Goes beyond self-interest for the good of the group. 

19. Treats me as an individual rather than just a member of a group. 

20. Demonstrates that problems must become chronic before taking action. 

21. Acts in a way that builds my respect. 

22. Concentrates his / her full attention on dealing with mistakes, complaints, and 

failures. 

23. Considers the moral and ethical consequences of decisions. 

24. Keeps track of all mistakes. 

25. Displays a sense of power and confidence. 

26. Articulates a compelling vision of the future. 

© 1995 Bruce Avolio and Bernard Bass. All rights reserved in all media. Published by 
Mind Garden, Inc., www.mindgarden.com. For use by Allyn Williams only. Received 
from Mind Garden, Inc. on January 31, 2020  

27. Directs my attention toward failures to meet standards. 

28. Avoids making decisions. 

29. Considers me as having different needs, abilities, and aspirations from others. 
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30. Gets me to look at problems from many different angles. 

31. Helps me to develop my strengths. 

32. Suggests new ways of looking at how to complete assignments. 

33. Delays responding to urgent questions. 

34. Emphasizes the importance of having a collective sense of mission. 

35. Expresses satisfaction when I meet expectations. 

36. Expresses confidence that goals will be achieved. 

37. Is effective in meeting my job-related needs. 

38. Use methods of leadership that are satisfying. 

39. Gets me to do more than I expected to do. 

40. Is effective in representing me to higher authority. 

41. Works with me in a satisfactory way. 

42. Heightens my desire to succeed. 

43. Is effective in meeting organizational requirements. 

44. Increases my willingness to try harder. 

45. Leads a group that is effective. 

© 1995 Bruce Avolio and Bernard Bass. All rights reserved in all media. Published by 
Mind Garden, Inc., www.mindgarden.com. For use by Allyn Williams only. Received 
from Mind Garden, Inc. on January 31, 2020  

 

 

Appendix E 

The Communication Styles Inventory (De Vries et al., 2013). 
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24 Likert-type questions with six response options for each: strongly disagree, disagree, 

somewhat disagree, somewhat agree, agree, and strongly agree. Participants are asked to 

respond by considering how well each statement applies to their principal. 

1. My principal takes the lead in a conversation. 

2. Most of the time, other people determine what the discussion is about, not my 

principal. 

3. My principal often determines which topics are talked about during a conversation. 

4. My principal often determines the direction of a conversation.  

5. When my principal tells a story, the different parts are always clearly related to each 

other. 

6. My principal sometimes finds it hard to tell a story in an organized way. 

7. My principal expresses a clear chain of thoughts when they argue a point. 

8. My principal’s stories always contain a logical structure. 

9. My principal thinks carefully before they say something. 

10. My principal weighs their answers carefully. 

11. The statements my principal makes are not always well thought out. 

12. My principal chooses their words with care. 

13. My principal is not very likely to tell someone what they should do. 

14. My principal sometimes insists that others do what they say.  

15. My principal expect people to obey when they ask them to do something. 

16. When my principal feel others should do something for them, they ask for it in a 

demanding tone of voice. 

17. My principal listens well. 
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18. My principal always shows a lot of understanding for other people’s problems. 

19. My principal takes time for someone if they want to talk with them. 

20. My principal always treats people with a lot of respect. 

21. My principal sometimes tosses bizarre ideas into a group discussion. 

22. My principal often says unexpected things. 

23. In discussions, my principal often puts forward unusual points of view. 

24. In conversations, my principal often toys with some very wild ideas.  

   

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
Appendix F 

Faculty Trust Scales.  Developed by Hoy and Tschannen-Moran (2003).  
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10 Likert-type questions with six response options for each: strongly disagree, disagree, 

somewhat disagree, somewhat agree, agree, and strongly agree.   

Participants are asked to respond by considering how well each statement applies to their 

principal. 

1. Teachers in this school can rely on the principal. 

2. Teachers in this school trust the principal. 

3. The principal in this school typically acts in the best interests of teachers. 

4. The principal of this school does not show concern for teachers. 

5. The principal doesn’t really tell teachers what is going on. 

6. The principal in this school keeps his or her word. 

7. The teachers in this school have faith in the integrity of the principal. 

8. The teachers in this school are suspicious of most the principal’s actions. 

9. The principal in this school is competent in doing his or her job. 

10. The principal openly shares personal information with teachers.  

 

 

 

 

 

 

 

Appendix G 
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